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FOREWORD

The idea of this Conference on Child Language had its
origin in Stockholm in August of 1970, when Dr Max Gorosch, Exec-
utive Secretary of the International Association of Applied Lin-
guistics, asked me whether I would have any interest in helping
to activate the Association Commission on Child Language. I
agreed to help Mr R.W. Rutherford, Organiser of the Child Language
Survey, York University, York, England, to whom the Executive Com-
mittee looked for Teadership. It was agreed that I would take main
responsibility for organizing this Conference and that Mr Rutherford
would be responsible for arranging a second conference, to be held
in Copenhagen in August of 1972 in connection with the Biennial
Meeting of the International Association of Applied Linguistics.

The Center for Applied Linguistics in Nashingfon, the
United States affiliate of the International Association, readily
agreed, through Dr John Lotz, former Director, and Dr Albert H.
Marckwardt, the present Acting Director, to co-sponsor the Confer-
ence. |

Mr C. Edward Scebold, Executive Secretary of the American
Council on the Teaching of Foreign Languages (ACTFL), offered not
enly to co-sponsor the Conference but to assist materially with the
arrangements if the Conference could be held at the same time and
place as the Annual Meeting of ACTFL. It was therefore decided
to schedule the Conference in the Conrad Hilton Hotel in Chicago

on November 22, 23, and 24, 1971.



A final generous offer of co~sponsorship came from
Prof. Henri Dorion, Director of the International Center for Re-
search on Bilingualism, who offered to have the Center prepare
a Preprint of papers received in time as well as to publish the
Conference Report in cooperation with the Presses Universitaires,
Université Laval, Quebec.

Some twenty-four papers, out of the thirty promised,
have been submitted and are included in this Preprint, which will
be distributed to those participating in the Conference and td
preregistrants. It is hoped that the remaining authors can dis-
tribute copies of their papers in time for them to be read crit-
jcally before the meeting. On this will depend in part the success
of the meeting, for papers will not be read there but only discuss-
&d 1n plenary session.

The Conference subject, "The Learning of Two or More
Languages or Dialects by Young Children, EfpeciaTTy Between the
Ages of Three and Eight, With Particular Attention to the Secial
Setting," will be considered by five panels of writers under the
Following topics: Home and Preschool Language Leavning, Curricu-
7ar Patterns in Early Bilingual Schooling, Linguistic Factors in
Bilingualism and Bidialectalism, SocioaLinguistics Factors in Bi-
Tingual Education and Various Aspects of Child Language. A sixth
session, on Wednesday afternoon, will be reseéved for a discussieon
of further needed research and planning for the future, especially

for the August 1972 Conference on Child Language in Copenhagen.
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III

The Conference will be open to all interested persons.
Requests for preregistration may be directed to Mr .. Edward
Scebold, Executive Secretary, American Council on the Teaching
of Foreign Languages, 62 Fifth Avenue, New York, N.Y. 10011.

In conclusion, I should Tike to thank all those who
are making possible this meeting of researchers in the field of
child language, notably Dr Max Gorosch, Dr John Lotz, Dr Albert
H. Marckwardt, Mr C. Edward Scebold, and especially Prof. Henri
Dorion and his colleagues at the International Center for Research

on Bilingualism.

Theodore Andersson

Professor of Spanish and Education
The University of Texas at Austin
Conference Co-Chairman

Austin, Texas
September 17, 1971




CONFERENCE DN CHILD LANGUAGE

Conrad Hilton Hotel, Chicago
November 22-24, 1971

Sponsored by the International Association of Applied Lin-
guistics and its Commigsion on Child Language (Stockholm),
the Center for Applied Linguistics (Washingten), and the
American Council on the Teaching of Foreign Languages
(New York).

Conference Co-Chairmen: Theodore Andersson, Professor of
Spanish and of Education, The University of Texas at
Austin, and R.W. Rutherford, Organiser, Child Language
Survey, York University, York, England,

Conference Subject: The learning of two or mors languages
or dialscts by young children, especially between the
agegs of 3 and 8, with particular attention to the social
saetting. :

Purpose: (1) To contribute to the work of the International
Assoclation of Applied Linguisties by sesking thes collab-
oration of researchers in child language on this side of
the Atlantic; (2) to identify researchers and to stimu-
late further research, especially in the learning of tuwo
or more lesnguages or dialects by young children; (3) to
seak wuays of applyving the results of such resesarch to
schaoling, with a view to improving our educational prac-
tices, especielly in the rapidly developing field of bi-
lingual education.

gection I - Home and Preschool Language Learning

Monday, November 22, 9-11 a.m.

Lhairman: Alfred S. Hayes, Director, Language in Educa-
tien Program, Canter for Applied Linguistics, Washington,
D.Ce

Recorder: G.Richard Tucker, Assistant Professor of Psy=-
cholagy, MeGill University, Montreal.

* Panel: Chester C. Christian, Jrs, Director, Intar-American
Institute, The University of Texas at El Paso, "Differ-
ential Response to Language Stimuli Before Age 3: A Case
Study." 1

Rogelio Diaz-Gusrrero, M.D.,, and Rosario Ahumada de
Diaz, Director, Centro de Investigaciones Pedagogicas,
Mexico City; "The Acquisition of Verbs-in 3, 4, and 5=
Year-0ld NMexican Kindergarden Children."

* Partiecipants whoase communication is preprinted herein.
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* Ragnhild S¥®derbergh, Docent, Institute of Northernm
Languages, University of Stackholm, "A Linguistic Study
of a Swedish Preschool Child's Gradual Acquisition of
Reading Ability" and "Swedish Children's Acquisition of
Syntax: A Preliminary Report.' 15

* Roy WU, Alford, Educatiocnal Development Specialist,
Early Childhood Education, Appalachia Educational Labo-
ratory, Inc.,, Charleston, W. ¥a., "Appalachia Preschool
Education Program: A Home-Orisnted Approach.” 45

* Jane M, Christian, Lecturer in Anthropeology, The
Univarsity of Alabama in Birmingham, "Style ancd Dialect
Selection by Hindi-Bhojpuri Speaking Children" and "Bi=-
lingual Development in a Two-Year=0ld Gujarati-English
Learning Child.," 64

= Ilonka Schmidt-Mackey, Docteur 3s Lettres, Profes-
seur, Département de Langue et de Linguistigue; Univer-
sité Laval, Quédbec; Cenada, "Language Strategies of the
Bilingusl Family,.” 85

Section II ~ Curricular Patterns in Early Bilingual Schooling

Monday, November 22, 2-4 p.ms

Chairman: James E. Alatis, Associate Dean, Institute
of Languages and Linguistics, Georgetown Univeraity,
Washington, D.C+, and Executive Director, TESOL,
Recordsr: Al Ramirez, Dirsctor of Curriculum, Region
One, Education Service Canter, Edinburg, Texas.

Panel: Robert D. Wilseon, Director, Consultants in Total
Educetion, Ins,, Los Angeles, California, "Assumptions
for HBilingual Instructien in the Primary Grades of Nava-
Jo Schoels."

Rosa G. de Inclan, Consultant on Bilingual Education,
Dade County Public Schools, Miami, Florida, "An Updated
Reaport on Bilingual Schooling in Dade County, Including
Results of a Recent Evaluation."

* Wallace E. Lambert, Professor of Psychology, and G. ;
Richard Tucker, Assistant Professor of Psychology, MeGill :
University, Montreal, Carada, "The Home/School Lenguage
Switeh Program in the St. Lambert Elementary School, Grades !
K through 5." 139 §

x Shari Nedler, Director, and Judith Lindfors, Resour-
ce Specialist, Early Childhood Learning Systems Dssign,
Southwest Educational Development Laboratary, Austin,
Texas, "A Comprehensive Bilingual Program for Disadvan
taged Spanish-~Speaking Preschool Children." 148
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Charles H. Herbert, Jr., Director, Regicnal Project
Office, Bilingual Teacher Training, S5an Barnardino Coun-
ty Schools, San Bernardino, Californis, "Initial Reading
in Spanish for Bilinguals." 501

il

Virginia Hoffman, Curriculum Design Specialist, Con-
sultants in Total Education, Inc,, Los Angelss, Califor-
nia, "Question-Generation by Firat-Graders: A Heuristic
Model.”

Section 11l = Linguistic Factors in Bilingualism and Bidia~
lectalism

Tussday, November 23, 9-11 a.m.

Chairman: Vera P. John, Associate Profeasaor of Psycho-
logy and Education, and Director, Language eand Behavior
Program, Yaeshiva Universiity, New York, N.Y.

Recorder: Dillen Platero, Director, Rough Rock Demons-
tration School, Chinle, Arizona, and First Vice Presi-
dent, National Indian Education Association, Minneapo-
lis, Minnescta.

# Panel: fMary Ritchie Key, Assistant Professor of Linguistics,
University of Califormia at Irvine, "Some Grammatical
Structures of Child Black English." 170

* Rodney Young, Assistant Professor of Education, The
University of Utah, Salt Lake City, "Development of 5&-
mantic Categories in Bilingual Spenish and Navajo Chil-
dren.” ‘ 193

* Merrill Swain, Ph.D. Candidate, University of
California at Izvine, and Project Officer, Bilingual
Education Project, Modern Language Center, Ontario Ins-
titute for Studies in Education, Toronto; Canada, "The
Learning of Yes/No Questions by Children Who Had Heard
French and English from Birth.," 209

* Bernard Spolsky, Associate Professor of Linguistics
and Elementary Education, The University of New Mexico,
Albuguerque, and Wayne Holm, Principal, Rock Point Boar=~
ding School, Rock Point, Arizona, "Bilingualism in the
Six=Year-0ld Navajo Child." 225

* Serafina Krear, Assistant Professor of Education,
Sacramento State College, Sacramento, California, "Da-
velopment of Pre-Reading Skills in a Second Language or
Dialect.” 240




Section IV - Socio=Linguistic Factors in Bilingual Education

Tuesday, November 23, 2-4 p.m.

Chairman: H.H. Stern, Director, Modern Language Center,
Ontaric Institute for Studies in Education, Toronte, Ca-
nadae.

Recorder: Frances Sussna, Executive Dirsctor, Multi-
Cultural Ingtitute, San Francisco, California.

Panel: Rolf Kjolseth, Associate Professor of Sociology, Uni-
versity of Colorade, and Praesidaent, Research Committes on
Sociolinguistics, Internastional Sociological Association,
"The 'Problem® of Chicano Talk Which Isn't."

* Aaron Bar-=Adon, Professor of Linguistics, The Univer-

aity of Texas at Austin, "Child Bilingualism in an Immi-

grant Society." 264
* Robert L, Mueklay, Chairpman, Department of English

and Linguistics, Inter American University of Puerto Rico,
“After Lhildhood, Then What? An Overview of Ethnic Lan-
guage Retention (ELRET) Programs in the United States.” 718

* Sarah Gudschinsky, Literascy Coordinator, Summer Ins=
titute of Linguistics, and Professor of Linguistics, The
University of Texas at Arlington, "Literacy in the Mother
Tongue and Second Language Learning.” 241

* Joshua A, Fishman, Visiting Professor, Hebrew Univer-
sity, Jerusalem, and Director, International Research Pro-
Jject on Language Planning Processses, Israeli Section, on
leave from Yeshiva University, 1970=-1972, "Varieties of
Bilingual Education in Israel: The Jewish Picture™ and
"Speia=Political Patterns of Bilingual and Bidialectal
Education: A General Theoretical NModel.” 356

A, Bruce Gamarder, Assistant Director, Division of
College Programe, Bureau of Educational Personnel Devel-
opment, U.S. Office of Education, "Language Maintenance
or Language Shift: The Prospect for Spanish in the Unit=
ed States."

Section V - Various Aspects of Child Language

Wednesday, November 24, 9-11 a.m.

Chairman: Albert H. Marckwardt, MProfessor of English and
Linguistics, Princeton University, Princeton, New Jercey,
and Interim Executive Director, Center for Applied Lif=
qguistics, Washington, D.C,

Recorder: Mario Benitez, Vice President and Dean of the
School of Arts & Sciences, Texas A & I University, Kings-

: ille, Texas.
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Panael: W.H. Giles, Founder-Director, The Toronto French
School, Inc., "Cultural Contrasts in English-French
Bilingual Instruction in the Early Grades." 368

* William F, Mackey, Professor of Linguistics, Laval
University, and Researchar, International Center for Re-
search on Bilingualism, Quebsc, P.0Q., Canada, "Free Lan-
guage Alternation in Early Childhood Education.” 396

* Gienn J. Doman, M,D.,, Director, Inatitutes for ths
Achievement of Human Potential, Philadelphia, "How Braine-
Damaged Children Learn to Read.” 433

* Eleanor Thonis, Director-Psychologist, Maryaville
Reading-Learning Center,.Marysville, California, "The
Dual-Language Learning Process in Young Children.” 461 :

IPRRI.

* John Macnamara, Associate Profassor of Psychology,
MeGill University, Montreel, Canada, "The Cognitiva
Strategies of Language Learning.” 471
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* Ralph Robinett, Project Manager, Spanish Curricula
Development Center, Miami Beach, Floride, "Curriculum Dev-
lopment for Bilingual Education,” 485

Section VI - Pianning for the Future

Vednesday, November 24; 2-4 p,m,

i
L
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A committee consisting of the section chairmen and
racorders will submit for gensral discussion a report
on possible ways of following up on this Conference and
of preparing for another conferanee on child language,
to be held in Copenhagen in August of 1972 in connection
with the meeting of the International Association of Ap-
plied Linguisticsa. ‘ _
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Chester Christian, Director
Inter-American Institute
The University of Texas
El Paso, Texas 79968
DIFFERENTIAL RESPONSE TO LANGUAGE STIMULI BEFORE AGE 3:
A CASE STUDY

Chester C. Christian, Jr.

The case study which provides data for the following report
not only is still in progress at the present writing, but is at
a stage in which it is impossible to derive even tentative con-
clusions with respect to the most important of the hypotheses
being tested. The report is being written at this time in the
hope of eliciting suggestions with respect to further techniques
of experimentation and cbservationil

The basic hypotheses attempt to state the most favorable
conditions for the learning, retention, and c@nﬁinuing develop=
ment of abilities in a minority language throughout the life-
time of the person. 1In general, it is assumed that although
children are capable of beccming skilled in the use of two ox
more languages before the age of six, practical ability to use
a minority language may be lost rapidly after that age unless
certain conditions are met,2 Some of these conditions are
thought to be the following: 1) continuing exclusive or almost
exclusive use of the minority language by a person of the child's
household in speaking with the child; the greater the prestige of
this person in the view of the child, the more favorable the
prognosis for cantinﬁing.use and development of the language;

2) development of literacy in the minority language; the earlier
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the development of literacy, and the more completely abilities
are developed before learning the majority language, the more
favorable the prognosis; 3) absence of television or highly
restricted viewing of shows in tﬁ; majority language; the

less time spent in viewing television présentea in the majority
language, the greater the possibility of preserving and develop-
ing the minority language; and 4) use of the minority language
in teaching the child academic subjects other than language;
the higher the prestige of the teacher and the more academic
the subject, the greater the possibility of continuing
development of the minority language.

The key concept in these statements is regarxded as
"prestige," and the degree of success or failure of bilingual
education in the home or in the school is considered prcpprtionate
to the degree to which prestiée is associated with each l;nguage
being learned. In this respect, the following generalizations
may be subsumed under the hypotheses previously stated£ la)
the person of least prestige in most households is the family
servant, and the father the person cf'greatest prestige (even
though-~-or perhaps because--emotional ties to the mother are
usually strongest); 2a) the prestige of a language is in propor-
tion té the degree to which one is literate in that language;
3a) the prestige of a language is proportionate té tha degree
to which the family responds to the mass media, especially

television programs, presented in that language;
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in the United States,

and 4a1Athe,most prestigious subjects in school are those
associated with cognitive development, and the least presti-
~gious those associated with emotive activities.

In view of the above considerations, the parents of Raquel,
the subject presently under consideration, decided to speak
only Spanish to her at home, although it is the second language
of her father and the family lives in an English-speaking
neighborhood.4 She was expected to learn English as a second
language largely ffom playmates. There is no television set
in the home. With respect to written language, they decided
to teach her to read and write in Spanish first, while learn-
ing to speak English, so that before entering school she would
be literate in Spanish and understand spoken English.

In the personal sense, their language policies were
chosen for practical, psychological, and socio-cultural reasons,
with the éurpcse of giving the child highly devaloped capabi-
lities in at least two languages, motivation to use each of
the languages as permament vehicles of spoken and written ex-
pression, faveiable attitudes toward those who speak each of
them, and a deep understanding of the socio-cuitural value
systems assogiétad with each, with preference given to Spanish
as a vehicle of personal experience and relationships, and to
English for the manipulation of cognitive structures. These
purposes are considered desirable by Raquel's parents for
most children living in bilingual communities iIn the United

States whose home language is Spanish.
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At the present writing, Ragquel has spent eight of the
twenty months she has been using words in South America (Peru
and Colombia), including time periods during which she was
fourteen to nineteen and twenty=-eight to thirty-one months of
age. Her response to English was developed almost entirely,
therefore, between the ages of nineteen and twenty—-eight months,
diminishing in the subsequent five months. to understanding of
only a few words and use of no more than three of four. There-
fore the present report emphasizes response to Spanish language
stimuli, including spoken words, names of letters,'varicus
forms of writing, sentences, numbers, illustrations, recordings,
and one televisicn saries.

From the age of nine to fourteen months, active vocabulary

was limited to approximately six words in Spanish: mami, paps,

Raguel, gracias, no, and ya. During the following five months,

spent in Lima, Peru, approximately twenty words were added.
Upon returning to the United States at the age of nineteen
months, rapid vocabulary development began within three weeks,
and during the twentieth month at least thirty-six new words
were used, all in Spanish. In addition, four letters, a, b, &
and e were recognized and named at sight. Ragquel's first
original sentence was produced at twenty-seven months: "Escribe
algo."

Although it may be to a degree coincidental, rapid vocabulary
development began with the gift of a Spanish alphabet book with
large clear capital letters, no words, and rather abstract

illustrations. Raquel was more interested in the
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letters than in the illustrations, and between the ages of
twenty and twenty-four months she learned to recognize twenty-
four letters, eleven written words (one-—inch capital letters
written with ball-point pen on 3x5 cards), and had attempted
to write several letters, reproducing in recognizable form the
written a, e, and o, calling the written letter by its Spanish
name. A month later she was able to read ten more words upon
sight only, and an additional six after hearing the letters
pronounced.

By the age of twenty-five months her active Spanish voca-
bulary was more than 300 words, but she had used only five

words in English: bye-bye, okay, Susy (her next door play="

mate), water, and this. In other words, during the time in
the United States that she was adding approximately fifty words
per month to her active Spanish vocabulary, she was adding
only one per month to her English vocabulary, in spite of al-
most daily contact with neighborhood children who spoke only
English. She insisted that they "understand" her Spanish
rather than attempting to communicate with them in English.

At the age of two years her father administered a Spanish

version of the Peabody Picture Vocabulary Test used in one of

the bilingual elementary school programs, and she scored a
mental age of 2 years and 2 months. Her score in English was

Zero.

14
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One assumption related to the learning of written Spanish
first was that it would be learned more rapidly than English
might be; due to the predictability and clarity of the socund
system and the close correspondence between the sound and the
writing system535 This was partially verified by the fact that
Ragquel wanted to make the systems even more predictable and less
ambiguous, with a still closer correspondence between the
speaking and writing systems.

For example, sne insisted that the "W" was an inverted
"M" and at first refused to pronounce the term "ve-doble." She
had learned the term "ve" for the "B," and refused to use the

ame term for the "V." She did not regard it appropriate to

th

use a sound for a double letter, such as "LL" or "CH." Although
she learned to make these distinetions, it was with much reluctance
and continuing skepticism. |

At the age of twenty-one mcﬁths she was given a set of blocks
in order to be able to learn to put letters together to form
words, and of course several of the Spanish letters were not
included. She apparently missed.them, because sevéral months
later when she saw a written "N" she repeated the term for it
again and again, with all the thrill of having seen an old friend.
In the meantime, she had been given a set of plastic lower-case
letters with magnets to attach to a slate; she favored the
letters similar to capitals and those which did not change name

when reversed or inverted.
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Shortly after receiving the blocks, she noticed the
typewriter and tried to put her blocks on top of the keys,
matching them to the typewriter letters. She likes to "write"
with the typewriter, but still thinks of it as a machine to
produce individual letters, not words and sentences,

During this period from twenty to twenty-five months
she seemed to live in a world of letters, discovering them
on signs, in newspapers, and through her environment--although
largely in English sets, cf course. For example, at twenty-two
months she was so impressed by the huge letters spelling out
SAFEWAY on a store that she cried to climb up and play with
them. When she saw an advertisement for K~MART in the news-
paper at twenty-four months, she pointed to the name and
said "tienda."

From the age of twenty-five to twenty-eight months, although
play with words and letters continued on much the same basis as
before, generally with Ragquel's father, her interest in both
letters and words declined steadily. She treated these
sessions with ever less seriousness, laughing and often res-
ponding in nonsense syllables. One reason seemed to be an
increasing interest in other forms of language play and graphic
representation.

During tﬁis time she accepted English from non-Spanish
speakers, understanding most of what was said to her in simple
terms, but would protest if her father used English with her,

shaking her head and saying, "no, no, no, no, no."

. | 16
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Although Raguel's parents do not have a television set,
she viewed television while in Lima at her grandparents' home
from the age of fourteen to hineteen months. She was interested
in only one program, "Topo Gigio," and this interest extended
to a recording of songs from the program, which she insisted
on having played five or six times each day. However, she did
not beccmé interested in hearing other records until a year
later, when her father acquired several records being used in
a bilingual program. Of these, she first responded with great
enthusiasm exclusively to a recording by Luz Bermejo, wanted to
hear it constantly, and did not want any other record to be played.
This record, and no other, was "mGisica para nifos."

However, two weeks later another record was chosen as
"misica para nifics" and she no longer wanted to hear Luz Bermejo.
In this way she changed her enthusiasm regularly every one or
two weeks. She generally responded by dancing enthusiastically
for an hour or more at a time, and repeating words and phrases
heard on the record. During the period of intense interest in
one record, she would reject violently all others, even previous
favorites.

This pattern was also followed in her reactions to other
language stimuli. ' For example, from twenty-five to twenty-eight
months she became interested in drawing, and would reject written
symbols: "mamé“ became a drawing of Eiﬂé' and she did not want

the word to be written.
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Although she continued to play with English-speaking
children only, Raquel's active vocabulary in English continued
to expand by only two or three words per month.

At the age of twenty-eight months, she went for a visit
with her. mother to her grandparents' home in Lima, remaining
seven weeks. During this period of time, she forgot almost
all the English she had learned, and lost interest in reading
and also in responding to words spelled orally. Her response
to the latter was by repeating the letters very rapidly rather
than saying the word. Her only utterance in English during the
week following this visit was in response to her father, when he
told her, "You are a lovely girl." She replied, "Thank you.
Please." After another month in Bogot&, however, her response
to this remark in English was, "No. Soy Raguelita."

In Bogot&, during her thirtieth month, her interest in
reading was revived when her brother, sixteen months younger,
began to receive books. At the age of fourteen months, he would
respond with Spanish vowel sounds upon seeing a book, writing
instrument, or paper. She would then “correct“ him, as well
as taking his book away from him.

During this month she also began to draw, first faces, then
adding bodies, legs, and arms, and assignigg names to her
drawings. She was not much interestearin attempting to write
letters or words, but ﬁsually asked for materials by saying,
"qQuiero escribir" rather than "Quiero dibujar." She apparently

does not distinguish clearly between the two activities.

18
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At the present writing, the family has returned to El Paso,
Texas, and has been joined by Karen, a half-sister of Raquel,
who began to learn Spanish at age five and used it until one
year before leaving for India at age fourteen, where within two
years her ability to understand it apparently diminished rapidly,

and she lost the ability to speak it in normal conversation.

This also happened with a younger brother and sister, who had

learned Spanish from a maid simultaneously with English. How-
ever, an older sister who learned Spanish later (after age seven),
but who became highly literate in the language, seems to have
retained almost her full abilities after four years in India

out of contact with it.

Since Karen speaks English to ber father and step-mother,
Ragquel has become more interested ia the ;anguagé, and at the
age of thirty-one months, has just begun imitating sounds
consistently, whether they represent new vocabulary items in
English or in Spanish, and whether or not she understands their
meaning. She aské the name of almost evarything new that she
sees, and repeats it carefully. |

Also, she seems now much more intercsted in reading chds
than in letters. It seems reasonable to predict that between
the ages of three and five years she will learn tc.read books
in Spanish and to speak English fluently.

This prediction is baseé ugot the expectation of rela-

tively greater strength of femiliy as opposed to school and
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community influences, however, with the crucial factors being
the continuing use of the minority language by both parents
and the development of literacy in it through home instruc-
tion before literacy in the majority language is imposed by
formal public education.

The two forces later most capable of destraying the full
capabilities of the child in the home language, the parents
believe, are television and the public schools. Their commu-
nity, through its proximity to Mexico, offers public and pri-
vate education as well as television in Spanish, but neither
commands the resources--or the 'prest;i‘,ge—athat television and
public education command in the United States. Furthermore,
the purpose of the parents is not to make the minority lan-
guage the only or even principal language of the child, but
to create a balance between the languages where almost all
social and psychological factors are weighted in favor of the
majority language. '

In this process, bilingual education in the public schools
is seen ags a possible ally, but at the same time there is rea-
son to suspect that it may, through association of more pres-
tigious persons and language activities with English, sabotage
the structures it attempts or pretends to build. The parents
in this case consgider it their duty, therefore, to put all
their weight--azll their prestige. in the view of their child-

ren--on the side of the minority language.

DT SURENE
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FOOTNOTES

1. One valuable set of suggestions has already been received,
though indirectly, through the recommendation by Theodore
Andersson of the book by Glen Doman, "How to Teach Your Baby
to Read."

It will be clear that some of the errors of technique in
teaching the child under consideration to read could have been
avoided by consulting this book a year ago. Theré should have
been, for example, more emphasis on words written in lower=case
letters. However, in the present case neither size nor color
of letters seems to have been df the importance one might exXpect
from reading the book. Raquel easily reads standard pica type,

but does favor larger letters.

2. A "forgotten" language may be re-learned rapidly later,
however, and with more accurate pronunciation than would
otherwise be possible. But the writer has observed children
whose parents were born and reared in Latin America speak Spanish
with much hesitation and with an English accent, although they
had earlier learned to speak it rapidly and with a standard
accent. In these cases, prestige may be associated, albeit

unconsciously, with hesitating, accented speech-in the minority

language.

<1
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3. The two greatest weaknesses of most bilingual programs where
Spanish is used seem to be the lesser prestige of ‘the language
as compared with English, which results in its functioning

as a crutch to be used only in case of emergency, and the
discontinuance of its use as soon as the most severe and ob%icus
stace in the emérgency is past. With this attitude prevailing,
it is hardly surprising that pupils in general would continue to
regard it as a weak secondary means of communication in school,
nor that use of it as an officially tolerated jargon should do
little to improve the self-image of those pupils who use it as

a home language.

4. Raguel was born in El Paso, Texas on January 14, 1969. Her
mother is Peruvian, but began to study English at the age of

six years in a U.S.-sponsored school, continuing for eleven years
and becoming a bilingual secretary after graduation. Her father §
began to study Spanish as an adult, and has taught Mexican-American
and foreign students in Spanish for a total of eight years, be-
ginning in 1959, and developing a progressively stronger interest

in and association with bilingual education since that time.

5. The transition desqribed by Carol Chomsky as necessary in i

English is not necessary in Spanish, and this should allow much

more rapid development in Spanish reading. See "Reading, Writing, j

and Phonology," Harvard Educational Review, Vel. XL, No. 2 (May

1970), p. 297. "It is highly likely that the child, however, in
the beginning stages of reading, does assume that the orthography ;
is in some sense "regular" with respect to prcnunciation. In !
‘order to progress to mwe complex stages of reading, the child

£]{U: must abandon this early hypc;hesis, and come eventually to

e
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interpret written symbols as corresponding to more abstract
lexical spellings. Normally he is able to make this transition
unaided as he matures and gains experience both with the sound

structure of his language and with reading.

<3
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Ragnhild Sdderbergh :

Swedish Children's Acquisition of Syntax : A Preliminary Report.

The aim of this project is to examine the development of Swedish
speaking children's syntax from the appearance of the first two=word

sentences until all the basic syntactical rules are mastered.

So far no systematic studies of Swedish speaking children's syntax
have been carried out. Realizing that every child learning his mother
tongue has got his individual language which cannot be interpreted
without a thorough knowledge of the child's environment, habits and
experience - his "cultural context" - we abandoned the idea of a
statistical examination of a great many children where every child is
recorded for only a couple of hours. Instead we chose to make a deep

study of a few children.

Following Bellugi, Brown, Gvozdev, Lenneberg and others, who state
that the first two-word scntences appear at age 1 1/2 to 2 and that
the basic syntactical development is finished at age 3 to 4, we
decided to s=tart with children 1 1/2 to 2 years old and to follow

their lingulstic development during two years.

born. The parents have got university or college cducation and the

childran are all nursed in their homes.

The clhiildren are recorded in their homes for half an hour every
second week. One of the parents or a nurse is present at the recordings,
playing and talking with the child. There are normally three of us
assisting at these recordings. One is helping the parents to provoke
speech and is trying to guide the games in such a wéy that they give
the child #n opportunity of talking as much as possible. Another is
keeping an eye on the recorders and the microphones; which have often
to be moved from one end of the room to the other. The third person is
a kind of reporter, commenting in a low voice aﬁ what the child is
doing, what is happening in the room etc. These eoﬁmeﬁts are recorded
on a stereo recorder (Tandberg), channel one. A synchronous recording

of the conversation between child and adults is made on channel 2.

To record the conversation between child and adults, our chief

aid, however, is a Nagra recorder with two microphones, one of which

24
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To elicit as much speech as possible from the children we bring
with us toys and pictures. To provoke the children to say full sen-

tences we have tried to choose pictures where something is happening.

Otherwise there is a danger that they resort to pointing at the things
in the pietures all the time, talking in one-word sentences, either .

asking "what" or saying "there" or -possibly ~ the names of the things.

Another way to provoke speech has been to show new toys to the child
and to play with these toys when the parents are not present. Then one
of the parents is swamoned and the child is asked to show mummy or daddy

the toys and tell what we have just been doing.

Testa have also been tried - on a very moderate scale - mostly Lo get
an idea of the children's understanding of different syntactie structure
(questicﬁs, comuandments, subject-predicate, subject-predicate-object etc. ).
Finally we have a very useful and neceasary collaboration with the parents,
who do not only act as interpreters but also supply us with information
about the daily life of their children, what they say dnd do etc.

The recordings are transcribed as soon as possible after the sessionse.
The transcriptions are morphematic, except when it is impossible to under-
stand what a child gays. Then a phonematic transcription is made of the
incomprehensible word.

The trénscription is written in two columns : in the left hand column
the conversatiorn between child and adults is rendered, in the right hand
column the reporter's comuent is givenl-

A very short abstract (in English translation) is the following :

Child : Boil. he puts the coffea-pot on

It is Dboiling. - a gaucer turned upside down

Now it boiled.

Adult You must lay the table.

Child : Mm. .
I have got no paper. looks towards his mother

The idea of malins synchronous comments on a tape recorder I got from
Dr Grace Shugar at the conference on child languane_held'in Brno,
October 1970. .

5 e e e
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Two assistants are transcribing the same recording : for greater

correctnesas they are working independantly of each other. Then the
two versions are compared and every discrepancy between the two is
marked. Finnaly a third ﬁerson; the editor, listens to the recordings
a last time, and on base of the two transcriptions makes the final
version, trying to decide about the passages where the transcriptions
differ. Often it is obvious that one of the transcriptions is the
right one, sometimes the right version is a mixture of the itwo tran-
scriptions. In very problematic cases the editor and the two assistants

listen to the passage together and try to make a decision.

The project started on the first of September 1970. We are four
persons ensaged in it : two full-time assistants who are at the
same time preparing their doctoral dissertaetions, a half-tine recretary
and myself. HBvery week three recordings are taken, and to malie oue
single transcription takes about 10 hours. liver: recarding,then ’
requires 30 hours' work totally before the manuscript can be handed
over to the typist. Under these conditions there is not much timé to
anglyze the material systematically . We will have to leave that

until the two-year period is finished.

MNevertheless we have been able to make many useful observations

which will be good starting points for our future analyses.

The I'irst thing we observed was that all the children are extremély
different from each other in spite of their rather homogenous soecial
setting. Some are normally very gay and happy, others rather sully.
Some have a steady temper, others a more fluctuating. Moast children
weve willing to collaborate with ua aﬁd to take part in the gamnes angd

tests. But in one case we met with a stubborn resistance.

Ags regards speech, two are extremely tallkative (one boy and one ﬁirl),
three are moderately talkative and one little sirl is almost éémpletely
silént. This girl, however, had developed ahwhble syatem of gesture? whiech
she used together with '"yes" and "no" and a few nouns. Moreover she turned
out to be unusually "gocial", extremely willing to collaborate, good -
humoured and happy. To get something out of this girl we had to test her
understadding of language, and thefefore constructed questions to find
out whether she knew the different types of clauses (declarative, interro-

gative, imperative), if she understood the subject-objeet relation, if

she knew the meaningas of certain prepositions etc. Thanks to the girl's
willingnesas to collaborate, we got rather good results, and we also used

the tests with the other children to check if understanding precedes

<6
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production. As regards the prepositions we made the following observations :

1. During a certain period the child only understands a few prepositions,

such asz "in'', "behind".

2. Later the child understands most prepositions quite well but uses them

incorrectly. Often one single preposition is used in a great many cases,

preferably "in".

As an exarnle the following experiment may serve. We hid several toys :
one under a pillow, one behind a pillow and one in a handbag. We gave
the child instructions where to find the toyg,and she succeeded very well,
looking benind the pillow (not touching it) to ?ind the toy behind, lifting
the pillow to find the %oy under etc. Immediately afterwards the mother
took the toy which had been under the pillow, asking '"Where did you find
this?" The girl answered "In the pillow". Her mother tried to make the
i7irl correct herself and said "No, you did not find it in the pillow,

did you? You found it -~ " "In the sofa" +the ;irl cried out happily.

Brown, Bellugi and others have shown that the earliestsentences of the
children are "telegraphie", containing only the contentives of the clause,
which are also the words with heavy stress. We have noticed the same thing.
But we have also observed the development of the unstressed words , and
then we have noticed that at certain periods there appear some grumbling
gounds where there should be an article, a preposition, a pronoun etc.
Some weeks later these sounds are here and there replaced with something
very much resembling the correct unstressed word, until finally the word
is there. This might be compared with a much earlier stage in the linpuistic
development of the child, when it is practising intonational palterns with
nongense words. Little by little these patterns are filled out with the
£irst real words.

It also seems evident to us that children practise language. At an
early atage our children were practising single wordés. One of our girls
was once trying to say the same word again and again while she was putting
her doll to bed : /beba / /baba/ etc. The word she tried'to say was
/beda/, which means "make the bed". :

Later in their linguistic development the children practice sentences.
One and the same sentence can be uttered up to ten timea with different
word order and different mtntonation. One or two tries might give a correct
result,; but this is almost never the last try. The other tries usually
give ungramuatical sentences. :31?

It also gseems evident that imitation plays a great part in the linfuistic

o i e
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development of tihe child., Here the communiecation narent-child is most
r:vealing. Our most advanced shildren have parents who talic a sreat
deal with (nat_ig) their children and who listen to them, trying to
understand what they say. These parents often "trunslate' (not corrz=ct)
and develop what their childxen say in order to check that they are on
line with each other. The child might for instance say :"Dolly eat'. Then tho
father says : " Shall Dollv eat? Yes. llere is a ssucer and a spoon. MNow
we let Dolly eat'. Sueh translations or "imitatio i with expﬂnsinu”amade
by the parent senu to be of greal inportauce to strensthen the rigsht striietu-
ral patterns. As mentioned above the child often nractices semantically
the same sentence #gain and again with different syntactic structures.
When one or two of these tries are right, the child evidently knows how
to produce a corrcet sentence. Then it is essential to nave these potentinl
patterns strengithened.

With the three best speaking children in our group there is autuanl
communication and understaonding parent - child, and parents and ehlild
have o rieh lirgmuisitic and non-linguistic eontext in common Lo witioh lhey
perpetually refer wid which we - as visitors =~ inust nll the time ask
about. One resson for this unusually good communication parents — child
is, that in all three cases one of the parents -~ or both , wlternatively -

are together with their child most part of the day.

With the children that do not speak so well this common context is
lacking and it is evident thpat parent and child do not talk so much to-~
gether except for the sessions when the ehildren are recorded. The
children are all day nursed by young girls, 17 - 19 years wld. In the
case of the non-apeaking, gésturing child, however, the mutusl communi-
cation parent - child is quite good, but thz child here is left all day
with a nurse that is passive and silent.

We have also noticed that the children often try very hard to say what
they want to say. Talking is hard work for them, Espepially when they try
to produce scntences longer ‘than two words, if they still belongs to Lhe
two-word stupme. Stuttering seems to be a very common phenomencn. Very
often the child breaks off a sentence two to three times and begins nnew

until he succeeds moderately well.

r'“)’-Ezl:aise the term coined by Brown and Bellugi- - see Roger Brown and
Ursula Bellugi, Three Processes in the Child's Acquisition of

Syntax, MIT 1964. 28
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Theze are some glimpses of such observations as wae have been able
0 make during our first year of recording. Later we shall maske a
systematical description in terms of phrase structure gramaar and
transformational grammar. If time permits we shall also try to check
some of the results of the longitudinal deep study by making a statisticaml
study of 100 children aged two to four. Such a study is necessary for us
to be able to make statementz about Swédish speaking children's lansuage
in general, although it is not the right way to take if you want an
allround picture of the syntactical development of the child from *wo
to four, where extreme attention must be paid to non-linguistic factors,

particularly the setting and equipment of each child.
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Ragnhild Stderbergh:

This paper is a summary of my book "Reading in Tarly Childhood.
A Linguistic Study of a Swedish Preschool Child's Gradual Acquisition
of Reading Ability" (Stockholm 1971).

I have closely studied a chilild learning to read from the age of
in his book "How to Teach Your Baby to Read" (New York 1964). By this
method the child learns whole words as entities. I have shown how the
child, as it learns more and more words, gradually breaks down these
.words inte smaller units: first morphemes, then graphemes. At last the
child arrives at an understanding of the correspondences between sound
(phoneme) and letter (grapheme) and is able to read any new word through
analysis and synthesis. In my experiment this stage ia reached after 14
months of reading, i.e. when the child is three years and a half.

The findings of this study have been viewed in the light of recent
linguistic theories as presented by research workers in child language
inapired by Chomsky -~ such as Brown, Bellugi and Lenneberg,

Chapter One.

Learning to read. Theories and methods qonﬁronted with different
linguistic theories.

In this chapter a short summary is given of the debate on reading
in the USA in the 1950s. The authofé main source here has been Jeanne
Chall "Learning to Read. The Great Debate" (New York 1967).

According to Jeanne Chall there are ~ theoretiocally - two domina-
ting methods in reading instruction, the phonics method and the rea-
ding-for-meaning method. In pracotice however there is often a mix-
ture between the two.

The pure phonics method implies that the pupil is taught the
letters of the alphabet énd the corresponding sounds. Then he is
taught to read by "sounding and blending", i.e. he sunds out the new
words and then synthesizes the sounds s06 that the right word is
produced,

The sponsors of the reading-for-meaning method oppose this - as
they think - unnatural and boring way of reading and instead teach
whole words and sentences from the very beginning, thus giving their
pupils at once the experience of what are the ultimate goals of rea-

ding: comprehension, appreciation and - finnally - application.
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In the pure pionics method the child is presented with the code
and taught how to use it, In the extreme reading-for-meaning method
the child is not “:ught the code,

Jeanne Chall h:: summarized the results of recent research in
England and the USA - ~ethods in beginning reading and arrivea at
the folloving eonclusiorn: “Early streas on code learning ... not only
produces better word recognition and spelling, but alsc makes 1t easiler
for the child eventually to read with understanding” (chall, p. 83).

Chall gains support for the view that an early acquisition of the
code is necessary also from the theoretical considerationa of linguists,
particularly Leonard Bloomfield and Charles C. Fries. These linguists,

however, both consider written language as secondary to and completely
dependent on spoken language. Bloomfield is apt to diaregard written
language altogether, from a scientifiec, linguistic point of view:
wfriting is not language but merely a way of recording language by
means of visible marks" (Language, p. 21).

Bloomfield was the linguistic pioneer of his time, and his views
dominate the opinions of many linguists during the 19405 and 1950s.
Recently, however, the written language has been consldered an object
worthy of investigation independently of the corresponding spoken
language. There has been a strong tendency among linguists towards
astressing the differences between the two codes, differences not only
on the phonemic-graphemie level but also as regards morphemics and syn-
tax, Linguists have even eclaimed that written language should be consi-

dered as a more or less independent system. (see Sture Allén, W. Nelson
Prancis, H.A. Gleason and H.J, Uldall).

The current trend in linguistics represented by Chomsky and his
school has more or less revolutionized the ideas about language lear-
ning and language acquisition. According to Chomsky we have a biologi-
cally founded innate capacity for language. This means that when a
child is exposed to language he does not just imitate but attacka the

language he is being exposed to, observing it apd constructing hypothe-
ses about it. He builds his own model -of the language, working out his

""own linguistic system consisting of sets of rules which are gross app-

roximations of the correot system. As he is exposed to more and more

linguistic material and as he is able to test his model by actual use
of the rules when speaking, these rules are continually reconstructed
and modified until, finally, the model becomes identical with the nor-
mal gdult model. Chomsky's theories have been partly verified by many
studiea on child language presented during the 19608, by Robert Brown,
Ursula Bellugi, Colin Fraser, Paula Menyuk and others, Belief in the
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biological foundations of language has been convinelingly advocated
also by Lenneberg in a beok se titled which appeared in 1967, Accor-
ding to Lenneberg it is undisputable that the onset of speech and of
certain linguistic abilities such as babbling, speaking isolated
words, producing two word sentences ete. are determined by matura-
tional processes (Lenneberg p. 127 f.).

The maturational processes and the innate capacity that cause
children to start learning to speak at a certain age (18-28 months)
without any form of instruction - the only requirement being that
they are exposed to language - should also explain why this highly
complicated learning preocess is being completed s¢ quickly: within a
period of two years all basic syntactic constructions of the language
are mastered by the child,

instruction, solely by being exposed to language, and if written
language is to be considered as an independent system, why cannot
a child learn to read at the same ape and in the same way aa he is

learning to talk, solely by being exposed to written language? He
potheses, building models, 211 by himself discovering the
code of the written language, of its morphematie, syntactic and se-
mantic systems eto.

That this is possible we know from the fact that some children
learn to read "all by themselves", i.e. Just by observing a text
while listening to other people reading it.

In a talk given at the annmal meeting of American reading specia-
lists in Boston, in April f968, professor Arthur I, Gates, one of the
foremost reading'specialists in the United States, said that a recent-
ly finished investigation in the USA has shown that 80% of the child-
ren beginning achool in the USA can read a certain number of words.
There are alao facis revealed in this investigation that hint at the

possibility that very soon children will learn to read exactly in the
aame way aa they now learn to understand and express themselves in
spoken languagc, i.e. by living a normelly active and verbal life,
That children can learn itc read at an early age without real in-
struction is well known, bui how children succeed in doing so has not
yet been systematically studied. The chief interest then -~ when the
child is learning to read a language written with an alphabet - must
be centered on the following question: how does the child on its own
discover the relationz between letters (graphemes) and sounds (phonemes)?
Not until these correspondences are evident to the c¢child, he can be
said to have achieved full reading ability, i.e. to be able to read any
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word irrespectively of whether he has seen that word earlier or not.

Chapter Two

The aim of this treatise. Method used in the experiment:

The author decided to learn a child to read from about the age of
two in a way that as much as possible resembles the way in which spo-
ken language is acquired, i.e. to present (Written) words and sen-
tences in such contexts as to make ¢lear the meaning of these words
and sentences. Then the author intended to study the process by which
the child arrives at full reading ability, i.e. at the understanding
of the correspondences between letters and sounds,

For me to be able to follow this process, however, the child
must in some way communicate it to me. The most reasonable way of
communication, then, seemed to be through speech: the child must
read aloud, which meant that I had to present written language to
the child through the medium of spoken lsnguage, by showing written
words and telling what they said. But this had to be done with an

absolute minimum of instruction. To this end I chose the Doman method,

For the benefit of the reader, I shall here give an account of Do-
man's method, trying to analyse it and to state in what respects it
might accord with or violate our principle of "free exposure" without
inflicting any instruction on the child,

Words are wriilten on cards, one word on each card. To begin with
the letters should b: red and 12.5 ecm high 1) The cards are presented
toe the child at a meximum rate of one a day.

The first word is mother. When the child says "mother" as soon as
you show that card, you go to the next card, which reads father. When
you are sure that the child can discriminate the "mother" card from the
"father" card you proceed to nouns denoting parts of the body (gggi,

nose, ear etc.). These words are written with 10 ecm high red letters.

1) The letters should be red to attract the attention of the child and
ergeive

they should be big enough to make even a amall child able to

the word. Doman makes a great point of this. In his opinion the rea-
son why small children do not learn to read all by themselves at a
very early age is that the letters of printed matter are generally

not big enough,
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Then you go on to what Doman calls the vocabulary of the home: words
denoting the child's toys and other personal belongings, words deno-
ting well-known things in the house etc., The child should be able to
see and touch the thing at the same time as the "teacher" pronounces
the word and shows the card to him 2)-

The domestic vocabylary also includes some Verbs denoting simple
actions well known to the child, The teacher may, to begin with, illus-
trate a verb by performing the action at the same time as he pronounces
the corresponding word and shows the card. The domestic vocabulary should
be written down in red letters 7.5 cm high.

All the time the "teacher" should be careful not to go on presen-
ting new words without making sure that the child recognizes the old
ones.,

Then o book is provided, It should be a very simple and short
hook, not containing more than 150 different words, The letters should
be 3/4 em high,

The "teacher" coples the book, rewriting it in black letters 2.5 cm
high, Then each word is written on a card, in 5 cm high p 1 a ¢ k¥ 1let-
tera, These cards are presented to the child one by one in the same
way as before,.

When the c¢hild knows all the words, the words are put together
to form the sentences of the book. The cards are put on the floor side
by side, and the child now learns to read sentences, one sentence a
day. When the child can read all the sentences of the book in this way
he is given the handwritten copy of the book and is taught to read the
sentences from this copy: rea&iné left to right, from the top of the
page to the bottom of the page.

When the child is well familiar with this handwritten copy, the
printed book is presented to him. And now he will be able to read this
fluently, in spite of the fact that the letters are only 3/4 cm high.3)

You go on with other books, and now it 1s not necessary to have an
intermediate handwritten copy. All words new to the child are written
down on cards and shown to him. When the child knows these words he

gets the new book etec,

2) In this way one makes sure not only that a strong association is
established between the written and the spoken form but also that
meaning is attached immedately to the written form.

Q 3) Note the succesaive adaptation to smaller and smaller letters.,
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After the child has read one or two books, you write down the
alphabet small letters and capitals, each letter on one sard. You
present the cards to the child, telling him the names of the lettersa
like this: about a"This is a small 'ei' ", about A "This is a capital
teit' ", etc,

It is to be observed that the child is not taught the sound values
of the letters but is juet given the conventional names ~ with the
gqualifier "emall" and "capital' included in the name of the letter.
This is obviously done to help the c¢hild to discern the letters
within the word units. ) :

By presenting the letters you no doubt draw the cﬂild's atten-
t i on to the code, But as one avolds any kind of sounding and in-
s8tead obscures what associationz there might occur between letter
and sound by adding the qualifier "small" and "capital" to the con-~
ventional name of the letter, this presentation cannot be said to
help the child to discover the relations between letters and sounds.
Nor,; as the letters are presented in their alphabetic order without
being grouped according to distinctive features, do you give any hints
about the graphematic aystem; instead the child 1s left to make the
discoveries totally on its own.

The real instruction given is purely technical and non-linguistic.
The child is taught to read from left to right and from the top of
the page to the bottom. The child is taught to turn the pages right-
lefs.

By using the Doman methed you leave it to the child to find out

the interrelations between the codes of the written language and the

spoken language all by himself.
The Doman method is;'then, a way of presenting written material to

a child with a minimum of instruction and through the medium of the

gpoken language.
Using the Doman method 1t is therefore possible to make observa-

tions about how a child discovers the correspondencea between letters
and sounds, how he succeeds in interrelating the graphematic and the
phonematic systems - in "breaking the code" - which is the necessary
prerequisite if he is to attain full reading ability.

Chapter Three
The experiment.

The experiment started at the end of September 1965. A girl, two
years and four montha old, was taught to read. During the first six

weeks she was shown 50 concrete nouns and verbs.
From the middle of November the voecabulary of the first book was
shown to her, and the girl read this book on the 2204 of December 1965.
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The experiment was then continued with new books. All the time notes
were taken about the girl's reactions and comments on reading-cards
and reading.

At the beginning of March, 1966, the girl spontaneously tried to
read some of the new cards I presented to her. These readings were
noted down. At the beginning of April 1966 these spontaneous readings
had become so frequent that I chanéed the method of showing new cards.
Instead of taking a new card and saying "This reads X", I took the
new card, showed it to her and asked "What does this read?", Often she
suggested many different readings. Every attempt at reading was care-
fully noted down. In cases where the girl did not succeed in arriving
at a correct reading, I finally read the carda aloud to her,

In August there was no reading because of my holidays. On September
15% the experiment was continued. At the beginning of November 1966
the child was able to read almost any new word presented to her on a
card: the code had been broken.

From the beginning of December 1966 the child was given new books
directly, without the intermediate stage of showing cards. The
girl read the books aloud to me and I took nstea. Some grapho-phone-
matic irzeguiarities in Swedish (such as the spelling of /g/) were not
mastered by the girl until the autumn of 1967.

Chapter PFour

First period (Sep. 30tR 1965 - Dec, 2274 1965): g

From the first word to the first book

From the very first day the girl was enthusiastic about the rea- ;
ding cards. She treated the cards as if they actually were the persons
or things written on them. The cards with mormor (grandmother) and ]
morfar (grandfather) became favourites, and words with unpleasant §
associations were met with disgust ("Mother, I get so frightened when %
it says frightful on a reading card"). '

Vhen we started with the vocabulary of the first book, the girl
was shown a few so=c¢alled functors (preposifions, conjunctions,
pronouns etca). These turned out tolgérdifficult to grasp. It is to be
observed, that childrén learning to talk acquire - the often unstressed -~
functors later than nouns, verba and adjectives, which normally have
heavy stress (comp. Robert Brown and Ursula Bellugi "Three Processes

in the Child's Acquisition of Sfyftax' (1964) ).




O

ERIC

Aruitoxt provided by Eic:

- 28 =
Already at the end of the first reading month the girl observed
similarities between different words: "Mother mage (stomach) is like
8ga (eye)".
In the third month of reading the-girl learnt the word precis. She
then observed: "precis liknar pappa" (precis is like pappa) - pointing

at the p in precis - "men 1 pappa e de tre stycken" (but in pappa there
are three of them). . :

This shows three things: 1. she was able to discern the letter h:)
in precis and looked on it as an entity; 2. she was able to identify
and sum up three samples of the same entity; 3. she had a visual image
of the word pappa that was strong enough to enable her to pick out the
three p's from it.

The visual image of the word pappa must have been very clear. This
does not imply, however, that all the other words the girl was able to
recognize were necessarily as clear in her visual memory. Pappa belonged
to the early words; it does contain only two different kinds of letters;
it is symmetrically built up with the double p surrounded by a's on
each side, and it appealed to the girl's emotions,

Nevertheless her observations on precis and pappa give us a cue
to the process behind the acquisition of reading ability: words are
learnt visually and s £ o r e 4. As soon as a new word is introduced,
this word is not )

(ggif "put into the bag" but it is analysed and compared with the wisual

images of the words learnt before. By means of such comparisons struc-
ture is discovered, ' ‘

Further evidence of this process is that the girl, when she was
shown a new word that very much resembled an earlier learnt one, often
told me to show her this earlier word. On being shown the new word deti

she said "det is like dem, show dem to me and let us compare".

Chapter Tive

Second period (Dec. 23T% 1965 - March 318% 196€): The first

attempts at spontaneous reading of new words

During this period functors still seemed to be a bit difficult,
but the girl oolved the problem by immediately putting them into
a linguistic context. On getting fram (along) she said "Vi gir fram"
(We go along). Many other examples can be given.

From the beginning of March the girl made spontaneous efforts to

read new words by herself.

A St A et e o e 2
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The new words that the girl tried to read were all made up of ma-

terial from words learnt earlier, i.e. they might be: 1. parts of al-
ready learnt words 2. combinations of words and/or parts of words
learnt before,

The method of putting all the words of the bocks on reading cards
gave me a complete index to the ehild's reading vocabulary. This enab-
led me to find very easily the p a t t e * n 8 for every attempted in-
dependent reading of a new word.

According to how the girl made use of already learnt material
when trying to read new words, the attempted readings could be divided
into thrae groups, here called adjunctions, deletions and substitutions.

Adjunctions, On the 18t of March the glrl was shown the new word bHcken
and read 1t correctly. Earlier she had learnt to read bick. The rest
of the word was alsc well known to her as she had already met en as an
indefinite article eleven times in her first book. I mssume the under=~
lying proceas producing the correct reading bicken to be as follows.
able to make this analysis because she iz well acquainted with these
parts as written entities.
2. The two parts are then read together, forming a spoken entity that
is well known to the child and immediately associated with a meaning.
3. Thus the ﬁew graphic entity bicken is tied to the corresponding spo-
ken entity and is associated with the same meaning, all without the
interference of the teacher.

Putting the stress on the second step in the procems, whieh is
the adding up of already known entities, we call this reading adjunction.

In the examples given above two parts already learned as separate
graphic entities are put together, A more complicated kind of adjunc-
tion was made for the first time at the end of March when the new word

engarna was read correctly. DBarlier the girl had learnt to read pengar.

But the rest of the word, -na, does not occur as an isolaféd entity;
1t is & so-called bound morpheme, functioning as a definite article in

-the plural: pojkarna, flickorna,ballongerna etc. The adjunction here

Implies putting together one entity already learnt as a "word image"
with another entity that is only a part of word images learnt before.

To be able to read pengarna the child must thus be able to recognize
-na from previously learnt written words with this ending, i.e. she must
already have made a grapho-morphemic analysis of these words.

At  the moment of the independent correct reading of pengarna the
girl had already met the following words ending in -pa: tassarna, katt-

ungarna, fjirilarna, fidglarna, grodorna, insekterna, blommorna. The

i
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question is now: How did she succeed in distinguishing -na as an
entity?

Above we have shoevm that as soon as the girl learnt a new word,
she compared this word with similar ones learnt earlier and tried
to find out the differences between them. In two of the booka read
by the girl before she made the correct reading pengar-na she had -
met the word kattungar, which word appeared twice before she met
kattungarna (compare above!). In the word pair kattungar - katt-
ungarna the only difference is -na, and as soon as the child had
found this out she had in fact made the grapho-morphemic analysis

necessary to look at -na as an entity within the higher units tas-

sarna, kattungarna, fjérilarna etec.
Theoretically she would now be able to read any previously

learnt word + na.

Deletions. On the end ,p March the girl read the new word ugglan.

Earlier she had learnt ugglans. To make such a reading the girl must

be able to analyse ugglans into ugglan + s, an analysis made possible

by pairs cccurring earlier, such as Anna - Annas, Astrid - Astridg,

Mirran - Mirrans etc. I aasume the underlying process to be as fol-

lows: '

1. ugglan calls up the mental image of ug lans, learnt earlier;

2. ugeglan is compared with ugglans and the difference is observed;

3. on the basis of pairs like Anna - Annas etec. =5 has already been

identified as a meaningful unit, This helps the readier to analyae

ugglans into ugglan + s and to recognize the new word ugglan as ugglan(s).
If we stress this last part of the process we might call th;!?;a—

ding deletion.
Substitutions.On the 25'B of March the girl was shown the word hit-
lade. SBhe read it as hittde. Although unsucoeasful, this reading was
the earliest example'of a third type of spontaneous reading on the

basis of material learnt earlier.

An already known word was hittat. The graphemic sequence e was
well known as a separate word (she had not met it earlier as a bound
morpheme in verbs because her books so far had been written in the
present tense). The mental process is assumed %o be as follows: When
being shown hittade the girl remembers first hittat then de. She rea-
lizes that hittade is hittat minus something at the end plus -de, and
she then deletes -at and adds -de, that is substitutes -de for -at
getting the (incorrect) form hittde. Thie reading might thus be called
& substitution,

Adjunctions, deletions and substitutions are the result of an

analysila of the preasented words; we therefore choose to call'

ERIC 39 o

Aruitoxt provided by Eic:




O

ERIC

Aruitoxt provided by Eic:

- 31 -
these readings analytieal readings.

During this period the girl also made technical progress in rea-

ding aloud.

When reading her first book the girl had been taught to point at
the words. This was to accustom her to the left-to-right convention
and to make sure that she did not skip any words.

On the 4%P of March I noticed the girl sitting in a corner rea-
ding a book that she had finished a fortnight earlier. She read it
whispering and without pointing. About three weeks later (March 23Id)
she had just finished the reading-cards of another book and waas going
to read it aloud to me for the first time. She then read it without
pointing. I did not make any comments to her about this, but I noticed
that her reading now was much more like natural speech. When pointing
ghe had been apt to make pausea between every word. After some minutes,
however, she suddenly began to point, then interr %ed heraelf: "No,
it is much better not to point"., "Mueh better" probably meant that she
experienced reading without peinting as more meaningful, She was then
able to take in bigger portions of the text at one time; her eyes
could always be a good bit ahead of her veoice and so the understanding
of the text was better, BEvidence of better understanding was the fact
that her intonation; stress and reading rhythm improved when she did

not point.

Chapter Six
Third period (April 18% 1966 - Oot, 318% 1966): Introduction.

The misidentifications

From April 1966 the girl is asked to try to read all new words by
herself. Generally she makes at least one try to read every word.
These tries may be analytiocal readings - right or wrong. They may also
be so-called misidentifications, whieh means that a new word is mis-
taken for an already learnt word - as when mugg (cup) is taken to be
mun (mouth) or sig (himself) is read sin (his). When making a misi-

-dentification the reader evidently is looking upon the new word as

an entity.

It is significant that the proportion of misidentifications -
where the new words are treated as entities - to analytical readings
remains constant, during April, May, June, July and September, the ana-
lytical readings being 3.5 to 5 times as common as the misidentifica=
tions, until the month of October when the code is broken. Then the ana-
lytieal readings become 18 times more numerous than the misidentifi-

cations.
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The reason for this change is that in October when the code is
broken - i.e. when the girl suddenly understands completely the cor-
respondence between grapheme and phoneme - she begins to use a gquite
new analytical technique when trying to read new words that cannot be
read by ﬁeans of adjunctions ete., of previously learnt words or
morphemes: she "sounds" the words letter by letter. Farlier, on being
asked to read a word that resisied the operations of adjunction etec.
she had often just suggested a word learnt previously that looked =i-
milar, i.e. made {"misidentification". At the time when, as scon as a
diffieult new word is attacked, the analytical-synthetical process of
identifying graphemes, sounding them and adding the sounds replaces
the mere "locking", we may safely presume that full reading ability
is being attained.

Thus the increase in the analytical readings as compared with the
misidentifications indicates that in October the girl is reaching the
stage of full reading ability.

‘From what has been said above it might be conaluded that the mis-
identifications are the result of an infexrior kind of reading in
which a2 new word is carelesaly observed, without any kind of analysais,
and mistaken for one learnt earlier. This is not true, however. Some
of the misidentifications are the result of chance readings, but as a
rule they are the outcome of most careful considerations.

An investigation of the misidentificationes shows that certain
rather constant relations, as to length, letters and position of let-
ters, exist between a new word given and the word it is wrongly sup-

posed to be,.
A3 to the length of a new word given compared with the word it is
wrongly supposed to be, the following observations have been made:

1. Out of 121 misidentified words 40 % (48) have been mistaken for
words of exactly the same length and another 35 % (42) have been mis-
taken for words that are just one letter shorter of longer. 19 % (23)
have been mistaken for wordc that are two letters shorter or longer
and only 6 % (8) for words that are three to five letters shorter or
longer,

2, Words shorter than three letters are not misidentified.

3. A word given that 1ls three letters long or more is never mistaken
for a word that is shorter than three letters.

4. Apart from this the length of a word assumed does not seem to differ
from the length of the corresponding word given by more than about
half thrhe number of the letteras in the

word given.
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5. It is also evident that the shorter a word given, the more often
it is mistaken for a word of exactly the same length,

As to the number of letters common to a new word given and the

word it is wrongly supposed to be, I have observed that when a new

word is mistaken for a previously learnt word, on average 65 % of the

letters in the new word are contained in the previously learnt word it

is wrongly supposed to be.
In only 12 out of 121 cases of misidentification the order bet-

ween the common letters is rnot the same in the new word given as in
the word it is assumed to be.
At last the author has tried to find a way to measure the degree

of similarity (S) between a word given and the word it is assumed
to be, a way which takes into account the following facts: length of

words, letters in common, order of common letters and position of

common letters.
An investigation shows that this 5 is surprisingly constant. There
is some tendency, however, towards a lesser degree of similarity when

the word given becomes longer.

Chapter Seven

Third period (April 13% 1966 - Oct. 318t 1966): Analytical

readings of morphemes

The growing reading skill - that is the gradual development to-
wards an insight into the grapho-phonematic correspondences, and a
capacity for uéing this Insight actively when reading new words - is
reflected in the analy tical readings. Both indepen~

dent and dependent morphemes are involved in the processes. Analyti-

cal readings with only independent morphemes might be considered as
comparatively easy, because these morphemes may occur as separate é
graphic entities., The handling of dependent morphemes is, however,a i
bit more complicated, as these only occur tied to othaer morphemes.
The reader must thus be able to abstract the dependent morphemes from
previously learnt worda in order to cope with them in analytical res-
dings of new words presented.

The dependent morphemes are only gradually mastered. In the table
below we have a survey of the use of simple dependent morphemes in
analytical readings during the different months. The first appearance

of a morpheme is marked with an italicizedfg.
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March  April May June July Sept. . Oct.

=a x x = x x x x
-an x x x =
-andz * x
=ar x x x x x x x
-are x x x x
-d x x
=de x x x x ! x x x
=£ x x x x x :
-el x
=£A x x x x x x x
- x x x x x x
-#i x x x x x
-ig x
-ing x
~ir x
«if x
-n x x x x
-na x x x x x x x
-oF x x x x x x
-F x x x x x x
-5 x x x x x x
-t X x x x x
=te x x x

When we looked at the analytical readings pengar+na and ugglan(s)
above, we found that there were patterns in the earlier reading ma-
terial which made these readings possible. An invezstigation of the
23 morphemes in the table above shows that 18 of these have clear
patterns in earlier xéa&ing material, when they appear for the firat
time in an analytical reading. The five morphemes without immediate
patterns (ﬁgggg, -d, =-ig, =ing and 1;3) might themselves be explained
ag the result of analytical readings: -ing for instance might be looked
upon as a deletion ing(en), where en (one) has been deleted from ingen
(nobedy). ‘

Dependent morphemes are being uszed in analytical processesa from
March and on., As March is the very first month of analytical reading,
it is quite evident that the processes themselves (adjunction, dele-
tion, substitution) are very diffiocult to the reader. belétian. how-
ever, being a passive process, muat be easier than adjunction. In the
same way the first part of a substitution (which is in fact a deletion)
must be easier than the second part (which is an adjunction). An inves-
tigation of the material shows that'during March and April dependent

morphemes are always introduced in passive processes. From May onward,

however, not only morphemes previously introduced figure in the ac-
tive érccesses; all "new" morphemes occur directly inbadjunetions and
in the active part of substitutions. That the reader has aitained '
greater skill in May is also evident from the fact that in this month
for the first time we find correct readings of new words containing
dependent morphemes without immediate patterns in earlier reading ma-
terial (compare above).

43
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The reader's growing skill also manifests itself in an ability

to cope with more and more complicated s%ructures. In March only

8 ingle dependent morphemes are used in the analytioal readings.
But from April s t r i n g s of morphemes also appear, as when the
new bilarna is read correctly because the reading material already
known contains bil and pairs like boll - bollar, klapp - klappar,

ankor - ankorna, blommor - blommorna etc. from which the dependent

morphemes -ar and -na might be drawn,

As time passes on, more and more strings of dependent morphemes
are introduced into the analytical readings. A table of these strings
and their occurence during the d4ifferent months, with the first ap-
pearance of every string denoted by an italicized X, looks like this:
T Apiil  May  June  July Sept. 0“"'\

T x x x = f

~ning-en x x
=ning-s = 1
=0F=-Rid *e x x x ’
-F-nad x
=it-¢ o
: - . | . |
Now, what are the patterns for each one of these strings of depen-
dent morphemes when they first appear in analytical readings?
Three cases gocur: 7
1. There may be patterns for the wh ol e 3 tring of morphe-

mes, as when somliga (15;5) is read‘as an adjunction of som and -liga =~

- where the combination -lig-a might be drawn from vin - vinliga,
which words occur already in March. When there are patterns for the
whole string, the analytical reading is mainly of the same kind as

vy P,
-y EE R

" 2. The process is more complicated, however; when there are patterns

only for each one of the morphemes in the string, i.e. the reader
must herself combine the parts. This is the case when bilderna (22.5)

is read as an adjunction of the earlier learnt bild, -er, mastered

a4
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in April, and -na mastered in March.
3, We have a 3lightly more complicated case when one oTr more parts in
the string has no immediate patterns but must be produced by means
of analytical readings. This happens when, in September, jitteroligt is
read as an adjunction, where -lig must be formed on the base of the al-~
ready mastered -liga by deleting -a.

The material shows that the more complicated types 2 and 3 in-
crease whereas the easier tipe 1 decreases as time is passing.

Now what about the wrong analytical readings? The number is
steadily decreasing, from 44% in April to 25% in October. It should
also be noted that the mistakesz very seldom occur with the dependent
morphemes: in only 13% of the analytical readings containing depen-
dent morphemes there is a mistake invelved in the reading of a morp-
heme duxiﬁg April - July; in September the percent is still lower,
only 5. The mistakea instead occur with the bases of the wordas, as
when groten is read grénen, 1.e. the base grdt (porridge) is supposed
to be grén (green).

Chapter Fight )
Third period (April 1Ff_j966 - Oct., 318t 1966): Analytical

readings of graphemes

We have observed that the analytiecal readings start in March with
simple morphemes; strings of morphemes do not ocecur until April and
are only gradually mastered. In April there are also instances of rea-
dings of "false" morphemes. The word ftnster-ruta (window--pane) is
read as fonster + ut + a (window + out + "a"), where the identifi-
cation of the a is made possible by the fact that —-a has previously
been learnt as a dependent morpheme and that -2 In finsterruta takes
the same position as the dependeﬁt morpheme -a in grén-a, lis-a eto.
= it 1s a Y"false" morpheme.

With the "false" morphemesa the reader ie not supported by the se-
mantic component. To make the reading f8nsterruta she must depend
solely on her knowledge of grapho-phonematic correspondences in cer-
tain positions: that, for instance, an =-a corresponds to an /-a/.

From here it is a short step, however, to the realization that
a ceriain grapheﬁe may correspond to a certain phoneme in many posi-
tions, some timeés in a2 n y position. When this is realized the reader
has left the morphematic level and has entered the g raphematic
reading 1level, Astill more advanced stage has been

‘reached when the reader makes analytical readings using graphemes

which are not homographiec with morphemes, such as b, k, 1, m.

aS




O

ERIC

Aruitoxt provided by Eic:

-—n

- 37 -

A reading 1z, however, very seldom solely graphematic. Oftan one
or two dependent and/or independent morphemes are gﬂn;fﬁa in the rea-
ding process together with one or many graphemes, A reading is, how-
ever considered as graphematic when the ehild's way of reading or the
child's own comments give clear evidence, A few examples should be
given.

A misreadilng may often give us the clue to the reading
process, as when grita (weep) is read /grata/, with a short &-vowel,
which shows that -&ta has been mistaken for Atta (eight), part of the
earlier rezding material, Thus the reading process must be an adjunc-
tion of the grapheme string gr- and the independent morpheme (word)

Two ormore s uccessive readingas might give »s
the clue, This is the case when #gg (egg) is read "ligg ... Hga":
the earlier material contains ligger (puts) from which the morpheme
=er is first deleted. Then the grapheme ')l is taken away. Other examples
are linge read "hingde ... lingde" (hingde was part of the old reading
material), bur read "bu ... bur" and brum "rum ... brum" (bu and rum

being part of the previous reading material),

Another way of reading whieh reveals what parts are observed is
sectioning. Vhen musikkir (band) iz read /muzs~i:-k-spo:r/
(the earlier material contains the words mus, (mouse) i (in) and spir
(track) ), it is evident that k is added as a grapheme to the rest.

The sectioning is a most important criterion of graphematic rea-
ding. At the end of October hiigre is read /hf:-gr-e/ in spite of the
fact that the earlier reading material contains both héga and hégar,
which would lead us to expect the morphematic substitution hdg/a, -xe
In this oase, however, /hf:-gr-e/ is considered to be

agraphemat ic reading on account of the sectioning, although

there do exist patterns for a morphematic reading. It is to be observed
that not until October do such instances occur.
Sometimes the girl herself reveals, by comments on the reading ma-

terial, that the patterns she uses are graphematic. The earliest ex-

‘ample is from the 16th of May. On being presented with the earlier un-

known parken the girl reada it correctly, I ask her: "How can you
read that?" She anawers: "I have had marken before." The process must
thus be substitution: m- in marken is replaced by p- .

Following Sture Allén the author makes o distinction betwcen

autographemes and syngraphemes, In Swedish the autographemes are

a, e, i, o, v, y, & 4, 8, the syngraphemes are b, ¢, d, £, g, h, §,

k, 1, my n, p, v, 8, t, ¥; w, x and z. Then the grapho-phonematiec re=

lations Iin Swedish are discusreed.
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The author then treats the readings where the girl handles

suchﬁsyng;gnhemes as are not homographs ofAmorphémes. (The

autographemes are excluded for two reasons, First some of them
are homographs of independent or dependent morphemes. Second all
autographemes correspond to one long phoneme-variant which is used
when the alphabet is recited,)

Eleven syngraphemes without corresponding homographic
morphemes appear in graphematic readings during the perioed of
April - October 1966. In the table below first appearance has
been italicized. If a grapheme:during one menth only occurs in
passive processes - deleted or substituted - it has been put

within parentheses,

April May June July Scpt.

Oct.
] () P P P
& b — b b b
T m — m m m

-4 v v

S f

1] k k k k

™ E 4 B
N J i i

(h) ] h h
{ 1 1 1

€

-

From the table above we see that more and more syngraphemes
without homégraphic mgrbhemes are used in graphematic readings: in
April there are only b and g; then orne or two further graphemes are
added every month, until in October all 11 syngraphemes are used., It
is to be observed that the syngraphemes with one or several phonema-
tic ‘orrespondences are always read in the most "normal" way: k is
read ik/iE/R/r.d./J/ and ¢ /a/. ]

.~ When a graphematic reading is made, thié means that the reader
has realized the "sound-value” of a grapheme or a sequence,of grap-
hemes, which is to say the grapho-phonematic correspondence in
question., Such correspondences must be drawn from the reading mate-
rial learnt eaflier. By reading worde beginning in ba ,.. /vaz/,
ba ... /bo:/, bu ... /bd:/, b4 ... /b2:/, etc. where the second
element is an autographeme, the sound value of whieh is known from
the reciting of the alphabet, the specific aound;value of b is easily
perceived, If we look at the first correct readings of syngraphemes
(cf. the table above: b and g in April, p, m and k in May etc.) and
examine earlier reading material, we will find that there are always

such €lear patterna in this material.

a7
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If we look at all the graphematic readings during the April -
October period we shall find that very often there are strong pat-

terns in earlier reading material for exactly the grapho-phonotactic

structure of the surroundings of the grapheme thus read. This ten=

dency seems, however, to be weaker in the readings of September and
October, which should indicate a growing reading skill where the

occurrence of direct patterns iz no longer necessary for the reader

Let us take a few examples. 13 graphematic readings of k from
May to September all have immediate patterns for the grapho-phonotac-
tic structure of the immediate environment of the k. We find k in the
initial combinations skr-, kr-, kl-, kv-, ka-, ko-, in the final
combinations -ka, -kade, -kar, -ken, and in the medial combinations
-ik- and -uk-. In September, however, the reading /faskiti:sa/ =
wrong for faktiskt - and in October the reading /k-i:-lade/ for kilade
show a complete knowledge of the correspondence between k and /k/ with-
rout the'support of surrounding graphemes. A k before an i being nor-
mally pronounced [¢/, there are no patterns for the correspondence
ki /ki/. In the same way, the reading in October of fBrarhyiten as
/fé:rarhten/, where the y is overlooked, shows a sure knowledge of
the correspondence h /h/.

The development towards analytical feﬁding on the graphematic
level is elearly illustrated by the fact that during the three last
days of October the reader overlooks in many cases a more asimple way
of reading a word - through analysis into morphemes - and.makes a
more complicated graphematic reading.

As an example might be mentioned the reading of bakit, where
the easiesat way would have been an adjunction of the wellknown parts
bak and A%, but where the girl reads the word in three sections
/ba: - k =2:t/, isolating the syngrapheme in the middle of the word,

The final evidence, however, that the code has been broken and
the child attained full reading ability was given on ‘e 318% of De-
cemﬁer . Some weeks earlier I had told her a story in which the Nor-
diz goddeas Freja plays an iﬁportant part. It may be noted {that she
had never seen the name Freja printed. On the 318t of December the
girl asked me "Who do you think I am today? It begins with an f ...
(spelling in a loud voice) f£,zZ,e ... (almost silently, to herself)
fre ..., frej ... (spelling again in a loud voice) ds 2."

This transforming of a word from the spoken language to the writ-
ten, from phonemes to graphemes, which is the reversed prceess{ﬂg}gra—
phenatic reading, gives full evidence that the code has been broken by

the child.
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After a period of 14 monilhs the child has, by observing, learning,
storing, analysing and comparing written words, and through the pro-
cesses of adjunction, deletion and substitution -~ first of morphemes
and graphemes homographic with morphemes, then of non-morphematic
graphemes - arrived at a knowledge of the grapho-phonematic corres~
pondences that is a prerequisite for being able to decode any writ-

ten message.

Chapter Nine

Capital letters. Double syngraphemes, Some grapho-phonematie

¢

irregularities

New words written all in capitals are not mastered by the girl
until November, i.e., when the code has been broken.

In Swedish double syngraphemes indicate a short vowel. Thus hat
is pronounced /ha:t/, but hatt /hat/. This rule is not mastered by
the girl until February - March 1967, and she atlll violates the rule
now and then in April and May.

At the end of the chapter the grapho-phonematie irregularities of
Swedish are discussed, and the girl's gradual mastering of the diffi-
culties is described. All irregularities are mastered before November
1967. It is also.evident that the rules are discovered gradually as
the reading material affords patterns that might be imitatéﬁ.

Chapter Ten

Conclusions, Some additional remarks on intonation, meaningful

reading, application, appreciation, writing and spelling.

In this chapter the result of the experiment is compared with
the recommendationa of Jeanne Chall, that the ochild should be taught
the code. An important thing is that the children studied in the re-
gsearch work mentioned by Jeanne Chall are school children who start
learning to read at the age of five and a half to seven. With-Lenneﬁ
berg, Chomsky and others in mind, we may suggesat that a child two to
three years old, the age of the extraordinary linguistic capacity,
might profit more from a method which enables him to find out of the
gyatem all by himself,

At last some additional remarks on intonation etc, are made. The
girl was not taught intonation when reading aloud, nor did she receive
any instruction about punctuation marks. She alaoc here found out by
herself, It séems that much of this discovering was made when she rTe-
read the books, I sometimes noticed her sitting practising different
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intonations and stress patierns when rereading the booka aloud

to herself.

From the very beginning the girl intimately connected reading
and reality. New words on reading cards were often, in the girl's
comments, put in relation to known linguiatic and non-linguistic
contexta. On reading the surname Larsson she interrupted herself
saying: "The little baby's father living down there, he iz called
Larsson, and her grandfather (i.e, the baby's) iz a bit bald".

Naturally, reading was experienced as more meaningful when the
glrl read about things that were well known to her from real life.
But I have also witnessed that when she had firat r e a 4 about
certain things and phenomena in her books, her later e x perienc
of the thing in real life became much more intense and rich than it
would probably have been without the literary anticipation. Thus her
first sunset, experienced in August, 1967, was a sheer delight; and
the Tirst time she saw cows grazing she was in a rapture, stopped
and shouted in a voice full of joy: "Oh, this must be a pasture!l"
The sunsets and pastures of literature had finally come to life.

The girl's books also inspired her non~verbal 1life in many other
respects. She often introduced scenes from books into her games,
bullding houses after having read The New House, consiructing roads
for her cars after having reaa'@hgtﬁgwrgggg. Last but not least, she
identified herself with all the heroes of the literature she read.

The problem of filction and i1ts relation to reality was very keen
to her, When, at the age of three years and nine months, she was rea-

ding the Dutch author Ninke van Hichtum's book about Mother Afke's ten
children she aaked: "Have these people really existed:" "Possibly", I
said, "Yes", she replied, "for if so, we will meet them in Heaven and
then they can teach us to speak Dutch".

It is also evident that a small child can appreclate literature.
An example is given at the end of chapter teni

A favourite book waa The Children's Bible by Anne de Vries. T
noticed that the girl often stopped her oral reading of the Bible after
having finished a very dramatic passage, and then she went over this
passage again, silently. On the 215t of October, 1967, at the age of
four and a half, the .girl had read about the crucification. She went
back and reread the passage telling how Jesus asks St. John to take
care of his mother Mary and be like a son to her ("When Jesus there-
fore saw his mother, and the disciple standing by, whom he loved, he
saith unto his meother, Woman, behold thy son! Then saith he to the
diseiple, Behold thy mother! And from that hour that disciple took her
unto his own home".) She ten said: "Det hdr var en fin liten dikt.
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Mittemellan det hemska var det en fin liten dikt", (This is a fine

little poem. In the middle of all the frightful things there iz a
fine 1ittle poem.)

At about the age of three and a half the girl began trying to
write letters herself. For some reason she concentrated on the capi=
tals. By June of 1967 she could write all capitals except B,J,M,N,
Q,U,V and X; in July only X was still missing, and she then alsc failed
to write G and Y. On the first of November, 1967, I tested her again
and found that she then could write the whole alphabet, capitals and
versals., By that time she had also begun to write little missives to
invented persons. -

When the girl was four and a half her spelling had already become
remarkably goed. Now, at the age of seven and a half she simply
knows how to spell and needs not devote any time to learning how.
This s8kill, whiech is normally attained only aftsr many years of hard
school work, had eome to her quite unconciousaly as a by-product of
her early reading. Would it not be a goed thing if all children had
this experience: of learning to read as easily aas they learn to talk
and of learning to spell without knowing that they are learning how;
of having atiained full literacy at an age when children normally be-
gin to learn the ABC? During the first achool years a lot of time and
hard work is now being devoted to acquiring the elementary skills of
reading and spelling. With these skills already at the pupil's com=
mand there could be time for more meaningful and stimulating work and
activities at school, Thus 8till more could be made of the wonderful,

receptive and harmonious years before puberty.

Chapter Eleven
Suggestiong for further investigation

Here it is stressed that this preliminary study of one single
child being finished, the experiment should be carried out on many
children of the same age, let us say 100 -~ 150. Such an extended

. study might be done by a team of iingnists'and psychologists.

These 100 - 150 children should be followed through the years,
and the effect of early reading on their general and linguistic de-
velopment investigated on. '

Similar studies might also be carried out on children apeaking
other 1aﬁguages than Swedish. Do different languages railse different
problems? Is it easier to find out of the code of written Fimnnish,
which is almost completely phonematic?

Might early reading along these lines be of importance to retar-
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ded children? What about deaf children, if spoken language as a
medium is replaced by picures, gestures and film?

There are numerous tasks involved in fﬁrther investigation on
this subject. As T see it, there iz great hope that both normal and
retarded children might benefit from this approach to attaining
literacy, where learning to read is defined as learning a wr i t-
ten 1language and where the learner is therefore exposed
to suitable reading material at the age when s poken 1 an -
£ uage is normally acquired = not acquired because the environ-
ment imposes language upon the child at that age, but because the
child has then reached a biological stage where his preparedness for

language is at its prime.
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Home-Oriented Preschool Education

The well-being and wholesome development of the individual during
infancy and early childhood years is recognized by an increasing number
of psychologists and eaucatcrs as crucial. The impertance of traininc
in the formative years is predicated on the assumption that there is a
high positive correlation between formalized preschool training and later
performance in school and in society. .The widespread acceptance of this
hypothesis is clearly demonstrated by the nation'’s investment in Head
Start. Additional evidence is contained in the many praposals,_from
Montessoril to Bloomz, for early educational intervention into the lives
of culturally disadvantaged children.

The traditi@nalrway for meeting this need in the past has been to
establish public kindergartens. These have generally been limited to
urban and suburban areas, however, and no state or seetion in the United
States has provided an adeguate program of preschool education to rural
children. Neither has any of them begun preschool education for children
under age five, although it is known that educational nurture should begin

at an earlier age.

gartens are not providing adeguate preschool education for all of the chil-
dren of America who need early formal training to enhance their chances for
success in life and that an alternative program for providing preschool

education at an earlier age and to rural children needs to be developed.

lEZéd M. Hechinger, Ed., Pre-School Education Today, Doubleday and
Company, Inc., New York, 1966, pp. 58-60.

2lester D. Crow et al, Educating the Culturally Disadvantaged Child,
David McKay Company, Inc¢., New York, 1966, pp. 118=119.
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Such an alternative program

is needed especially in Appalachia

where the population is largely rural and where publicly supported

kindergartens are not available for the most part. Poverty and cultural

deprivation strike deep in Appalachia, and many children caught in its

pockets of social poverty have been doomed to lifelong separation from

opportunities the outside world of

America increasingly values as the

inherent right of every child. The adults in the life of the average

Appalachian child cannot provide sufficient means of escape because they

themselves are victims of the same

incapsulation.

West Virginia, the only state lying whelly within Appalachia, has

taken a step which may lead to its
make preschool education available
as urban. On March 13, 1971, both
passed Senate Bill Number 343 (Mr.
ically provides for an alternative
garten.

The*bill first provides for
to develop criteria and guidelines

and paraprofessional personnel and

becoming the first state to actually

to all eligible children, rural as well
houses of the West Virginia Legislature
McKown, original sponsor) which specif-

to the usual classroom-oriented kinder-

the West Virginia Department of Education
for certification of both professional

for the establishment and operation of

both public and nonpublic early childhood education programs. It then

states:

Pursuant to such guidelines and criteria, and only pursudnt
to such guidelines and criteria, the county boards may establish
programs taking early childhood education %o the homes of the
children involved, using educational television, paraprofessional
personnel in addition to and to supplement regularly certified
teachers, mobile or permanent classrooms and other means developed
to best carry early childhood education to the child in its home
and enlist the aid and involvement of its parent or parents in
presenting the program to the child; or may develop preograms of a
more formal kindergarten type, in existing school buildings, or
both, as such county board may determine, taking into considera-

tion the cost, the terrain,

the existing available facilities,
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the distances each child may be required to travel, the time

each child may be required to be away from home, the child's

health, the involvement of parents and such other factors as

each county board may find pertinent. (Senate Bill 343,

lines 38-56, inclusive)

The language of Bill 343 can be recognized as having direct reference
to the early childhood education program of the Appalachia Educational
Laboratory. Two factmrs cited above--the persisting cultural deprivation
of Appalachia and the importance of early Years to later development--first
prompted selection of early childhnod eéucation as a priority endeavor of
the Laboratory. It was evident that separation of Appalachian children from
the opportunities afforded by a preschool education was an obstacle to their
wholesome development and well-baing and had an accumulative debilitating
effect on performance in school.

The strategy for the achievement of the objectives of the Appalachia
Preschool Education Program has been the development of a child~centered,
home-oriented program to be delivered by means of television broadcasts,

home visitations, mobile classrooms, and other media. It has involved

buildirg a curriculum based on behavioral objectives and preparing mater-

ials and methoés particularly appropriate for children of three, four, and
five years of age living in rural Appalachia.

The physical constraints of Appalachia were factors which influenced
selection of the strategy. Isolated schools (532 one-~room schools ih the
region in 1967) in remote sections of a sparsely populated and mountainous
region and a primitive road system precluded establishment of conventional
classroom-oriented kindergartens common in urban areas. Further, funds are
nét available for this approach; and even if they were, prepared teachers

are not available (67 certified preschool teachers in West Virginia in 1969).

The establishment of such kindergartens would require a ten percent increase
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in classroom space, equipment, and auxiliary services. More importantly,
however, the traditional design does not include instruction of three-
and four-year-old children and thus does not provide sufficiently the
readiness training required for first graders entering school.

Another factox inflﬁencing the selection of the strategy was the
presence of a television set in over 90 percent of the homes in Appalachia.
Most preschool childrgn in these homes .watch television several hours a
day, with 80 percent watching two hours or more.3 It was assumed they could
be guided into Viewing and‘participating in instructional broadcasts.

Parents, evéh those with low aspirational levels, usually want their
children to have better opportunities than they have experienced. On the
basis of their participation in Head Start, it was assumed that these
parents wiuld maintain schedules and participate in learning activities
beneficial to their children if stimuféted inbthe effort by home visitors.

Since the research community had shown renewed interest in early
childhood education in receht Years, it was possible for the Laboratoxy to
find information useful in its developmental effort. This included work
completed and in progress on Head Start; activities of :éseérch and develop-
ment centers such as the University of Georgia's Centeé‘for the Stimulation
of Early lLearning; the‘resoﬁrces of the National Laboratory for Early Child-
hood Education and its affiliates, such as the Demonstration and Research
Center for Early Education at George Peabody College for Teachers; and the
research done by Deutsch, Bloom, Segal, Piaget, Bereiter, and others.

The Laboratory program would provide preschool training without the

constraints imposed by the traditional approach. In both the traditional

3Frank H. Hooper and William H. Marshall, The Initial Phase of a
Preschool Curriculum Development Project, Final Report, Morgantown, West
Virginia, 1968, pp. Q-27, Q-29. )
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approach and the one proposed, thg objective is to facilitate development
in language, cognitieon, psychomotgr. and orienting and attending skills.
The unique difference cf the Appalachia Preschool Education Program is the
method of linking teacher and learner. It wwuld serve essentially the same
number of preschoolers with the sameunumber of personnel but would alter
the roles and responsibilities of persounel by delivering the program via
television, mobile facilities, and parapwofessionals.

A survey of the literature discilwsed that much attention had been
given to inner-city, disadvantaged preschpolders and to urban or suburban
middle—~class kindergarten pupilsq Eut very iittledwas known about the rural
child. 1In order to conduct 2 study‘of the characteristics of the rural
preschool child in Apéalachia, a sample of 160 children in Monongalia and
Upshur Counties of West Virginia was selected. O©One group was rural farm
and the other rural nonfarm as defined by the United States Census Bureau.
The findings of this éuréey érovided the following information: The family
in rural Appalachia is basicglly stable and intacﬁ. Ninety percent of the
homes had both the father and mother present. Negroes amounted to about
eight percent of the total popmlation, which is near the West Virginia average.
About 45 percent of the parents fell in the 1l1lth and 12th grades as the
highest grade completed. About 60 percent o&ned their own homes. The income
of approximately 68 percent of the families was below $4,000 per year. The
aspiration of the parent for the child in.school was higher than their own
accomplishment. Sixty-five percent want ;heir child to finish college, but
this is not attainable in West Virginia at the présent time. Currently less
than 30 percent are completing college. One paxrtion of the survey asked how
often the child was read to by others. If the child was a first child he
was read to by almost B5\percent.of the parents. The incidence of reading
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for the second child dropped to about 40 percent, and the third child was
read to in only 12 percent of the cases fegponding.

A second portion of the survey was an intellectual assessment. The
instruments used in this assessment were the Peabody Picture Vocabulary
Test, the Stanford-Binet Intelligence Test, Kagan's Matching From Familiar
Figures Cognitive Tasks, Kagan's Draw a Line Motor Inhibitién Tests, the
Illinois Test of Psycho-Linguistic Ability, the Frostig Develépmental Test
of Visual Perception, and for the five and one-half and six and one~half
year-old children only, a series of Piagetian Tasks. The summary statement
is as follows: "This initial assessment/éeveals a picture of cultural
diversity rather than uniform cognitive intellectual deficits. These defi-
cits tend to center upon verbal tasks or those.problem settings which
demand symbolic representation.®™

On the Peaboéy Picture Vocabulary Test, the IQ scores were below
the national average at every age level, particularly so for the females
in the sample. On the Stanford-Binet, the IQ of all age grou % was in the
normality range.r In every comparison the child was more Like to pass
performance type items than verbal items. On the Prostig, pe¢ ‘formance on
figure, ground and form comstancy was notably weak. - Dr. Frozciq considers
these tasks particularly relevant to reading réadiness. On the Illincis
Test of Psycho-Linguistic Ability there are nine theoretically distinct
subtests. In Fhe auditory v?cal sequential subtest, the auditory decoding,
and the wvisual decoding subtests, performance waé considered adequate. On
two association tasks there appeéréd to be intermediate difficulty. The
coding tasks, visual motor sequential tasks, and auditory vocal automatic
tasks revealed the greatest deficits and also showed increased decrement

with age. On the Piagetian tasks, performance was quite adequate for the
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age range which was five and one-half to six and one-half years. Males
were superior to femgles on all conservation tasks at both age levels.

Finally, a basis curriculum expressed in terms of behavioral ob-
jectives was written for the guidance of the people who would be imple~
menting the program. These objectives were divided into cognitive skills,
language skills, psychomotor skills, and orienting and attending skills.
It was understood that this list would be subject to revision, addition,
and deletion as the project continuea.

Concurrent with the above work, the staff of AEL was engaged in
finding the people, the place, and the facilities required to implement
the program.

The place sought for the field test was one which would a) be typical
of rural Appalachia, geographically, economically, and in population pat-
tern; b) have local school people intérested in seeing an innovative pre-

school program in their area; and c) be served by a local television

station willing to cooperate on the necessary broadcasts. Such an area was
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found in southern West Virginia in the counties of Raleigh, Fayette,
Summers, and Mercer.

A survey of five television facilities was made in the search for
suitable production capabilities. A contract was signed with WSAZ-TV of
Huntington, West Virginia, to use its Charleston studio. fhis contract
provided for office space,'studio space, videotape recording equipment,
and technical personnel to operate the equipment. Technical equipment and
personnel were available two houré per day on a set schedule.

A specially designed mobile classroom was ordered from a manufacturer
in early July, 1968. Due to procurement difficultieé, this unit did not

begin operation until early February, 1969.
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It had been decided that a high deéree of correlation between com-~
ponents would be required ﬁo make the program most effective, and the way
to achieve this correlation would be to have all curriculum planning and
materials designed and produced by one group of people. A five-member
Curriculum Materials Team was assembled to begin work on July 1, 1968..

The field test began in September, 1968.

The Curriculum Materials Team set up natural groupings of objec-
tives and from them constructed units of work and an allocation of the time
to be devoted to the unit. It then decided on a theme to use as a vehicle
for presenting and teaching those objectives. Each person on the Team had
his or her own responsibility to one element; however, the group worked
closely together to maintain correlation. For example, the person writing
the home visitation mate;ials knew what had occurred on the television
program for any given day. A poem used on television might be printed and
sent. to the home or to. the mobile classroom. The Curriculum Materials Team
produced all of the curriculum materials--tapes, children's worksheets,
parent guides, mobile classroom guides, etc.

At first the Curriculum Materials Team was guided by the information
provided about Appalachian preschoolers in the West Virginia University
research. This helped to determiné level of concepts to be presgnted, em—
phasis to be placed on various skills, and so on. However, a feedback loop
had been built into the design so that after only a very short period of
time it was possible to incorporate actual observations of children into
the planning process.

"around the Bend," the television element, was a 30-minute broadcast
which was on the air at 9:30 a.m. five days a week frém the end of

September until the middle of May. This period of time was selected to
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cornform to a school year, since it is anticipated that eventually jocal
school systems will be cdministering the program.

The con-camera teacher is not presented as a teacher, per se. In-
stead, she is a friend who invites the young children into her home where
she talks to them about things of interest to them.

Film shot on location allows teacher and children to explore othef
places together, such as an airport or a library. The broadcasts are not
"teachy," but are designed so that the child has fun as he explores new
ideas and new things.

This is not te say that preschool activities are overlooked. Some
of the concepts expiored include large and small, same and different, clas-
sification, seriation, numbers and numerals, and letters. There also are
rhythmic activities, body movement, sounds, textures, and weather.

Participation by the children is encouraged, both physical and mental,
and feedback from the lomes indicates that participatioh is enthusiastic on
the part of most of *hem. Questions are asked ang children respond. Activi-
ties are demonstrated and then the teacher and the children perform them
together.

The home visitors were recruited from the area in which ﬁhey wére to
work. The requirements specified that the applicants were to be 20 years of
age or older, hold a driver's license, have a car available to them, and be
a high school graduate or equivalent. The eight home visitors employed
ranged in age from 20 to 60, in education from General Educational bevelop-
ment Diploma to two years of college, and in previous work experiencebfrom
housewife to substitute teacher and Head Start aide.

The home visitors were given three weeks of intensive training before

beginning their duties. The first two weeks were provided by a consultant
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from the National College of Education who had had previous experience in
training Head Start aides and similar paraprofessionals. Time was spent
on child development, particularly for the relevant ages to this project
and to teaching technigues ané¢ materials for preschool children. The
third week was devoted to sensitivity training, particularly interview
technigues and accepéance of conditions as they are found. The sensitivity
training was provided by Psycho-Dynamics, Inc.

The first thing that paraprofessionals had to do was to recruit the
sample. 1In order to do this each was assigned a certain territory to sur-
vey for preschool chiildren. Thus, the initial contact with the home was
made by the paraprofessional and was maintained through her. Parents with
preschool children were asked if they would like to have their children
participate. Tess than five peércent declined. From those who were agree-
able, a sample was selected and the program got under way with the home
visitor making a weekly visit of approximately one-half hour each. Her
effort was directed toward helping the parent help the child. In order to
do so she pursued three activities.

The first related directly to the television broadcast. During her
weekly visit she explained the theme of the coming week's episodes and
told the mother of items which the child would need in order to participate.
These might be household items, such as buttons or acorns for counting, or
the home visitor might deliver an item not usually found at home, such as
finger paint, and remind the mother to spread out lots of newspapers. There
might also be a sheét'érep;red by the Curriculum Materials Team which pic-

tured the three bears which mother needed to cut out so the child could

have samples of large and small as the teacher talked about the concept.

O
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Secondly, tre home visitor provided a set of suggestions for games
or activities which complemented the TV episodes bﬁt were not dependent on
them. These were aimed at the same set of objectives but were intended for
use at any time during the week. These were also produced by the Curriculum
Materials Team. |

As a third facet to the job, the home visitor was an aault interested
in children. As such, she provided a strong motivation for the mother to
maintain her interest in the child and to follow through on activities. She
alsoc provided a broadened horizon for the child. In many instances she was
the only adult other than family members to visit the home during the week.

In addiﬁion, the home visitor was the prime source for feedback for
the team. Each day she watched the TV broadcast with a child in order to
make a direct observation. During the remainder of her visits, she talked
with the mother and child about their reactions to the program and reported
these to the Curriculum Materials Team. Each home visitor saw approximately
30 nothers per week.

Designing the mobile classroom was a four-stage process. A consultant
with experience in designing mobile facilities of many types, a professor
from Pennsylvania State University, was employed by AEL. He drew up the
basic design and specifications. 'His design was then submitted to a panel
of early childhood people wﬁo made several suggestions which were incor-
porated into a second version. The Curriculuﬁ Materials Team suggested
certain items to be included in order to implement program ideas which were
felt to be important. Finally, the chief designer for a firm engaged in
the manufacture of such;equipment drew a final design which incorporated
features reguired by sound engineering practices. Construction followed

this final design.

O
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The facility is an 8 feet x 22 feet box on a truck; overall length
is 28 feet. Inside it is fully carpeted, electrically heated, air con-
ditioned, contains its own water supply, and has a chemical toilet. all
the furniture is c¢hild sized--low tables, small chairs, low sink--in other
words, & custom designed unit for children. It is colorfully decorated so
that it is a pleasant place to be.

The mobile classroom was staffed by a professional prescliiool teacher
and an aide. They had at their disposal a complete audio wvisual unit, a
cooking area, chalk board and bulletin boarcd, cabinet space, bookshelves, a
sound-activated colored light display, and books, toys, and games galore.

Into this setting was introduced a group of 10 to 14 children for
one and one-half hours per week. There were individual activities, group
activities, a snack time, and each activity was aimed toward the same group
of objectives that the othex two elements of the program had for that week.
The Curriculum Materials Team prepared the list of objectives and some sug-
gested activities and the mobile classroom teacher working within this fram-
work drew upon her own professional skills to provide a group experience
which was educational, interesting, and fun for the children. ‘

Ten locations were visited each week by the mobile classroom. It
was driven by the teacher or her aide and was attached by them to a power
supply at a centrally located spot-—-a church lot; school yard, or community
center. The parents brought the children and picked them up later. Many
walked, some came in pickup trucks, and some in a Cadillac.

The summative evaluation of the AEL Early Childhood Education Program
was based on program effort, program performance, and program pervasiveness.
Program effort is defined as material and personnel reguirements, and program

performance includes achievement gain by the children and attitudes toward
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the program by hoth children and their parents. Program pervasiveness is
the extent to which a pPopulation is expected to use the Program or, other-
Wise stated, the program market. Therefore, the three basic questions to
be answered by summative evaluation of the ECE Program were 1) what is
required?, 2) Does it work?, and 3) Who will‘use it?

It was hypothesized that there would Be differences in the behaviors
of children receiving the home-oriented bPreschool program as compared to the
behaviors of children not receiving such a program. The cdmbination of the
three elements was expected to be more effective than the combination of
television and home Visits, and either combinatjon was expected to ke more
effective than television alone. Further, it was predicted that there would
be evidence that a home-oriented program would be an effective approach to
providing a preschool program to‘rural children.

To test these hypotheses, a research design of four treatments was

brepared. The treatments were:

Treatment I (T;) - Interventi- a daily television broadcast,

a weekly visit by a parapro: " 'd a weekly visit to a traveling
classroom.

Treatment II {(T2) - Intervention through a daily television broadcast

and a wWeekly visit by a bparaprofessional.
Treatment III (T3) - Ihtervention through a daily television broadcast.
Treatment IV (T4) - No intervention.

The variébles of age and sex were controlled so that there would be
nearly equal numbers of boys and girls and nearly equal numbers of three-,
four-, and five-year-old children during each year of the three-year field
study. Ages were computed as of the birthday Preceding November 1 of each
vear. There were approximately 150 children. in T;+ Ty, and T3 each year
of the field study. The size of T4 ranged from 26 during 1969-70 to 120

during the final field test year.
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Program performante was defined theoretically as learning which
occurred in the target population--three~, four-, and five-year-old chil-
dren--as a result of tﬁe AEL Early Childhood Education Program. ILearning
was classified according to language, cognition, psychomotor, social skills,
and affective categories.

Language was defined operationally as responsSes to the Illinois Test

of Psycholinguistic Abilities (ITPA). Cognition was defined cperationally

as responses to the Peabody Picture Vocabulary Test (PPVT), and responses

to the Appalachian Preschool Test of Cognitive Skills, a criterion referenced

picture test similar in format to the PPVT and ITPA. Psychomotor development

was indicated by scores on the Marianne Frostig Test of Perceptual Develop-

ment, and the social skills achievement by children was measured by a
specially designed interaction analysis teqhnique. Interest was defined
operationally as responses to attitude checklists developed by AEL staff
&nd responses reflected in anecdotal records systematically collected during
the yea:,.

The first year of "he field study was September, 1968, to June, 1969,
and an evaluation repox. w~as prepared based on data collected during that
year.4 The children who received pre- and Post-tests included a rather small
sample of 34 in T1'_29 and Ty, 32 in T3, and 26 in Ty4. ‘he results from the
first year indicated gains for the mobile claserOm/televisioq/home visitor
group (Tj) and the television/home visitor group (T2) on areas of the ITPA
most relat=d to program objectives.Such as verbal fluency and the ability to
make coherent descriptive statements about physical objects. Also, the Ty
group exhibited gains on certain subtests of the Frostig which indicated

increased figure-ground and embedded figure discrimination, both oF whi=h

4Evaluation Report: Early Childhood Education Program, 1968-1969 Tield
Test, Cz=zrleston: Appalachia Educational Laboratory, 1970.
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skills are thought to be nighly related to reading readiness. However, no
consistent pattern of gain for T, and/or T, was observed as a result of
the first year's Ffield test.

Much of the second year's summative evaluation (1969-70) was based
on post test scores of 40 children in Ty, 31 in T,, 44 in T3, and 45 in Tq.
The sample included approximately the same numbe?'of children in each sex
and of ages three and four as of October, 1969. One of the analyses com-
Pleted on the test data was a 4 X 2 x 2 analysis of variénce (four treatments,
two sexes, and two age groups) . The means and significance levels of differences
among the means for the different subtests of the ITPA, APT, PPVT, and Frostig
are presented in Table 1 for each of the treatment groups.

The pattern of differences among the treatment group means for the ITPA
indicates a definite trend toward increased language development for children
in the treatment groups which received the ECE intervention. The significant
treatment effect for the measure of transformational grammar (Subtest 7) was
considered particularly important since disadvantaged children of the Appalachian
region have been previously shown to have large deficits in this area of lan-
guage ability.

The differences in scores on the criterion referrnced test of coguuLlive
objectives (APT) favored the two groups which had received the mobile class-

room and/or home visitors overthe group which received only the teleivison

bProgram. The two freatment groups which received visits from the paraprofes-—
sional (T; and T3;) also scored significantly higher on the PPVT, which was
essentially a measure o: vocabulary level.

In the psychomotor area which was measured by the\ifostig,.:he‘trea;—

mer~ groups with the ECE intervention were definite! superior to <he

5Evaluation Report: Early childhood Education Program, 1969-3970 Field
Test, Charleston: Appalachia Educational Laboratory, February, 1971.
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TABLE I

Mean Scores of Each Treatment Group oI
Subtest of the ECE Testing Battexry a
Significance of Differences

Instrument Description Treatmer:
Tl~ T2
Language
ITPA 1 F/scabulary and hearing levell 21 .5 ie.5
2 Ability to match from a
sample 14.3 12.6
32 Vocabulary auditory
association le. 6 15.5
g Association and stimuli
goal 15.8 i15.1
5 Ability to describe 1
objects verbally 9.7 9.4
(5 Vocabulary and ability to
communicate gestures 23.0 17.5
7 Ability to make grammatical
transformations 11.3 12.2
8 Figure ground discrimina-—
tion 12.9 11.9
9 Auditory recall 1i8.5 i8.8
10 Visual recall 8.9 11.7
ITPA ‘TOTAL 151L.2]144.9 §1
Cognition
APT 2 Test of cognitive
objectives 29.8 3I0.7
PPVT Raw Score Peabody Picture
Vocabulary Test 416 .4 445 .0
PPVT IQ Io 98.2#1 98.1
Psychomotorxr 4
Frostig 1 Hand—eye coordination in
line drawing 11.9 13.6
2 Figure ground discrimina-—
tion . 8.5 9.2
3 Recogniition of geometric
shapes 3.8 5.6
4 Discrimination of figural
rotation 3.7 3.9 H
= Analysis and reproduction
of simple patterns 2.1 2.0
FROSTIG TOTAL 26 .9 31.0 t -
4

——

= Television program
No intervention

2fjinitions:s

Television program-/7Home Visitor/Mobile Classroom
= Telewvision program/Home WVisitor

ITPA is Illzznois Test of Psvcholinguistic aAbi

Preschool Teaest

(a Laboratory developed criter

PPVT is the Peabody Picture vVocabulary Test (
is the Marianne Frostig Test of Perceptual De
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nonintervention group in eye motor coordination and visual perception.
Significant differences in favor of the program groups were found in four
of the five measures of pe;ceptual ability. These differences were
attributed to the emphasis on artistic and graphic actiwvities which occurred
throughout the ECE program.

It was hypothesized that exposure to the mobile classroom would result
in the development of social skills important to learning. A sample of 54
children from T and 51 children from T, were videotaped as they placed model
furniture in a model house in groups of three or Ffour. There were approxi-
mately equal numbers of each sex and bf three-, four-, and five-year-old
children. Their behavior was coded according to predetermined categories
and then analyzed throggh interaction analysis techniques. The children who
participated in the mobile classroom gave indication of having developed more
constructive social skills than children who had received only the home
visitor and the television program. The age group which benefited most from
the mobile classroom experience was the three-year-olds, and many social
skills which would normally show in four or five-year-old children were
already developed among the three—year—olds.who l.ad the mobile classroom
experience. The children who did not receive the mobile classroom inter-
vention were observed to be more withdrawn and tended to leave the task more
often than children who had receivéd the intervention.

Interest inventories completeé& each week by the home visitors indi-
cated that the television programs produced during the second-year (1969-
1976) were more effective in eliciting responses from children, main-zining
a positive attitude améng the children, and generating enthusiasm foom
children than were programs produced during the first field test yez . This

measure of attitude toward the ECE program indicated that both parencs »and
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children have favorable attitudes, but the attitudes of both tended to be
less posi:ive in late October, early January, and late February.

A survey of the audience appeal of three children's instructional
television programs was completed through West Virginia University so as to
control for bias due to association with AEI,. On a measure of general
appeal by T, T,, and T3, the number of first place ratings for Captain
Kangaroo was 39 percent, for Bpmper Room 12 percent, and for AEL;s black-

and-white Around the Bend 51 percent. Practically all (89 percent) of the

T; group parents reported that they watched the ECE television programs
regularly with their children.

According to field study results, eight professionals and three support
staff would be required for production of curriculum materials including
television lessons regardless of the number of children to be served. In
addition, one certified teacher and one aide would be required for each 150
children, and one paraprofessional home visitor for each 37.5 children is
required.

Based on ECE 1969-70 field test costs. the program can be delivered to
25,000 children for an operational cost of $250.33 per child. &an addition.l
capital outlay cost of $21.98 per child (if amortized over five years) would
be required. |

These costs are approximately on=-half of the cost of a standard
kindergarten program in tSe state of West Virginia acoording to statistics
provided by the WWest Virgimia Departmemt of Education. The per pupil cost
of operation for a kinderg&rten program was $496 during 1969-70, and the
capital outlay costs were ©ound ©o be"mofe than 7.5 times greater than that
for the ECE program.

The ECE ewvaluation Las imdicated +hat children who ex:erienced the

program have increased language developm=nt and cognitiwe lezrning, greater
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psychomotor and social skills development, and that the parents have «
favorable attitude toward the ECE intervention. The cost of the program
was found to be approximately one-half that for the standard kindexgarten
program.

The Appalachia Educational Laboratory Early Childhood Education
Program was developed for the rural child. It can, however, be used in
many areas of the United States where children are not presently being
reached by existing preschool programs. Multi-ethnic groups have been
identified as possible recipients, as have isolated American Indians, bi-
lingual children, Chicanos, migrants, rural southern blacks, and mountain
children. All of these might be characterized as children who seldom are
encouraged to develop a healthy self-concept and pride in their éultural

heritage.

IC
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STYLE AND DIALECT SELECTION
IN HINDI-BHOJPURI LEARNING
CHILDREN

Jane M, Christian

University of Alabama, Birmingham

In researching child language and especially child
bilingualism some of the problems met with in linguistic
study of adults are both redoubled, and made more obvious
and inescapable. We are forced for one thing away from
the comfortable notion of language as state and to a view
of language as process in the developing child, We thus
may incline towerds the explauatoxy power of mentalistic
models in current psycholinguistics, towardscriteria of
testability and psychological reality, and towards more
emphasis on semantic analysis. Another problem of study-
ing such bilingualism is that of terms definition. Are
we justified in simply transferring concepts inhering in
and surrounding terms such as dialect or style from the
adult Western or European framework a) to children or
b) to a very different social andl 1inguistic complex as
India presents? Should we perhaps re-define the semantic
distinctive features for these texrms to increase their
discriminatory and explanatory powers in accordance with
what we find in the field? And can we safely ignore the
importance of paralinguistic, kinesic and other contextual
features in the study of child language acquisition, par-
ticularly bilingual? These questions are here illustrated
in the context of dialect-style learning by children cf
Banaras in WNorth India,

7O



Necessarily, in order to work at all on discovery procedures
in child language acquisition and in bilingualism, and to integrate
our findings into a more comprehensive field of enquiry, we utilize
and adapt systematic assumptions from the general discipline of
linguistic research with =dults and monolinguals and the resultant
theory, both structural and generative. This being a much larger,
better-worked and established field than the subdisciplines concen-
trating on language learning or bilingual processes, it is only
reasonable that we should expect to bring to bear its current
concepts and methods when working with bilinguals and with children,
to ask questions related to current general questions of theoxry
and method, and then to relate these matters to the field at large.
However, this has its drawbacks as well as its advantages. Some
methods and terminology, by the very fact of this extension of
the field of research, may well need to be reconsidered and their
mearings réshaped and broadened to fit the larger context., Basic
oris *mtion may also require adaptation to different language and
culiure systems, as their defining features and the domains bhased
on these may segment and structure 'reality' in ways unexpected by
the researcher. This again may serve to indicatz= needs to broaden
theory; and this is, after all, the history and process of any
growing discipline, However, though we are coming to expect this
broad kind of asmptability in bilinguals and in young children, we
as system-oriemter scholars may sometimes be less ready or able to
adapt our own Thought and research behavior sufficiently to other
systems,

In the cas= =f children and bilinguals, and more especially
in the combined case of bilingualism in young children, we are
probably witnessding an extreme of adaptability. If an understanding
of the range amd parameters of possible communic=tion strategies
and behaviors #= central to the study of linguistics, then the
description and creation of explanatory models far bilingualism in
young children is important indeed for the development of linguistic
theory. Here w= may observe linguistic manipulation and creativity
concentrated, and hers models of competence may well be made and

tested. In fac=, any powerful and general model of linguistic

\\
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competence must be able to take intc account the varieties of
bilingualism and developing language use in children, and of
these combined, as perhaps a sort of ultimate test. Bending ourx
energies towards fuller understanding of these phenomena may be
difficult indeed, a task with so many dimensions as to be a trap
for the unwary, but one with the ultimate possibllity of high
rewards, ' )

In the present case of style-dialect selectian, by Hindi-Bhc¢jpuri
speaking children in and near the ancient holy city of Banaras in
North India, there are complexities which beggar the terminology
which this writer had previously learned to use with regard to
dialects, styles and related phenomena, and their analysisy-as well
as the whole question of what we may define as biiingualism in the

adult scheme and especially in the schemes of child learners.
To reap some degree of Qnderstanding out of much intial confusion
required two things: considerable time spent thoroughly immersed
in the situation, with close attention to what adults and children
actually wera saying and doing in a wide variety of contexts; and

lnadqugégonceptions. The object

a casting aside of numeruus/
specifically, then, was Dto define the operative distinctive features
for adults and for children in styles or dialects, and in the con-
texts for which thase were selected, 2) to note what and where were
the markers of communicative behavior, and where their parameters,
and, most difficult, 3) to come to decisians as to their basic
meanings or psychological reality} and 4) to group and categorize
these behaviors at a higher level of broad cultural meanings and
social functions,

' The need to view developing child language as process rather
than state seems clear enough. In North India this view of language

is further underlined by the factor of rapid linguistic change,

1The question always remains open and theoretically unprovable as

to whether psychological reality has really been captured, and is
further vexed by the question of whose reality and when, and how

many psychological realities may coexist in a social group sharing

a culture and language, and how much these need ta and do overlap.

One can be surer by observing and checking carefully with informants
what solutions do pot represent psychological reality, or the semantic
set, and at least markedly narrow the possibilities.
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change which for centuries has added in complex ways to-—at any

time— an already complex situation. Speech differences traditionally

tend to demarcate the enormous variety of crosscut.social -and religious

groupings, and emphasize other distinctions made among them. There

is ritual power and bargaining power in lahguage choices. On the one

hand language is conceived as having a divine nature and power, some

types having more mana than others; on the othex hand individuals

and groups define and can raise their social status in specific

ways by making stylistic changes in their communicative behavior,

provided, of course; this is done by small increments and discreetly.
Kali C. Bahl of the University of Chicago makes some pertinent

comments along these sociolinguistic lines in a review of M. Jordan-

Horstmann's Sadani: A Bhojpuri Dialect Spoken_in Chotanagar (1969)
in American Anthropologist 73:4:909-10 (August, 1971). It is noted

by Bahl that the author fails to mention anywhere that "wholesale
language-switching has been going on in this araazfor gquite some
time....Several S5adani speaking communities are in the process of
switching over to modern Hindi." Further, "language-switching...
from Sadani to modern Hindi ...serves to signify sociocultural
progress in this area where a particular language or dialect iden-~
tifies the social status of an individual or a group in relation to
other individuals or groups." The important comment is made that,
"The problems of correlation between language and dialect grouping
along the lines of social stratification can.be fruitfully studied
in North India." The additional comment might be made that defini-
tion. of languages and dialects in North India is presently, and
understandably, in a somewhat chaotic state.

In this land of OVerwhelming linguistic diversity and fourteen::
official state languages, an enormous amount of writing and verbal
exposition continues to deal with the subject Hind%, but it must
be said that few issues have been settied. Throughout, there is
little agrermment about haw many speakers of Hindi there are, who
actually spzaks 'true' Hindi, how well and to whom, how much and
what sorts of bilingualism and multilingualism exist, what dialects .

are dominant in what ways, just what the Hindi or Hindustani

2the Ranchi District of Eihax
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language consists of, and whether or not scores of dialects and
sub-dialects are part of the Hindi language. Out of this of course
rises the questiaon as to just what is a dialect and how it is to
be operationally defined. It would appear that to some extent each
has been empirically and separately defined on the basis of varying
criteria by people with varying qualifications to evaluate them,
Especially has controversy continued as to the relative statius of
Hindi and Urdu, for political, communal, religious and regional
reasons more than narrowly linguistic ones.

Extreme separatists in Banaras and elsewhere argue Hindi and
Urdu ar= two distinct languages, and point for coﬁclusive proof
to their different scripts—devnagri for Hindi stemming very closely
from Sanskrit, and Persian for Urdu. Ordinary Muslims of course
speak Urdu in Banaras; their Hindu neighbors speak Hindi or Bhojpuri,
they say; aside from & few differences in formal greetings and
prayer formulae, a linguist would be hard put indeed to detect
any difference at all when they converse with each other or among
themselves, in terms of phonoclogy and grammar., It is true that
there are some small differences in kinesic and paralinguistic fea-
tures, and differences in dress, etc., some of which can be conscious-
ly exaggerated or peinted out if need be. There is of course some
larger difference in lifestyle: in other words the differences
gre primarily social rather than strictly verbal, but it is not
always easy to see where language fades into other aspects of
culture through the communicative devices of such items as gesture
and dress.

But it is interesting and informative to compare the Hindi-Urdu
stylistic differences given in a standard text with actual usage
in everyday speech in this holy city of the Hindus.,. By far the
greatest number of stylistic lexical alternates listed in the text
as Urdu were thnse in ordinary use among both Muslims and Hindus,
My informants, both Hindu adults and children over eight who were
able to select and identify dialects or styles by name, contended
these were by no means Urdu, but ordinary Hindié[ t should be noted
that estefan, motar, pensil, pen, rdl, k3pi {copyboak), sadkil, rediyd,
leyt and %gxm, c;nnected with the new mechanization and literacy i;

North India, were regarded and inflected as Hindi tooi]
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Many of the words listed as Hindi varjants were rejected as either
not known or considered bookish., Someé were commonly contrasted with
a lexeme from the Urdu list, but the difference given was that of
respect-religious form versus ordjinary, A few typicél examples of

the latter are:

grih god house ghar ordinary house
pustak religious book kitsb " "book

yatra pilgrimage safal trip

duddh pure ritually saf clean

sZh3yt3 divine aid madad ordinary help

sthdn sacred place Jaqah place

(e.ge tirth-ka sthan)

snan ritually purifying n2hBn bath

bath (e.g., ganga snan)

This question of what is HinNdi or Urdu is matched and overlapped
by the question of what is Hindi or Bhojpuri, according either to
adults or children. Bhojpuri is what is spoken at home, say all
infermants old enough to be awar® of named sorts of speech. Then
they add Bhojpuri is the medium Of ordinary b3zBr contacts, contacts
with consanguineal kin, with cloSe friends, with women and children.
Une also prays and sings for the gods in Bhojpuri, alone at one's
p0j3d or in company at a bhajan o* drtht. DBhojpuri can also be partly
grammatically defined by childref of eleven in that they can deli-
berately speak in Bhojpuri and cOntrast this with Hindi speech, and
can give paradigmatic structure Of Bhgjpuri verbal inflections, etc.

Hindi is said to be that which is spoken at school, in formal
business contacts or government O¢fices, in formal cerémonies either
public or private, in some contafts with affinal kin; and Hindi is
what is written. One uses Hindi if possible to indicate respect given
to another, and one raisee the regypect to be accorded to himself by
his proficiency in spoke: .. sritten Hindi. Religious books are
written in Suddh Hindi, a de.ign2tian given a mor¢ formal, Sanskrit-
ized, and ritually'pure form of the language; religious discourseé,
dramas, and some ceremonies are Cgnducted in Suddh Hindi. Virtually
every child over eight is aware fF this style, and an increasing
number of boys over this age becPwe maore or less proficient in its

o production as well as comprehensign.
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Nearly every pandit, pUjari(priest), or yyas (learned commentator
on variaus scriptures), knows fuddh Hindi well and can expound sonor-
ously and dramatically, quoting at times from Sanskrit, for hours.

He is unlikely to use $uddh Hindi in his ordinary speech. Very

many serious minded men, whether of dviya or twice born yarna or
not, know considerable $uddh Hindi. ’

This dimension or continuum with regard to respect or #dez in
speech is commonly labeled in terms of high, ordinary, and low. or
nir838dar, though finer distinctions can be made if it is considered
necessary in special situations, This is a measure of distinctions
both linguistic and social, which transcends and complicates very
much of what we are accustamed to think of in terms of dialect or
style throughout India. Here these categories are inadequate to
describe or explain the interrelationships: in a country where some
languages may be ritually high and others low, where paradoxically
thetha can mean both pure and unmixed, and the unwritten language
;f éommon people., Hardly any aspect of Indian thought or life re-
mains untouched by this contimuum of the ritually pure and worthy
of respect, to the ritually defiled and unworthy-— persons, groups,
objects, ideas and even languages or dialects not remaining con-
stant but ratherAsliding along the scale according to a multipli-
city of factors, and a complex etiquetts,

And all this points to the problem of how speech behavior is
conceived and defined by the speakers. Factors such as attitudes,
vested interests, and cognitive assumptions as to the naturs of
ritual, social and linguistic context clearly can effect how utter-
ances are produced, received, interpreted and understood. On the
basis of these factors plus kinesic and paralinguistic markers we
can thus sometimes distinguish a 'dialect' in India. Linguistic
distance is generally measured according to social and ritual dis-
tance. Ffor example,‘a child of eight or more, or an adult, would
quic #1x 1 p: "*ively state what dialect or style another person
w 5 t.i:g or would use, even on the basis of photographs or the
mention of certain categories of persons, where both verbal and
paralinguistic~kinesic features were largely ruled out. It was a
matter of who ought to be speaking what to whom, a matter of esta-
blished expectations. An informant's more considered decision would

be '‘based not necessarily on listening but on further knowledge of
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such factors as age, sex, dress, residence, jati, education,
occupation, plus the speaker's relationship to the person spaken

to, his current ritual status, and wher= the speech act tenk place:

home, neighborhood, b&z3r, mandir (temple), achool, officze etc.
Even where listening was clearly possible, as iﬁ overhezz2i'g street
conversations, listening for grammatical consiructions == _zgxical
items proved secondary to the social-zifiual consZdsraw.zz=ns, for
which largely visual evidence or non-ve-thal imfozmatio— s:imulated

cognitive classification,

This is not to say that either ¢ ill@zen c- adults wers - "able
readily to specify styles through I3st.ming alone, They c.  ified
easily on the basis of hearing tape<d ssampnles cf spesch =~ dividuals
unknown to them, though here 1 coulc find no way to separsi’:i- cues

derived from the semantic content of ths taped smsech o purely
dialectical or stylistic differences. =Z=fore th= am= =7 —-Iee years
children could easily recognize thedir c.n taped speec~ =md that of
family members, could recognize speecis directed to babdiss b its
style, and usually cculd pick out t=e sSuddh Hindi styizsovisseling
the speaker bZbiUiji, a cover term fcx any sort of holy mar, zften
used by children as well as adults. Between three and -¥ivs ~hey
became proficient in picking out Bhojpuri neighborhomd-bEz&== type
conversations, in which they were alreiady participatimp d=i'ly, and
could differentiate by respect style markers speech of wilaren

and adults to individuals of higher s&atus, outside or -iithin the
family. Also they could recognize the =implified styZ= cf an adult
speaking to a young child in simple =mort sentences wiith # restricted
set of lexical items and lack of resgect forms. Generally they were
Ffamiliar too with curt or even abusiwe language style, reawmgnizing
it as low, bad. g3lI or burZ-bBli. They identified stand=rc Hindi

with the radio broadcasts generally, =s most of these Bhojpuri

learning children had little or no conzact wi=h standard ~& di
speakers before going to school, Scho=l att®nding childeoe= of six

or so identified standard Hindi with school =31 textboole=, Hough
their teachers admitted x .ther snwillingly tv2% most instrun cic,

for the first two years was in Bnojpuxi diale- :, the tea-)» 5 zpeaking
Bhajpuri among themselves and at home as well. Some calies ~:-= speech

of the children khariboll or uncultiwswsd spe-ch, litsrzl.. bitter.
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By eight years scnool attending children were z=z.=loping some opro-
ficiency within this restricted environment in standard Hindi,
though they exhibited a wide range of interzsit and ability in this,

Only a little Suddh Hindi learning takes piace im the schools, and

boys from this age generally learn more or less -2rmally within the
context of religious instruction from an elder t .miily or outside
preceptor, cr, Tai.ing this, may pick up some ir -nrmally by atten-
dance =t religious festivalsor ather functians + ev= it may be
hzard and seen, kithin one neighborhood of artism=srs of several
F8ti-s, boys from about ten to twelve varied w.oo=ly “gom litt’=s or

mo ability to produce $uddh Hindi to proficiemcw &  no arly aaalt

level, The va—iable most closely associated witlk ~hiis seemed <o

be rsligious and ritual interests of a traditimna™ sorcz, and =n
int=rest in myth and narrative in general, in oth:r wirds @ ssmantic
context. In many families it is considered impzope: fFaor a gizi to
speak anything bu% Bhojpuri or to attend schomwl, = l=ast begon<
the age of nine or ten. Standaxd Hindi4and duddih "Him: . are cons-. -
dered the pravince of males, especially elders., bwt - nis does nz-=
prevent girls from being able to recognize, id=mtify =and und=xstmnd
these styles, and to respond to them appropriately. within Bhojpu=i
it is possible for them to produce all of the maim patterns along
the respect continuum, and they learn much as tha Mtmys do from
religious functions., At the same age as boys, miris develop -the
characteristic narrative style of Hindi? beginnimg with simple con-
joined sentences with narrative intonation patterne at five years,
and increasing the length and imbeddedness of th= s=2ntences and
overall length and semantic complexity and cohesiveness of narrative
to early adolescénce, when they have mastered pzodustion of the
adult style. A difference between speech styles of boys and gZrls
is discernable by the age of seven or eight; smch r~ecaognizes tiz=at
of the other and will not use it. Here again the dZf-¥=rences ar=
largely paralinguistic and kinesic, with a general Teature we r.:.y

call emphasis predominating more :n the boys's style, with more _ar.i-

4Within the last thirty years more girls o . ducated “amilies =-2 45

the stands-s language of Ziteracy.

“This is virtually the same for Bhojpuri as a style, allowimg fzr the
grammatical and l=xical differences.
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ability in intonation patterns, and a wider scope for the = .me
gererzl postures, gestures, etc., plus a greater overall amcunt

of talking allowable. Boys may with impunity use some forms like
slang and nicknames which most families will not allow the-~ ¢ «ls

o use., Mast families, again,are guite particular that their ' .Idren
Zn gemerel conform to the standards of goaod, clean Bhojpu=i - . -ot
uvs== amusive language, When asked what they most liked to h= =,
cnildz==n varied considerably in their answers; in answer <o «hat

twey disiiked most to hear, most replied abusive Jéanguaga,,n Feome Tew

7

families, it must be said, diverge from this norm,
Tm==x= is an important difference, currently receivingy ccnsider—
able =ttention,between linguistic competence and performamce., ~~1s
wnderli== much of relevance in bilingualism and language ==qui:=izion,
ot coizrs=, and as a concept pnssesses the virtue of testability with
bEoth xilinguals and children, Children's recognition, uncer:i=id=-
img, =nd classification of dialect-stylistic differences, == weell

as their :appropriate responses to them within this Hindi-Bb:_j;juri
system can,it is clear, be mapped out in process of developmz=#,
Working cut the best model to explain the children's changzmryg
distinctive feature systems and analytic strategies is mor= difficult,
but cam be approached through study of their behavioral and linguis-

tic pexfarmance, both spontaneous and tested in various ways.

6Semaw%ic emphasis is signalled by several different means in Hindi
and Brojpuri, often conjointly used. Thesg include:

a) vomel lengthening beyond the phonemic %~V contrast,

b) use of the emphatic particle~i/ or /ht/ which is employed in many
ways =nd places, such as negative /naf 4 /hi/=$ /nahl/ emphati= nega-
tive,

c) radupllcatlon of lexemes, phrases, clauses or whole sentsnces,

d) use of a rhymed doublet of the woxrd requiring emphasis,

e) increasing the voice volume,

f) exaggerating the intonation patterns, and employing othex p=ra-
linguistic devices, and

g) exaggerating kinesic features such as posture, expressiam, =nd
gestiur-e. Cnildren firmly possess all these features by age <three.
Commumicatlon of emphasis is closely related to that of resmect
levels: al.l its forms enter to some degree in both plus and minus
respect communication, the greater use being correlated with greater
divergence from neutral or ordinary respect, ,Further, the part$clp
/jZ/=xpr=ssly denotes_respect, as in ganga-ji, bHU—J& (father), ha-J”
(yes sir), and J;-nahz (no sir); and plurallzatlon is uded tc some
ext=nt in Hindi and more often than not in Bhojpuri to indic=te

R&C respect rather than literal pluralitye.
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It is gemexrzlly agreed among Bhojpuri speskw=s tkat Bhojzuri
se2ms most mnatwzrall amc comfortabis, some prts c® :rhe tradi%tioprnal
fuddh Hindi ne-% sc, the standiard Hindi of neceszzzy wuse third,
and last of a1l ths more form:=_ Himeci of upper camsies. It is useful
perhaps toc no~e that this is ¢ e same order in «"vich these ars ac-
gquired by Thoipuri speaking ©ildren. Children a 's:r absorb early
a basic set of ZImportant kmowledge of their culvurs and how tc
bethave in it; 4inm fact, it is imstructive for a cesmarrchexr ssekzmg
important pat=srms toc obsexve what it is that .vsowso children :zre
learning, whaz: the=y may be im=<ating amd mastexin=z, and wh=t w=ys
they express creativity within th=ir language mnd c:lture. In
studying childrem themselves z:t is =lso often wsePul to pinpoint
'mistakes' as deTined by their elz=xrs® system, irn that this cz:r be
guide to developing cognitive mpatferns and strategi=s of though-,
or competence within the largex swstem.

Bypassing the earliest stages of vocal producztion in cooinms
and babbling, and even that of glsmhal, one 'word! utterances, ws=
note that the Bhojpuri learning cmild at appzoximat=ly eightesn
months develops‘pivotal utterances of two companerzt Words', has
already mastered mast intonation patterns of Bhojpu-i, and has a
rudimemtary stock of gestures indicating negation, =Ffirmation,
and respect to gods and scome elders, among othex thimwgs. He also
has some of tne emphasis markers in his repertocire, has a stock
of verb root imperatives, and generally an impressive list of
kinship terms. He has lemrned some of the impoa—taat features of
family and temple puja. From one to bout three we may say =
speaks as he is spoken to in the family generelly, in a styl= -devoic
of formality or respect markers, except that f= is =axly taugh=—

to say namaste as well as perform the gesture, and will deTiniz=ly

add the/-ji/ honarific perticie appropriately to his speecm, = in
the early mormimg greeting oftemn =xtended to me by one two-yea--z1d,
namateg,behensi (greeting 4 =mphasis, sister ¢ respect). Alsc -e

may early indulge in a bit of abuse= as rodanldl st 2,6, thisat.—rir -
~ias mother's sister's small daughter: mars, bal . oeating, hrzithe . 7.
apparently recognizing that behen =—3nnot be usec i~ such a conte: =

but Bh&81, brother, can he used in a slang as well as g-dinary caormtext.

T Also abuse language is compulsor; under certaim circumstmnoes: for
example, at marriages old women must come to sinmg insulting sorgs.
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Bz Tore three children wil’ be well in command of a stock of minor

exz_=tZves, such == hath, (h)e, are, and others, used spprapriat=ly,

f=r axample, to wzrx off & dog or even another child. They by thrse
h=ve the particl:./~yvdla/,which may be roughly translatezl deoer, and
iz neuv<ral refezrZnc to things or persons of artisan gc—upations,

st dZ=respectful for anycne elss; and they use it appzagpristely.

i

N

dd

meral they will hzve the system whereby a child or aduli

=s:ges non-kin persans respectfully by kinship texrms referring

* ﬁl ‘h!

Zasrs of the sypropriate generation and sex, oftem with the/—jii/

o
g
h

pe—<tiizle added. By *“hrz2e and ea:lier they know to address kin whe

are alder by kinshit terms only, since it is disrespectful to call

el

myrms elder by his name. Somewn=at later they learn the wusze of kin
texms is elastic also in thet —n= can uss a term belongimg to the
next higher generasiimn from imi= person addressediin order to convey
stil. more respect -n some cases; for example, d3da, literally
father’s father, for father's =lder brother; or gcaca, literally
fzther®s younger brother, for one's own elder brother.

In Hindi and Bfmjpuri resp=ct mpatterns are naot equiwvalent to
palitazness farmula=: there is n= 'please® as such, mor are words
for tivanks used urmmeEr any but very exceptional circumstamcess;
gxpressions such =s ‘excuse me' =re rarely used, Lhildrem usually
do not learn these at an =arly =@ge. They deo learn to supply all
relswant inflestiomal markers as & sign of respectful speech by
the age of four, #=mr that long, :»mwolved sentences r=ther than.
abbreviated grre :2re a sign of r=spect, A few child=en by three,
:out mmarly =1 by four apmroprias=ly use polite /-iye/ w=rbal re-
suest forms, such asvbai?hiys (nplease sit), caliye (let's ga), amd

‘xhalym (plﬁaﬁi'ﬁﬁt); and use mzt, the negative before poiite request

Tmomes .

Fut even thowgh isolsted =nd increasing incidents o utterances
apm—oocriate to a de=finite styler occur in the speech of childrer as
young =s two and tnree, we havs Liuttle reasen to : 'pocse that they
have =& yet any abstract =once ~ nf two separate stylistic systems,
It would be more faithful to -tk data and to childrem's rcapacities
tc judge novel contexts to supp=se they have internalired bits and
mileces as yet towm scanty to form any coherent broad p=ttern on an

a~' .1t style. Furthermore they combine elements of different styles

S
[{U: >+ the same utterance often up zo the age of about eight, and often
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~nte-est=ngly reduce the respect forms in sentences they chocose
sponsaneously to imitate from older children or adults. for example,
5it3, 6,2 returned to me rather unwillingly my pen, with the /-3/
particls rels ted to the sacred syllable gm and thereby respectful,
tut sigrifying half consemt: kalamd le 13, behenii; then later fol-
iowes with r0l18 1& 1=te b=.(The ruler, all right, is being brnought.),
whicn her four year old crother echoed without the /-B/ as rul le
1l3ts na. Or Hanum3n, 6,3 included the standard Hindikthatymarker
after his numbers, while mis four year old brother imm;diately
atierwards failed to do so; Hanumans hamar p3c thah foto ho.(I have
five oh=tos,), and BhEzavandds: nahil, gk kar iﬁ: (No, one bring,)
BEindesveri at fiwe was well in command of such respectful utterances

as, celive, behenji-ko dikhaie. and dekhaiye.(please look.), hut

sometimes dispensed with them, as whem it began to rain and her
mother respectfully sadid, andar ap-iog baithiye. (You people please
be se=ted inside.), Bindesvari hurriedly i;sisted,-gbgg—mé calB.
.come in the house!}

3y about six it appears a rudimentary sort of systematizatien
of styles is taking place, perhaps catalyzed by school énd other
2xperiences outside the home, but still children of this age can
-~arely sustainm production in the less familiar dialect or style
far over a very Tew uttersnces at & time. Here their recngnition
grz=tly outstrips theeir ability to reproduce. ©Some children of
t-ie age can imitate te=mchers and even holy men in production of
s tandard ¥indi and of Sudidh Hindi, but gemerally exhibit shyness
over dnimg so in the pwesence of adults—a different situation from
+heir boXkd imitation =F street vendors at three., By six they could
produce & haughty style of formality for semantic effect, as

Hanuman's ah apne-ko bahut calakh ha, (To the conceited one himself

he is very clever,) They comtinue with their peers to indulge in

abusive smeech at times, as Pammalal, 4,8 to GIta, 4: aur mattl

khavezne, nak capatara. (And you will eat dirt, flattened nose,)

Systematic instruction, of course, could produce a clear de-
martation of styles or, even more clearly, languages by this age.
A< six, the son of the maharaja of Banaras could publicly recite
from a wvast store of memorized Sanskrit $loka-s, and knew $uddh

Hindi. At ten, an apprentice to his dada, a pujari, could recite
pp .

Sanskrit and use Suddh Hindi easily, while the eleven year old son
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of a clerk and p=rticularly pious man folloved his father in con-
ducting his own caily home puja in Sanskrit and fudgh Himdi, separ-
ating these clearxly from the Bhojpuri he spoke at home ordinarily,
and the standard Hindi he spoke at school. Ancther not unusual
eleven year old boy could easily recite myths with almaost a full
command of &uddh Hindi style in all features, keep his school Hindi
separate fTraom this for the most part, and keep his home Bhojpuri.
entirely separate.

It would app=ar that,by ten or eleven certainly, these children

exposed to different styles in different contexts have almost entirely

separated them according to different sets of distinctive features
imto integral patterns, and that they are thus able to do what
many adults within their same social groups have not completed.
There seems to be considerable elasticity in the system itself,
which allows many to overlap their styles, yet emcourages some to
separate them more fully. And the very closeness of these styles
aTs a respect—level continuum makes their study interesting, and
their develgpwent in children revealing, as it shows the types of
confusions and the kinds of separations made during the process of
learning, as= w=2ll as sometimes indicating criteria and strategies

used for dsw=loping systematizations.
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CONFIGURATION OF STYLE-DIALECTS IN BANARAS, INDIA

A Continuum Based on Respect Forms

Bhojpuri : standard Hindi - guddh Hindi
3 ordinary Bhojpuri with 5 formal polite style 6 extreme respect
sets of neutral markers & highly inflected, for religious
set of respect markers Sanskritized, a " exposition, pub-
formal literature lic speeches,
2 rude style or khariIbBl¥ written, highest highly Sanskrit-
without respect markers respect markers ized and inflec-
4 4rdinary style ted, the highest
1 abuse style or gall, written, three style of writing,
burgdbsli, defined as sete of respect markers three highest
kh3rIbBl] with its own ag in Bhajpuri, but sats of respect
paralinguistic and more inflection markers

kinesic features, and
lexicon additiaons

Sample Respect Forms in Imperative-Requests, for the above styles
1 verb root only ;8 (go!) disrespectful

2 " n " ia (gol) " , also simplified for babies

,
3 = " plus -8 (go.) lacking respect
" " n -n% (go.) neutral
" " " ~-jy8(please go.) respasctful

4 same es 3,
5 also same as 3, agd ‘
verb root Blus-iyega (plmsase have the pleasure of going.) extreme

respect
5 verb root plus -pd (go.) neutral
" " " -iyB(please go.) respectful
" " " -ivEg8 (please have the pleasure of going.) " "

Bhojpuri arose as a dialect indigenous to southeastern Uttar
Pradesh and wauthwestern Bihar, centersd along the Ganga or Ganges
River, as an unwritten Indo~Aryan dialect, presumably from the
medieval Prakrits. It exhibits considerable variation from west to
east and, on its edges, blends in with other dialects.

Standard Hindi was created artificially in part, from dialects

closer to Delhi in Mogul and British times as a useful lingua franca
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across broad stretches of North India, and has always been iden-
tified with the government and with literate speakers. It has

tended also to be identified with outsiders; though this aspect is
diminishing,as Hindi served for a unifying force in India's struggle
for freedom and as such was consciously developed. A Hindi liter-
ature appeared in this century, and Hindi is definitely spreading
through North India at several levels: as the main film medium,

the government radio medium over large areas, a- medium of instruc-~

tion in schools, a: government medium in several states, as b3zar

and commercial lingua franca, and other ways. furthermore it has

become a prestige language associated with literacy and important
posts, and its use is a mark of upward mobility. It is gaiining as
a second language or dialect for many speakers.

Suddh Hindi is a purely literary and formal expository style
used traditionally in religious contexts and increasingly in poli-
tical expository style in some parties where the dress of religious
sanction is useful.and even necessary, Characterized by the incor-
poration of many words and roots from Sanskrit it was developed
especially in and around Banaras as a self-conscious elite style
in this holy city of Qa?dits and publishers. In Suddh Hindi, and
indeed in other speech to some extent, the verbal symbols have
something of the quality of signs as well., The sanctified syllables
and words are directly associated with sanctified being and action;
the sacred syllable Sm is more than an invocation in the Western
sense: it is an automatic evocation of transcendence. The idea is
strong that form implies meaning as part of the same basic unity,
s0 Sanskritic scholars would not agree with the assumption in Wes-
tern linguistics of a necessary dichotomy between sound and meaning
in human speech. It is no accident therefore, that people under this
influence tend to treat language as an important thing itself to
he treated respectfully, whether'they are speakers of Suddh Hindi,

standard Hindi, or Bhojpuri.
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Notes on Some Outstanding Features of Comparative $uddh Hindi,
Standard Hindi and Bhojpuri structure

1 There are some phonemic differences between Suddh Hindi, standard
Hindi and Bhojpuri; the most noteworthy for mention here perhaps is
the general and progressive tendency to simplify consonant clusters
from C4C2(C3)=p C4 (CZ,S) oxr =3L4@C,, etc. Also some phoneme sets
such as spirants and nasals have a tendency to collapse somewhat,
from three to two, and five to three to two respectively, while the
vowel system follows @ simpler pattern in Bhojpuri as well, (We find
this same tendéncy towards simplification of these items redoubled
in young children, not only imn this area, but in all the languagss
thus far studied for acquisition patterns. Caution and further re-

search should,of course, precede any interpretation of this.)

2 A few outstandimg grammatical divergences along this same scale
ares
a) increasing use of pluralization from $uddh Hindi to Bhojpuri for
a respect marker over literal enumeration-~plurality becoming more
of a semantic marker in Bhojpuri, where it rarely/agsd to denote
pluralization; eg.g., Bh83gavand3ds, age four years, onemonth, offering
a sweet to an old neighbor woman: 18, dadiya, le. 'Take, father's
mother 4plural marker, take.' It should be noted that this tendency
is present even in $uddh Hindi, for example, in the substitution of
plural for singular pronouns &and verbal inflections to indicate
respect. All similar tandencies of guddh Hindi are present and in-
creased in standard Hindi; this process continues with Bhojpuri,.
b) gugdh Hindi most closely parallels the enormous inflectional
complexity of Sanskrit, for example, in large multidimensional para-
digms fer nouns, verbs, and adjectives along such axes as number,
‘gender', direct-oblique constructions, and several specifically on
verbs with regard to person, time, causality, transitivity, aspect,
etc., In standard spoken Hindi we find very similar verb patterns,
but less complexity and less regularity in such items as direct-
oblique, singular-plural, masculine-feminine distinctions. In Bhoj-
puri a few verb constructions are absent and others changed in their
phonological realization; not oﬁly number markers but gender some-
times shows more affiliation with respect.

o c) Correspondingly, $uddh Hindi depends less upon word order than

inflectional markers and agrsements, is characterized by intricately
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bedded sentences dependent upon this inflection and by paralilel
-ammatical constructions of phrases, clauses, etc. S5tandard.

oken Hindi possesses a more closely defined word order and less .
inge of variability in imbedding and other features of syntax.
jain in Bhojpuri this process is carried somewhat further, though
'e parallel structures continue in profusion.

' Some intonation patterns of Suddh Hindi appear tc be derived

om ritual Sanskrit chanting, or at least to he related to it;
irrative intonation patterns conform to the intricate syntactic
-ructure., In standard Hindi and in Bhojpuri these are corres-
)ndingly modified to fit the syntax, but features of rising and
11ling pitch, length, juncture, etc. are very similar in narrative

itterns.,

Paralinguistic and kinesic features are, in this system at least,
* far greater overall impartance than they are usually accorded in
arrowly ‘defined linguistic terms, in conveying often the bulk of

e semantic content of a2 communication, and being certainly capable

~

* definition, study, and analysis. One speaking Suddh Hindi sits

-ect or stands, head back and eyes directed somewhat down to listen-
s; arm and hand gestures are broad and relatively slow; he does

yt smile), .but his expressions are intended to convey po@er and
ignity; he gazes down on listeners with brow drawn down, chin and
uth somewhat forward. He speaks relatively loudly, and he is the

e to initiate speech or conversation if different styles are being
sed in one group. His intonation patterns are exaggerated beyond
rdinary Hindi. If Suddh Hindi is used in private reading or piija
'ese features are less marked. In standard Hindi use they are again
2ss marked, though gestures tend to be more rapid, along with speech.
ith standard Hindi and Bhojpuri there is considerable variation

1 paralinguistic, kinesic and proxemic features, depending upon

e respect relationship between the participants in communication,

3 give respect one makes namaste or, more respectful, namask3r,in
slight bow from the waist with palms together before the chest or
ace, depending upon the degree of respect to be given. A high

=gree of respect id canveyed by pranam, prostration on knees and
ice. Both mAy be given the gods, to.certain kin, to certain others

n a complex system. In giving respect one also keeps silence, or

beaks when spoken to, maintaining an erect pasture, a solemn coun-

22
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tenance, and correct distance, and speaks clearly but not loudly.
To a guest one shows respect by offering water and ritually pure
foods or Egg (betel). In neutral respect contexts speech tends to
be somewhat louder, and 2 complex array of facial exporessions and
gestures, postures, etce. comes into play, formalized as bh3va and
mudra in the dance systems of India, No learner can speak the
language without learning and using these; children are masters of
nearly all patterns before the age of three years, There are also
several features of these sorts which indicate disrespect: posture,
gesture, facial expression all exaggerated, and speech loud and
rapid, without the customary pauses for repliass found throughout
polite styles. This may also be learned very searly, but in nearly
all cases is soon eliminated in the presence of any elders.

These features of language and style structure are,of course, only
a minute selection from what could well occupy volumes, and arse
intended only hopefully to be a representative enough sampling to
convey some appreciation of what dialectical and stylistic items
and differences children within the system must learn; and learn
they do, mastering thsir home dialect-style before five, and learn-
ing more or less of all which are pertinent within the lifestyle
of their group by about the age of eleven,
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This study of style-dialect learning was part of a larger
thirty-one months project researching the acquisition of linguistic,
cognitive and hehavioral patterns in young children from twmo widely
separated regions of India, Those contributing to this pape:- live
in and near Banaras (or Varanasi), Uttar Pradesh; the others bpeing
Telugu learners of southern Andhra Pradesh, Most are children of
handloom silk weavers of fairly low but clean caste, and are members
of agnatic joint families. Formal education of mothers and other
elder female kin ranged from zero to two years; that of fathers and
elder male kin from zero to five years. Most families today try to
send their children to local government schools for more years of
formal education than.they had themselves, though this is often
difficult. Pressures are strong for the children to work at home
by nine or ten for several ;easaﬁs. Children are exposed to various
linguistic styles and even languages beyohd those of the family in
the larger neighborhood, school, temples and reliéious functions,
and occasionally by being tgken to ancther community to visit kin

or a holy place.

P
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INTRODUCTION

Every year there are thousands of bilingual
marriages between persons speaking different languages.
Although statistics are not usually kept of such
marriages, there are indications that they may be on
the increase. For example, Yugoslavia, one of the few
countries which maintain such interlingual statistics,
noted an increase of about 30% in such marriages within

the decade 1950 - 1960.1

Unlike the.unilingual, or common variety, multi- .
lingual marriages contain an additional dimension in the
pattérns of interpersonal relations which such unions
involve; this is seen in the choice 6f medium of com-
munication, not only by the couple, but also by their
children and, in the case of the enlarged family, of
relatives as well - in other wofds, in the choice of thé

working language or languages of the grdup.'

To begin with, there is a choice of three different
possibilities. Either everyone in the group uses the
language of the husband, everyone uses the language of

the wife, or both languages are used according to some

P e PR
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overt or implicit psttern. The implementation of the
pattern may be unconscious or =onsciocus, unintentional
or intentional. If it is unconscious and unintentional
~ a policy of laieses-fair=, as it were - the dominant
language is likely to prev=zil in the end, and assure

the unilingualism of the succeeding generations.

On the other hand, if the way the languages are
used is based on a firm decision to maintain the dif-
ferent laﬂguages- a policy of planned repartition, the
successful creation of bilingual families, and bilingual
communities, will depend on the wisdom and feasibility

of the policy.

A policy of planned repartition is compééed of one
or a number of language strateglies. For purposes of
analysis, these can be divided into two categories -
strategies of dichotomy or fixed alternatives, and
strategies of alternation involwving the practice of

spontaneous switching from one language to the other.

l. DrCrHOTOMY
Strategies of dichotomy can be divided into those

of person, place, time, topic and activity. Let us
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consider e ach of these in turn and see how they can be
and have L-:en applied in the practice of a number of

biiingual families, including my own.

1.1. Strategies of Person
We are all famil%ar with the Grammomt
Formula: une personne; une Langue (one person; one
ilanguage) , which began to appear in the literature on

1 Grammont

bilingualism at the turn of the century.l
theorized that the separation of the two languages from
infanzy would help the child learn two languages

without either additional effort or confusion. It is
the formula used in most reported experiménts on family
bilingualism; One of the first such experiments was
that of Rcajat which began‘in 1909. The Ronjats made

it clear to their son Louis, born the previous year in
Vienna, that if he wanted his spoon, he said cuillére

to his father or L8ffel to his German speaking moﬁher

or her relatives. Ronjat thought he could thus place
both languages on an equal footing. His report of the
first five years, however, éhows that this is not exact~

ly what happened in practice.32
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During the first few months, German predominated,
and after two vezrs Louis used German words in French
sentences. After the second speech Year, however,
French began to dominate, and by the fourth year, French
words appeared in German sentences. Following this
there were periodic switches in language dominarnce,

apparently caused by changes in the environment .>?

Although most of Ronjat's details are on the first
three yvears, there are some data on the fourth and
fifth years as well. A decade after the publication of
his monograph, Ronjat wrote to Michael West who was
about to embark on a study of school bilingualism in
Bengal. Ronjat reported that his son had done well in
the French primary and secondary schools which he at-
tended, reaulting in a dominant French académic and
technical vocabulary but a preference for German in

literature.46

Ronjat summarizes his results as follows:
1. Continual'use of two languages from infancy. 2.
Paralle]l acquisition of two phonological systems.

2. Acquisition of two languages comparable in seguence

of mastery and achievement to that of the average mono-

lingual.

a9
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We hat to wait almost another quarter century,
however, befTre getting a comparable record of results
of th= application of the Grammont Formula. This one,
however, was much more detailed and extemsively inform-
ative. I‘refer, of course, to the four-volume study of
Werner Leopold.18 Born in London of German parentage,
Leopold received most of his education in Germany,
where his parents had settled when he was three years’
of age. In his twenties, he went abroad and after a
period in Latin America, settled in the United States
where he married a third-generation German American.
After the birth of their first daughter Hildegard,in
Milwaukee in 1930, Leopold decided to speak only German
to her, while his wife limited herself to English. . But
more important, he also decided to keep a detailed
record of the results, starting with the end of the
second month of life, recording all utterances in pho-

netic notation.

The results show a striking similarity with those
achieved by the Ronjats. Although the child achieved
mastery of both languages, these were never equally
strong. First the mother's language prevailed and

later on the father's. There were periodic shifts in

100
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dominance as the language contexts changed, as for example,
during a trip to Germany when the child spoke only German.
Returning to the United States, she spocke more and niore
English, until that language became stabilized as her
dominant one. Like Louis Ronjat's, Hildegard's learning
process was not adversely affected by her childhood
bilingualism. The achievement test she took on entering
the fifth grade revealed her English vocabulary as being

at about the seventh grade level.

My own personal childhood experience with a number
of languages seems to confirm the findings of Ronjat and
Leopnld, as to the efficacy of the Grammont Formula. I
should, however, add something on these elusive, emotive

effects, which cannot easily be observed from the outside.

I shall first deal with the strategies of the family
into which I was born and later with those of the family

which I founded.

The strategies to which I was subjected in early
childhood were as follows: three languages both inside
and outside my home, one in the kindergarten and two in

the neighborhood, functioning as two active and four

104



passive languages, making a total of six.

As for the person-language relationship, it was a

bit more complex than those of the Ronjats and Leopolds.

I remember that I always associated German with
my grandfather since he usually spoke German - although
he knew several other languages. My father was bilingual
(Hungarian - German) but we always spoke German together.
Yet - there was great difference between the German I
spoke to my grandfather and that I spoke to my father:
with my grandfather I felt at ease when speaking German;
but not quite so with my father; perhaps bqqause my
father and mother spoke Hungarian among themselves and
that language seemed infinitely more endearing to me than
German. However, as a child, I reconciled myself to the
féct that Hungarian was their language and that I was
expected to speak German. In a way I felt like an out-
sider and at times I was envious of my mother who seemed
to be getting a greater share of my father's love. Up to
the age of four nobody in the family knew that I under-
stood Hungarian, and even after it became known, I con-
tinued to speak German to my father until my university

years. Only then did my father and I speak,thgarian with

102



each other, and this brought us closer together giving
me a feeling of warmth and tenderness which was always
lacking in our German relationship. He then reserved
German for times when he scolded me or when we discussed

an academic subject.

My mother spoke only German to me, up to the age
of nine when I changed from German schooling to Serbian;
she then worked long hours with me to teach me Serbian.
At the age of high school I alternated languages. I |
spoke mainly German to my mother except in all matters
concerning school life, when I used Serbian. After high ?
school I spoke to my mother almost exclusively in Serbian
and she responded in either German or serbian. As for
my numerouS'unéles and aunts, they represented three
language divisions: German, Hungarian and Serbian. Most
of them were one to one relationships, but I remember a

multilingual uncle to whom I was never guite sure in what

language to speak. We always had to wait for a situation
before warming up and deciding upon which language we

1

B

would choose. 3
k)

i

ERIC | 103 |
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l.2. Strategies of Place

Another type of dichotomy is the strategy of
allocating languages to places. This is a common prac-
tice, often imposed by necessity. It happens every year
in the families of thousands of immigrants and migrant
‘workers, which have always been present in American com-
munities. Since World War II migrants have come to
constitute one of the most important social phenomena
in Northern Europe, with three million in France alone;

and almost as many in Germany.

As a rule, a family moving to an area where another
language is spoken will first continue-to use its own
language exclusively and graduélly adopt the area language
while maintaining the home language. The children develop
a home language/community language dichotomy in their
psycholinguistic associations. duite often, howewer, the
incursions of the community into the home, in the form of
neighbors, visitors, school friends, and later, boy-
friends, girl-friends and eventually in-laws, errode the
status of the home language, especially after the
children have abandoned it as a medium of communication
between themselves - an area where the cbmmunity language

is bound to dominate.

204
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Although the number of reports on the use of reparti-
tion by place is limited, this type of language strategy
has been consciously used as a policy for the creation
and maintainance of family bilingualism. One of the

29 The Serbian-

first studies was that of Pavlovitch.
speaking Pavlovitch family settled in Paris after the
First World War and decided to maintain Serbian as the
home language, while using French as their external or
commﬁnity language. Their son DusSan, therefore, learned
his French outside the home. Since the Pavlovitch
record covers qnly the first two years, it is not sur-
prising that Duéan seems to know much more Serbian than

he does French. Nevertheless Paviovitch comes to some

of the same conclusions as does Ronjat.

More than a decade later we have another report,
this time from Genewva. In the 19363, Elem&r and Adeéle
Kenyeres arrived in Geneva with daughter Eva just turn-—
ing seven. In Geneva they insisted on maintaining
their native Hungarian as the home language, but sent
their daughter to a local school where all the teaching
was understandably done in French. The KXenyeres later

16

published a study of what they obsexrved. After six

months, French began to be used in some domai.as as the
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child's dominant language. There was little language
mixture, and no confusion. The new language was
acquired faster than had been the mother tongue, but in
a somewhat different way, since it involved a certain

amount of conscious effort.

A more recently recorded case is that of the
Penfield family. The English-speaking Penfields decid-
ed to make German the language of the nursery énd they
hired a German governess foxr their two younger children
(aged 6 months and 18 months). To the best of their
ability they themselves used German when they entered
the nursery, so that the children heard only German when
there. As the children turned three and four, respective-
ly, another dichotomy of place was imposed, when they
were placed in a French nursery school. At school age
they began and continued their studies in English without
any harmful effects. A similar program was laid out for
the two older children starting with the ages of eight
and nine.30

Penfield concludes that-thére were no effects of
retardation or confusion of languages. The language

switch according to place became a conditioned reflex
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for the children entering the nursery or the school
room. In retrospect Penfield believes that it would
have been better to continue French until the age of

seven, since the seven-year-old "hangs on" to things.

If a change of place can be instrumental in pro-
moting the learning of another language, it can also
be a factor in the forgetting of one. This is il-
lustrated in a study made of the forgetting of her
Spanish mother-tongue and the learning of French by a
six-year-old refugee from Madrid during the Spanish
Civil War. The girl was adopted by a Belgian family
living in Brussels; within about three months she had
forgotten her first language (Spanish) and replaced
it by her second (French). Two years later she
started learning Spanish again, but this time more
formally.39

It seems that if children learn languages quickly
they can just as quickly forget them. Reasons for for-
getting may vary, but by and large, changes of place
seem to be amnong the most common causes. Children of
diplomatic personnel, foreign business and military re-
presentatives and the like are exposed to different

languages over sufficiently long periods to master them.

ERIC 407




In some cases, the children may be emotionally disturbed
by having suddenly to abandon a language to which they
had become accustomed. A friend of mine in the German
diplomatic corps, has written that his ten-year old son
suffered a near depression as a result of having to
switch suddenly from a German medium to a French medium
school. Although he finally mastered the language, he
did not like it. Two years later, when his father was
posted to Ireland and he had to switch to an English-
medium scheol, he developed a liking for French and a
distaste for English. At the age of 13, speaking the
three languages with almost equal ease, he preferred

French to both his native German and his fluent English.

At an earlier age, however, children, even ﬁithout
conditioning seem to associate the right place with the
right language, with a stubborness thch often confounds
their parents. The German father of a seven-year old
bilingual American whose mother is English—speaking,
writes that his daughter refuses to speak a word of
English when she lands in Germany for the summer vacation
and just as consistently refuses to utter a word of
German outside the family when she returns to the United

States.

ERIC 108
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In my own case, the language-person dichotomy
already described operatead in a larger language-place
repartition. Until the age of four I was exposed, as I
have already mentioned, to the same three languages in-
gside and outside the home, namely to German, Hungarian
and Serbian. At the age of four and a half I was placed
in a French kindergarten; and by the age of five, three
more languages had been added to my repertoire, namely,
French, Russian and Rumanian. Yet, before the age of
four my only active language had been German. Hungarian
was my secret language, that is, I had a complete com-
prehension of it, but never admitted it. Serbian too
was a passive language which I understood fairly well,
but did not speak until the age of nine. French was my
kindergarten language and Russiaﬁ became my post-kinder-
garten language, as a result of my association with the
family of my kindergarten teacher who was a native
Russian, and Rumanian was spoken by a great number of
my father's patients, whom I heard chatting in the wait-
ing room. Of these additional three languages only
French was actiVé, while Russian remained latent until
a later age; as for Rumanian, it never became active and

I never had a desire to speak it.

109
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1.3. Time, Topie and Activity
Times, topics and activities have also been
allocated to the use of languages of a bilingual family,

but with varying degrees of success.

In studying the strategies of time, a distinction
has to be made between the sequences in which the 4dif-
ferent languages appear on the scene (staging), and the

repartition of language uses anong recurring time units.

The staging of languages in the life of the child
may constitute the main strategy of the bilingual family.
When parents want to make doubly sure that cne of the
family languages is well grounded, they may arrange for
it to become the child's first language and maintain it
to the point of fluency Eefore the other language is

brought in. This has been the practice of some educated

. immigrant families living in an area where the family

language is not used. Some specialists of the psychol-
ogy of language learning have suggested that it may be

preferable to present both languages concurrently.43

It is true that time divisions are the practice in

certain bilingual schools, where the working languages

110
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may change regularly from morning to afternoon, from

week to week, or month to month. In a federal military
college in Quebec, for example, French and English have
been used as working languages on alternate days. This
approach has also been studied experimentally in schools

in the Philippines.40

In the bilingual family, however, such formalization
into time units is difficult in practice. I have observ-
ed a number of families who have tried it, and should
like to explain what happened. In one family, where the
mother was French, the father English, and the common
language as well as that of the school, French, the
schedule for the two children aged seven and nine was
the following: on weekdays the whole family would speak
the language of the school (French), whereas over the
weekend the family would switch to the father's language
(English). The result of this strategy was that the
weekend language inevitabl: got overshadowed by the
workday language - possibly because of the artificial
set-up of the situation, the habit forming force of the
fivé workdaysrand also perhaps because of the domineer-
ing personality of the mother who spoke the workday

language.
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Another family, where the mother was German, the
father French, the common language, as well as the
school language, French, operated on a daily alterna-
tion schedule, the result of which was the same as
above, namely, that German was soon overshadowed by
French, due again perhaps tc the artificiality of the
situation and the fact that the mother herself was not

categorical enough ¢ insist on the usage of German.

Why do time dichotomies seem to be unwérkable as
a strategy in so many bilingual families? It is perhaps
because, unlike persons and places, the switch to
another language must be inner directed, as it were. In
the case of time units, we do not have the same sort of
conditioned reflex whosée unconscious associations impose
the appropriate language on the speaker. With time units,
the speaker, with his eye on the clock, must make a
conscious decision. Most families do not organize their

time in such a way as to permit the use of time boundaries.

Another strategy of language repartition is by
topic, whereby certain things must always be discussed
in one language and other things in the other 1anguage.

Sometimes, a family will use one of its languages only
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for giving orders, making formal pronouncements, Or
reproaches. As a matter of fact, I remember that 1t was
when such topics came up - unpleasant topics involving
reprimands - that my father would switch to German.
Other families reserve one of their languages for such
activities as praying, or learning, or singing, or tele-

phoning, or for taking part in games and sports.

It is not very often, however, that activities or
topics are chosen a priori as a basis of language strat-
egies. The switching practice is more often conditioned
by other factors such as the fact that a topic or activ-

ity has been associated with groups outside the home.

Of all these strategies of dichotomy it would seem
that those of person are the most lasting and effective.
And there is some experimental evidence - albeit with
adults - that would seem to support the effectiveness of

L}

associating languages with persons.12

2. ALTERNATION
In opposition to the division of language use with-
in the bilingual family along the lines of person, place,

time, topic and activity is the alternative use of bothr

ERIC 113
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languages. This may be either conditioned or free.

Conditioned alternation results from the necessity
of switching to the other language as a result of some
compelling motive. t may have to do with the occupa-
tion of the husband, whereby his work and even his
training was in the other language. So that he will
continually be tempted to switch back and forth to this
language when talking about his work. Or it may be
emotional stress that would lead a grandmother to switch
back and forth between her stronger and weaker language
as the flow of thought rushes more and more quickly
through her mind. Or it may be a heavily associated
word or a homophone that would trigger a switch to the

other language‘.2

Whatever the motive, the result for the bilingual
child is that both his parents may use both languages
indifferently when speaking to him. And the child may
also use both languages indifferently when speaking to
bilingual parents or relatives. It is sometimes claimed
that unplanned switching may confuse the child‘and lead
to language mixture and emotional disturbance.8 It has

even been suggested that expovsurs to two languages

114
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simultaneously may lead to mental blockage and stut-

. a
*t:ering‘."6

There is'surely not enough experimental evidence or
a sufficient accumulation of case studies to come to any
hard and fast rule, since the conclusions drawn from the
few cases studied may well be the result of post hoo ergo
propter hoc reasoning. Anyone who has observed the
language behavior of bilingual families and the language
and emotional »ehavior of bilingual children must con-
clude that at least in some cases free alternation of

languages does not lead to disaster.

3. THE USE OF MULTIPLE STRATEGIES

With all these possible strategies in mind; our own
family had some difficult decisions to make when the
time came to decide what languages we wanted our children
+o know. It may be of some interest if I were to recount
how we used these strategies and what results we ob~-

tained.
Although it may seem ungracious to use my own

family as an example, it is what I know best and at

first hand. We started by reasoning that, living on a
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continent which is overwhelmingly dominated by English,
the maintenance of this language would give no trouble.
English, therefore, was given the lowest maintenance
priority in our staging strategy. Secondly, living in

a medium~sized city which is 98% French-speaking, there
should be no lack of cpportunity to maintain the use of
the French language - egpecially if it were made the
school and the neighborhood language. The third
language, however, posed a pioblem. It first had to be
chosen from such possible candidates as Russian,
Serbian, Hungarian, Italian, and German. But its choice
would depend on the strategy to be used for its mainte-
nance . If it were a strategy of place, the choice was
more limited than if it were to be a strategy of person,
for the simple reason that one person might be suffi-
cient, but in a place strategy several persons would be
involved. Opting for the latter and taking into account
the likelihood of e?entual use, we elected German as

the home language. And because of the great difficulty
of maintaining the language outside the home in a com-
pletely non~German area, it was given top priority in
time, place and person. The strategy was to make German
the first and only language learned from infancy. At

the age of four the inevitable home-street dichotomy
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would bring in another language, in this case French.
This dichotomy was enlarged to include everything out-
side the home, once the children began attending French-
language schools. Finally, the third language was
introduced about the age of nine by using a person
strategy, bringing in a father-mother dichotomy, thus

introducing English into the home.

Under the headings of person, place and time, let
me now take this opportunity to comment on how these
different strategies worked in practice. At the begin-
ning when German was the only language spoken in the

‘family, there was no problem. It is only when we had
decided that the time had come for the father to use

his own language, namely English, to serve as a model and
a stimulus that we ran into difficulties. Both children
categorically refused to speak English to their father,
with the logical objection "Why should we speak English

+ him, whean he understands German?"

Seeing that there was no motivation and that the
situation was ridiculously artificial, there was no
hope for them to ever learn their father's language from

their father. This problem was later solved by

447
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interlarding a new place dichotomy in the learning
sequence. But let me first explain our earliest strat-

egy of place.

Changes of place were significant enough to cause
a noticeable difference in the children's command of
German. Around the age of two, when she began to speak,
to the age of five, the elder spent three consecutive
summers in Northern Germany, by the Baltic. She has
never returned; but at the age of fourteen, she still
speaks German essentially with the accent of *that area.
The younger, who spent two summers in the area, one as
an infant and the other at the age of three, did not
preserve the accent of the area, and developed and pre-
served a pronunciation of German which is closer to
that of her parents, but with slight overtones of French
influence in rhythm and intonation. (e.g. Iech 'hab das
'nicht ge 'sagt.) She became less attached to German
than did her sister for whom it had strong emotional

ties.

Other changes in place, resulted in the strength-
ening of their English. These began with a term in

Santa Monica, California in which the children spent

418
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the time absorbing the blandishments of ten

television chaneis to a point where they would recite

most of
singing
dential
to make
waves -
them in

term in

the oft~repeated commercials -~ including the
ones. Being newcomers in a rather closed resi-
community and having not sufficient occasions
friends, most of their English came from the air
and it turned out to be considerable. It stood
good stead when four years later they spent a

Florida and were able to continue their school-

ing in English with children their own age. Here they

spoke only English to their friends, German to their

family,

and French among themselves, thus maintaining

the three languages.

The term immediately preceding had been spent in

Germany where they were also able to follow classes

with companions of their own age. This was a school in

which half the subj_cts were taught in English, thus

serving

English

As

as a preparation for the switch te the all-

medium in the United States.

for the staging of the languages, German was

used exclusively until kindergarten, when the children

were exposed to French in preparation for thei.
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sch.ooling, which the elder began at the age of four and
a half - in retfospect I think, unwisely - and the
younger, at the ﬁormal age of six. The younger spent
two years in a French kindergarten and always felt much
more part of the milieu and more at home with her

friends.

The resulting language distribution pattern in

their verbal behavior, as they entered their teens is

as follows: 1. German both ways to mother and grand-
mother. 2. French exclusively among themselves and
outside the home. 3. English outside the borders of

Nuebec and increasingly as their father language. 1In
wre-school years as already noted, they used only
German with their father, since that was the language
of the home. In early school years (5-7) they inter-
larded their German with stretches of French only when
speaking to their father, and in later school years
(8-14) , especially after having spent a tefm in an all-
English school, they used more and more English with
him. The strategy was to convert the father language
to English, preserve German as the mother—-tongue, and

French as the children®s own language.
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As in all reported cases from bilingual families,
it was 1ot surprising to f£ind that one language was
interfering with the other two. But because of the
continual social control and feed-back, they were
ephemeral by nature, and never led to language mixture.
In other words they had no effect on the codes, remain-
ing as they did as accidents of discourse. Interfer-
ence began to appear about the time the children began
attending French schools. It was first noticed in the
interlarding of French school vocabulary, which soon
became more available than the German counterpart.

(e.g. Ioh weiss das schon par coceur.) Then came the

use ¢ some French woids in German, with added German
morphology (e.g. inventiert, exagériert, mattrisieren) .
Many amusing examples could be given if space permitted.
At all events they were easily corrected and seldom
appeared in their speech to unilinguals in German or
English, for the'simple reason that the unilinguals
would not understand. The greatest force in eliminating
interference was that of conformity with the speech of

their playmates.

How the children arrived at a systematization of

their three languages is still something of a mystery,
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although a few theorists of the subject have suggested
tantalizing explanations.15 An even more difficult

problem is to explain the processes of cognition; few
explanations of the cognitive basis of languags learn-

ing take the bilingual child into account.23

CONCLUSION

From the above study of the language strategies
used by uvs and other bilingual families to transmit our
languages to our children, we might hazard the follow-
ing very tentative conclusions:

1. If the situation is a natural one,iit is
likely to motivate the child to use the language of the
situation.

2. If the parents do not interfere or force the
child to speak a given language in a given situation,
the overall linguistic development of the child is
likely to be normal. h

3. If the parents indonspicuously lead the child
into natural contexts in which the probability of lan-
guage switch is high, the full language learning poten-
+ial of the situation wil! have its effect upon the

children. It would seem unwise, except in later life,
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to let the child know that he is involved in a process

of bilingualization.

In retrospect, I think that one can safely assume
that the study of family bilingualization can also con-
tribute to the psychology c¢f language learning. Obser-
vation of the degrees of success or fallure of d:ierent
language strategies of bilingual families throw light
upon the guestion of how man acquires the ability to
speak. Is the learning of speech the building up of a
skill step by step, as one would learn to play the
piano, for example? Or is it like the blossoming of a
plant which, in its own time and under the right condi-
tions ,brings forth the flo&gr and the fruit? There
seems to be growing evidence that the latter is the

_ case, since man seems to be the only being with an
inborn capacity to speak. The success of bilingual
families argués that this general capacity can take a
great variety of specific forms, and that, if there is
an imprinted capacity to speak, it is not limited to
one language. Everything that the infant needs in
order to master any human language, or a number of them,
seems to be already imbeaded in his.nervous system.

This must include a capacity to generate an infinite
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namber of different utterances from a finite - indeed

a small numbe: of units and patterns. It is also worth
noting that the growth of lang¢uage in the child geces
hand in hand with the growth of its physical and mental
skills. ike the plant. the child develops as a whole.
And just as the growth of a plant can be cuided in one
or several directions, so can the innate abilities of
the child be developed in a climate favorable to the
learning of different skills including the mastery of
more than one language. If the strategy is the right
one, and it is applied with concern for the feelings
and interests of the child, it could enable the bilin-

gual family to produce bilingnal children.
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Question Generation by First Graders: A Heuristic Model
Virginia Streiff

While today's most eminent educational leaders and critics
are insisting that the facts must be viewed at best as tenuous,
our technology is developing even more means for storing and
retrieving the daily influx of knowledge. One's respect for'
factual knowledge grow's even healthier with the reqogﬁition
that Benjamin S. Bloom and his colleagues determined nine
categories of factual knowledge, which explicate three inclusive
categories: knowledge of specifics, knowledge of ways and means
of dealing with specifics, and knowledge of universals and
abstractions. (Bloom, et al, 1956) The nine subcategories of
these three suggest even furfhef classes, and a self~respecting
computer might consider this a serious understatement.

Considering such an array of facts and attention to them,
it is 1ittle wonder that in classroom practice the term "compre=-
hension" has come to be equated with recognizing and recalling
facts, as in reading comprehension, or as in testing for listen-
ing comprehension. (Guszak, 19673 Sanders, 1966)

As both the research and the editorializing in inquiry
education are urging, for responsible scholars and citizens,
getting the facts is just the beginning, and comprehensicn cf
them is the next step.

The notion that message-receiving is an active endeavor
calling for many more processes beyond getting and recalling the
facts is not new. But classroom practices which foster these
processes are few and far between, as amply documented in the

research on listening. (Duker, 1966) While not all message-
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sending is intended for the listening mode alone, much of
it in the classroom is. One study estimates that elementary
school children spend approximately sixty percent of their
classroom day engaged in this activity, if we can consider
thinking at the recognition~recall level as active engagement.
(Wilt, 1966) It was this kind of thinking that another study
revealed was the main focus of teachers' questions to students
about reading ma‘terial in twelve randomly selected classrooms
in Texas, to the extent that about seventy percent of the
teacher's guestions required only that the children recall
explicit facts from the material they had read. This relegated
other thinking processes { e.g. interpretation, analysis,
substantiated evaluation, etc. ) to the remaining thirty percent
of the questions, (Guszak, 1967) This kind of classroom message
to children is probably responsible for the facts behind the
lament of one graduate student who recently wrote, " Too many
students will do anything to a&void the real essence of education
which takes pliace only when the student reacts to material after
being exposed to it and personally thinking about it." {Lister,
1971) _ |

The program to be described in this paper grew out of a
concern with such problems in message-receiving, particularly
as they are faced by young learners of English as a second
language now in their classrooms, and as they will be faced
in whatever media transmit the messages in their future;

The objective of this paper is to describe the design
and practical application of the program called "Listening",
which was developed to helpthese second language learners
gain some strategies for comprehension in their new language.

The working hypothesis in the development of the Listening
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program is that these children will be better equipped

as learners if they first receive gystematic instruction

in learning to use their new language as a medium %of learning,
learning used here as a paraphrase for thinking, particularly for
thinking beyond the recognition and recall level to more abstract
levels of cognitiofi.

In the course of implementing this program with thirteen class-
rooms of First grade children whose native language was either Navajo
or Spanish, it became apparent that the heuristic tools the program
provided the children in their second language might also be beneficial
for improving their comprehension skills in their native language.
This is one area in which experimentation might be fruitful for the
multi~lingual education of young children.

In terms of its general and specific objectives, the Listening
program assumes the validity of Covington's point:

e+ »sbefore the student can derive maximum
benefits from a strong process-oriented
approach to education, it will be necessary to
develop a curriculum model which bas as one

of its fundamental objectives the fostering

of intellectual processes in their own right,
a goal which must be fully integrated and
coordinated with other more traditional objecs
tives such as mastery of content and assimila-
tion of cultural values. (Covingten, 1970)

The long-range goal in this program is the learner's active
invelvement in thinking a@bout the facts he listens to, in applying
language and thinking processes which help him comprehend and retain
the salient features of a message which often exceed the axﬁlieit
facts, and then thinking more about them.

The thinking processes fostersd in this program are those

described by Boom in A Taxonomy of Educational Objectives, Handbook 1:
The Cognitive Domain. ( Bloom, @t al, 1956) Beyond the knowledge level

which emphasizes the processes of recognizing and recalling, they are
comprehending, applying, analyzing, synthesizing, and evaluating.
The stages of the Listening program developed in daily lesson plans

to date focus specifically on the sequence of comprehension processes
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described by Bloom and his aSsociates, and extrapolated for the
program as:

i, Paraphrasirng
a. rephrasing the information from one
symbolic form to another. The student
~an 'translate' verbal information to
visual or spatial terms, for example
identifying or building a model which
has been described verbally.

b. rephrasing the information from one level
of abstraction to ancther; the students can
summarize a story, or 'translate' a gensral
principle Ly giving an example of it,

¢. rephrasing the information from one verbal
form to another, as in providing the literal
meaning of figurative speech.

ii, Interpreting
a. comparative relationships: The student can
distinguish related from unrelated ideas; he
can distinguish identical, similar, and
different ideas, etc.

-b. relationship of implication: The student
understands the relationships between
evidence presented and an implication.

c. relationship of generalization to supporting
evidence: The student can survey a set of evidence
and find within it a characteristic common to
each piece of evidence, which leads to the
generalization.

d. relationship of a skill or definition to an
example of its use: A skill or definition is
described for the student and he can identify
or compose an example of it,

e. cause and effect relationships: The student
can describe or identify the cause of specific
effects.

iii, Extrapolating

a. predicting the continuation of a sequence:
The student can accurately predict an event
on the basis of established evidence.

b. inferring: supplying data implied but not
stated.

¢. distinguishing probable from improbable
consequences.

These comprise the cognitive objectives for the lessons ot stages
one and two, approximately one hundred lesscns. The outline projécted
Q for stages three through six incorporates the processes classified as
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applying, arnalyzing, synthesizing and evaluating.

Inquiry is the language process by which these thinking processes
are fostered in the course of each daily lesson. Inquiry as a learning
tool has many advocates, recent among them Postman and Weingartner(1969),
who reiterates its value as ''‘the most powerful intellectual activity
man has ever developed," They underscore the process of inquiry as a
learning-how-to~-learn tool, pointing out that "... once you have
learned how. to ask questions--relevant, appropriate and substantial
questiohs, you have learned how to learn, and no one can ever keep you
from learning whatever you want or need to know."

While much of the focus in inquiry education is on getting teachers
to ask better questions (Guszak, 1967; Sanders, 1966 ) the power of
inquiry as a learning~how-to-learn tool suggests that it should be at
the disposal of the students, particularly in a program or curriculum
which is heuristic in nature. The Listening program is designed with
the optimism that cugricula like Covington and his colleagues propose
will flourish increasingly, but also with a practical view toward what
is actually the case in many classrooms today, if the research on
teachers' questions can be generalized at all. This practical view is
the basis for designing the Listening program in terms of explicit
lesson plans through which the teacher becomes familiar with the
speéific thinking processes that various kinds of questions can trigger.
Further, the lesson plans direct the teacher's steps so that the
children ask the qﬁestions.

Accepting the principle of appropriate practice of desired
behavior as the best way to achieve that behavior, and in addition the
notion that "the critical content of any learning experience is the
method or process through which the learning takes place" (Postman and
Weingartner, 1969), it makes sense to have the children learn to ask
relevant, appropriate and substantial questions, and to value such

inquiry, by actually engaging in this activity.
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It is through this means--inquiry which triggers thinking
beyond the recognition-recall level--that a transition can be effected
from learning a second language to learning in a second language.

The transition focuses on the difference between the communications
objectives of second language programs and the objective of curriculum,
which is (or ought to be) that of fostering thinking. Wilson explicated
this point (Wilson, 1970) when he urged that children, beyond iearning
to communicate in their new language, must learn to think in it. Fer
the children's benefit as maturing learners in a new language, the
transition from language acquisition to a more sophisticated language-
comprehension program must view the relationship between language and
thinking as a process in which the two develop interdependently, and

in which the relation of thought to word undergoes changes, as Vygotsky's
work led him to conclude. (Vygotsky, 1962)

In the Listening program question-asking acts as the pivot for
the transition from second language learning to learning in the second
language. Question~asking is the constant language process used by the
children for the communication tasks of their English as a second
language program, and also for the higher level thinking tasks in the
Listening program. The difference might be grossly illustrated as the
difference in purpose between asking "Is Mary skipping?'',in a situation
where one child is skipping and another is clapping her hands , to
practice yes/no questions with the present progressive tense and two
forms of verb phrase; and asking "Is Mary skipping?" because you infer
from the strange noises behind your back that six-~year-old Mary has
finally learned to skip, and you want to confirm or correct your inference.

Inquiring and thinking beyond the knowledge level (as Bloom et al
describe it ) are the major heuristic characteristics of the Listening
program. By the nature of their presence as learner objectives in every
lesson in the program they are both the means, or media, and the intended
learning outcomes.

The Listening program was developed as a part of a comprehensive
and innovative primary curriculum provided by Consultants in Total
Education for Navajo children in Bureau of Indian Affairs Schools on
the Navajo Reservation, and for Mexican American children in Fresno,

California, public schools. Language skills taught to pre-first graders
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in the English as a second language component of the CITE
curriculum provide the prerequisite foundation for the Listening
program.

The children, through their ESL lessons, learned to ask the
range of question types available in Engiisk-- the wh- questions,
including simple how- and why- questicns, and yes/no- questions.

They learned to ask such questiocns when cued by an indirect question
or command, at first from the teacher and then from another child.
They asked these questions in the context of situations designed by
the program writers to place all the language-learning in a meaningful
context. The children's facility grew through participation in a
systematic presentation including the major sentence patterns of English,
and the processes of substitution, deletion, expansion, and transfor-
mation. Teachenﬁg’regular reports on the children's achievement of the
question-asking and answering objectives in the daily ESL lessons
indicated that they had acquired the language foundation necessary for
using inquiry in the listening program.

The first step was to find out if such first grade children could
switch from asking questions which were specifically cued, as in the
ESL program, to generating original questions independently of such
specific indirect question cues. For example, in the ESL program
the children's questions were cued by the teacher's command, e.g.

" Joe, tell Susie to ask Jim what he has.", and another child's
subsequent questien, e.g. "Susie, ask Jim.'. ﬁ?q In the Listening
program the children's questions would be cued only by the teacher's
minimal cue, "Who wants to ask a question?"

Data was gathered in three Navajo first grade classrooms parti-
cipating in the second-year ESL program during the 1969-70 school year
before the Listening program was implemented to find out if the children
could and would generalize their question-asking skills to new content
and respond to such a minimal cue. The teachers were asked to show two
filmstrips the children had not seen before, and were instructed to
use only the cue "Who wants to ask a question?" as they showed the

filmstrips. The children were told at the begimning that they could
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ask any questions they wished about any of the pictures, including
asking them of the teacher:. This was to insure that the children would
feel free to ack questions that they might otherwise not ask out of
consideration for their peers who might not know the answers. This
safeguard was particularly important because the children knew that
responses were always readily available in the ESL lessons in which
a child could respond correctly to questions by'making correct choices
from a minimal situation in which other children and objects were
"set up" to perform the action being asked about,

To summarize the data recorded by the teachers:

i) all the children in each classroom volunteered to
ask questions in response to the cue "Who wants to
ask a question?" '

all the questions were relevant to the visual infor-
mation presented in the frames about which they were
asked. :

e
Pe
~

all the questions were grammatically correct, that is,
normal American English.

e
Pe
e
~

This data was taken as indication that such first graders could
be expected to have the question-asking facility, and the willingness
to use it, prerequisite to the Listening program. Two other important
features appeared in the children's questions recorded by the teachers.
One feature was the nearly total focus on recognizing and recalling
information, and the other was the predominant yes/no question pattern.
Of the classroom average of sixty-five questions, sixty-three were
questions like: "Are those chickens? Is that a man riding the horse?
Are the foxes in the cave?" While preference for such specific infor-
mation-testing questions might be interpreted as typical of the age
group (Mosher and Hornsby, 1966), the more significant feature for
development of the Listening program was the recognition-recall focus
of the questions. The tentative implication was that, having learned
to ask questions with this focus throughout the ESL program, perhaps
it would be just as feasible to teach the children to ask questions

for other purposes.
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Inquiry, as it is used in the Listening program, includes seeking
information that is readily available in explicit facts, but also
includes seeking other kinds of information, for example, that which
may be inferred on the basis of explicit facts, that which may be
compared with the facts, and that which may be predicted on the basis
of facts. In addition, inquiry is used for hypothesis-formation, a skill
familiar to the children as demonstrated by their preference for
information~testing questions.

The ability of a listener to hypothesize while he is listening,
that is, to provide himself with an anticipatory set about the material,
appears to be a significant aid to listening comprehension.(Keller,1966)
The significance of the anticipatory set, as a strategy worth developing
in the children, is additionally supported by its compatibility with
the objectives of inquiry and qognitive processing beyond the recall
level., It is a strategy the mass media have applied for years to keep
listeners tuned in and focused on the purpose of the message: "How will
Tarman rescue Jane from the man-eating tiger? Will the no-enzjyme
detergent get the wash as clean as the enzyme' detergent?"

While the message senders of our mass media will céntinue
providing the message-receivers with such ready-made anticipatory sets,
it seems most useful in a learning-how-to-learn program to have the
listeners leargpfchm their own hypotheses befcre and during a communi-
cation by asking questions about it. The listener's anticipatory
questions provide him a focus, a frame of reference through which to
consider the incoming data. These questions are also valuable in that
they can trigger thinking processes relevant to the message, and thus
profitably exploit the thinking time availed by the differential between
speaking rate and thinking rate, whether that is the estimate of approx-

imately 200 words per minute one study showed (Touissant, 1966), or
the thousands of words per minute suggested by the accomplishments of
some speed readers., Both the listener's attention to the material

and his purpose in listening to it are fostered by his anticipatory
questioning. This helps the listener get to his tasks of associating
the ideas within the material and associating his related experiences

to those ideas.
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The complexity of these and other processes required in
comprehending relatively longer units of expression in the new,
or second language suggests that some general objectives might be
derived for sequencing instruction, and that specific objectives
might foster daily success toward the long-range goal. The long-
range objective in the Listening program is learner skill in
comprehending a message, retaining the salient features of the message
(through answering his anticipatory questions and summarizing the
data), then using other resources to answer (i) anticipatery
questions which were not satisfactorily answered by the message, and
(ii) other questions generated as a result of the message.

Acquisition of an anticipatory set, and familiarization with the
thought _rocesses comprising comprehension skills (cf. p.4) are the
general learner objectives for Stage One of the program, made up of
fifty-four daily lessons of about one half hour each. The specific
objectives for each Stage One lesson are for the learner to ask
questions before listening to a story, and to answer such questicns

.after listening to the story.

Fach thought process is the for i e stories in a sequence
of several lessons., For example, Qi xteen through eighteen
the children paraphrase from one symwuiic form to another through such
activities as building simple models after listening to an oral descrip-
tion of them, and selecting and sequencing illustrations appropriate
to a story after listening to the story.

The general objectives for Stage One are accomplished by
(i) a cumulative sequence of cognitive objectives extrapolated from

A Taxonomy of Educational Objectives for the Cognitive Domain

(ii) the procedural content of basic lesson format, ard (iii) the
design of the oral messages in story form to focus on a particular
cognitive objective for each lesson.

The cumulative and sequential nature of the hierarchy of cogni-
tive objectives which comprise the outline might be simply illustrated
by pointing out the need for a child to have knowledge of certain

categories and classes before he can apply the comprehension process
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of comparing relationships among them.

Procedural content of Stage One lessons provides a sequence
of steps to insure learner success through observation and practice
of the behavior specifically desired. A typical Stage One lesson is
composed of three short stories, each story comstructed as a paragraph
of seven or eight sentences at most, drawing on the fund of language
structure provided in the ESL program.

The function of the first story is to provide the learner a
model analagous to his expected behavior. The teacher has & puppet
ask anticipatory questions based on an introductory sentenceé she
gives about the story she'll read. She reads the story, and then calls
on volunteering chidren to respond to the questions the puppet asked
in advance of the story. Children respond to the questions, and peers
evaluate the responses for appropriateness, with the teacher assisting
by confirming or correcting responses on the basis of the story.

The function of the second sStory is to provide the children
practice in asking anticipatory questions based on an introductory
sentence. Volunteers ask questions, and the teacher writes them on the
chalkboard so they may be answered after she reads the story. As after
the first story, the teach again calls on volunteers to respond to
one another's questions, ~~3 on other chldren to evaluate the responses.

The third story provides a final session in which the children
ask questions before listening to the story, and answer them after
listening to it. After this third, and last, story all the children
respond to the advance'questions by circling pictures on a worksheet.
This tests the listening comprehension of all the children.

Each story in a lesson is designed to focus on a particular
cognitive process, such as the extrapolation process of predicting the
continuation of a sequence. Thus the introductory sentence for each
story is designed to elicit specific questions about the story, i.e.
questions about the sequence of events in the story, questions about
the causes and effects in a story, questions about the generalizaticms

which might be made on the basis of evidence presented in the story. etc.
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The children's guestions which are related to the particular
cognitive objective of a story are called "planned questions."
To answer these questions, the children have to apply the thought
process which is the focus of the story. For example, here are the
introductory sentences, the children's questions, and the story for
an early Stage One lesson in which the focus is distinguishing related
from unrelated objects, a preliminary to the later task of distinguish-
ing related from unrelated ideas.

Teacher: I'm going to read you a story about Sammy.
He saw his breakfast on the table, but he also
saw something he didn't need for breakfast there,
so he put it on the floor.

Joe : Did Sammy see a car? .
Carl : Did Sammy have a truck?
Ervin : Did Sammy have a cat?
Ilene : What did Sammy eat for breakfast?
Leona : What did Sammy put on the floor?
Teacher : Sammy was getting ready for school. He was all

dressed and ready to eat breakfast.

He looked on the table. He saw a plate of bacon
and eggs. He saw a glass of orange juice.

He saw his baby kitten, and he saw a piece of
bread. "Good," said Sammy. "Everything I want
for breakfast is right here on the table.

But I don't need this for breakfast," Sammy
laughed, "I'11l put it on the floor."

He picked something up from the table and put it
on the floor. Then he ate his breakfast.

Here are additional examples of children's questions from the
same Navajo class about another story in the same lesson, which had
different content, but the same focus on distinguishing related from

unrelated objects:

Renee : What did Bobby find?

Leroy : What did Bobby take to play baseball?

Renee : What did he leave in the closet?
Carolyn : What 4id Bobby think?

Garry @

What toy did Bobby want?
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The children who ask, answer, and evaluate the planned
questions and responses focus on distinguishing the related and
unrelated objects in the stories. Children who ask, answer, and
evaluate the other questions and responses also have a focused
purpose while listening. While the minimal set of planned questions
focuses attention on the cognitive purpose of the message, the
additional questions provide a broader perspective about the message.
After the third story, when the children respond to the pianned
questions by marking pictures on a worksheet, application of the
necessary thought process by all the children is tested.

Briefly, the formative evaluation supplied by teachers' response
on questionnaires indicated their own enthusiasm in discovering that
their children could ask such good questions. They provided ==mples
of questions and responses with every report, and these substantiated
their enthusiasm. The variety of questions asked in Stage One lessons
is exemplified im these random examples from both Navajo amd Fresmo

classrooms:? )
Did the boy do what Emily wanted him to do?
What kind of sounds did Jimmy hear?
After Joe's balloon popped, did he want to go o tThe bathroom°
Why did Danny put his clothes in one place and hfs toys
in another? ' .
Will Larry get a big balloon or a small balloam?
What did Mary Jane choose to play with?
What did Penelope make disappear? ;
How did she make. it disappear?

Though these examples are presented here without asscziation
with the cognitive objectives of the lessomns in which they were %

asked, they indicate the children's development in inquiry wéhich is
appropriate to the task at hand, relevant to their own curZimstty as ?
it was tapped by an introductory sentence, and substantizl =z the
kinds of information ‘it seeks from the stories.

Problems indicated in the teacheﬂﬂ@ reports for the Fimst Stage
0 ~ unit of six lessons reflect primarily a period of pupfi adjusiment

j- .ecoming familiar with the procedures in this new kind :== les=on.

141



Q

ERIC

Aruitoxt provided by Eic:

By the third lesson most of the children (on a scale of "all","most",
"about half", and "a fourth or less") in every classroom were volunteer-
ing to ask questions after listening to the teacher's introductory
sentences about a story. Problems reported for the rest of Stage One
were a random assortment reflecting occasional difficulties caused

by the size and accuracy of visual aids, inappropriate construction

of introductory sentences for the objective of a story, and similar
items which were remedied in revising the program for the second year

of use. )

The genﬁral objectives for Stage Two occur further along the
continuum tcward the long-~range goal, with specific objectives for fifty
more lessons. The comprehension processes are recycled in new stories,
with some additions. For example, in Stage One the children compare
relationships only by distinguishing related and unrelated objects.
During Stage Two the comparative relationship lesson-sequence expands
so the children distinguish object§, then actions, and finally ideas,
for their degree of relationship to each other.

The general objectives of Stage Two are to familiarize the
children with strategies for increased retention of material, and to
foster question-asking during a messége as well as before it,
concomitant with the long-range goal of hypothesis-revision, while
listening. In addition, the implication of a message for further
thinking and reaction is promoted by designing new activities to
replace the picture worksheets at the end of each lesson. To provide
for achievement of these goals through daily specific objectives,
lesson procedures were adapted so that each lesson contains one longer
story rather than the three short stories. This story is presented in
two parts, a short introductory paragrapﬁ, and a longer conclusion.
The children's objectives are to ask questions after listening to the
TFirst paragraph, then answer them after listening to the entire story.
The children then contribute to an oral summarization of the story,

which the teacher prints on large chart paper. The final lesson activity
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is playing a game, making models, dramatizing, or whatever activity
results most naturally from the content of the story the children

have listened to. For example, in a Stage Two lesson on paraphrasing,
the children listen to a story about a child making his own picture
book. The materials and the steps in the process are detailed in the
story. After listening to the story, the chidren end the listening
lesson by makingtheir own picture books following the same basic steps.
These activities perform the testing function of the picture-worksheets
of Stage One.

The objective of Stage Three is transfer of Stage One and Stage

Two skills to other areas of school study. This might be envisioned

as using for listening lesson content subject matter from science,
Zgg%%%vigug%iié:health and safety, math, and so forth. Respect for the
4subject matter of these.and other areas. however, suggests that certain
Listenirg lesson characteristics might instead be applied to other
subject area lessons.Within the design of the second grade curriculum
developed by CITE, for example, the children are encouraged to ask
questions before and during lessons in all subject areas. They answer
these questions at the end of the lesson, classifying unanswerable
questions as potentially applicable for the next lesson. The CITE
reading program, too, is characterized by the children's selection

of questions in advance of reading and then response to these questions
after they have read.

But further development in listening is smggested .by the research

in this field if the learner is to bemefit frum the skills taught

in Stages Onethrough Three., Two pieces of ewidence indicate the further
direction for the Listening program ir Stages Four, Five, =nd Six.

One motes the significant difference Zn the comprehension and retention
of material by the listener who has a favorsble amticipatory set in
contrast with the listener who khas an mnfaworable bias at the outset.
(Keller, 1966) The other notes the temporary paralysis that occurs

when a listener hears a "loaded word,” that is, a term that is emotion-
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laden for him. (Toussaint, 1966) This might, indeed, cause a listener
to "see red." While any practiced rhetoriticjan is aware of this, and
uses it, school children are rarely taught how to handle the situation
as listeners, If the learmer can retain the relatively objective kind
of anticipafory set practiced in the first three stages of the program,
and then become skilled in recognizing propaganda technigques, perhaps
his chances of becoming a skilled, mature listener will be increased.
Toward this end, among others, generzl objectives for Stages Four
through Six are designed. They refer generally to curriculum develop-
ment for late second grade through fifth grade for second language
learners.Maintenance of basic listening comprehension strategies from
previous stages characterizes each new sStage.

General objectives for Stage Four are further development of
hypothesis-formation on the basis of a message, for example, asking
questiOns'hﬁfafe¢ By information presented in the area of natural
science; and familiarization with other resources for seeking answers
to such questions, for example dictionaries and other reference works,
resource speakers, and experimentation. The cognitive processes for
this stage are characterized by the application skills described by
Bloom, in which the student learns to select the appropriate kno.ledge
and comprehension skills for solving particular problems.

Stage Five is characterized by transfer of the major strategies
learned so far to understanding persuasive messages, including famil-~
iarization with various propaganda techniques. Analysis, synthesis,
and evaluation skills described by Bloom are introduced in this stage
An explicit objective is maintenance of objectivity in message-receiving..
through awareness of the purpose of such messages and skill in
individual hypothesis-formation, revision, and testing.

Stage Six recycles anazlysis, synthesis, and evaluation processes
in more explicit terms, for a variety of purposes, including classify-~

ing messagrs by distinguisiing between those whose value is self-
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contained (some humorous stories, fantasy, etc.), and those worthy of
further investigation (some political rhetoric, traditional subject
area studies, etc.). A main objective is for the students to evaluate
messages for their major value, their critical contributions and

errors in information and logic, and to demonstrate thoughtful reaction
when it is both appropriate and of personal interest.

On the basis of Lambert's studies on young children being schooled
in French as a secondlanguage (Lambert, 1970), the potential seems high
for transfer of Listening program strategies taught in the second language
to the children's native languages, that is, to voluntary application
to message-receiving in Navajo or Spanish. Covington's reference to
the need for coordinating such thought processes with more traditional
objectives, such as acquisition of subject matter and assimilation of
cultural values suggests another possibility for multilingualism and
multiculturalism. The organizaticn of cognition suggested by Bloom
reflects the academic nature of English-speaking American educational
institutions. Perhaps some basic Listening program strategies may be
- applied to other content subst: .ted from the organi-
zation of thinking reflected in the culture of the native language.

The working hypotheses of the Listening program suggest a multitude
of questions for study. Does this program effect betterlsecond language
comprehension on the part of the children participating in it, than
on the part of similar children who do not participate in it? What is
the effect of the anticipatory set on children who generate it for
themselves as contrasted with its effects on childremn who only listen
to questions generated by their peers? What is the relationship of

oral question-asking by Navajo children to their development of inner

speech? Considering the potential for early intervention in the
educatlon of chlldren, vhat would be the effect of introducing this
program in the children's native language before first grade, and ?
continuing it in the second language once sufficient fluency is gained

in the second language? Its 31gn1f1cance as a teacher-tralnlng program

for beginning inquiry education is suggested by the unsolicited

Ffavorable appraisal of teachers who have implemented it in their
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classrooms. What would be the effect of a condensed version of
the Listening program for the purpose of teacher training in recogniz-
ing and encouraging good questions on the part of children?

These questions suggest the scope of investigation possible
on the basis of the Listening program, just as this model suggests

possibilities for the better language education of young children.
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THE HOME-SCHOOL LANGUAGE SWITCH PROGRAM
GRADES K THROUGH FIVE™*

WeE, Lambert and G.R. Tucker
McGill University, Montreal, Canada

This paper reports on a longitudinal, community-based study of two
groupe of English-Canadian children (a Pilot and a Follow-up class) who
undertook their elementary schooling exclusively in French for Kinder-
garten and Grade I, and then, from Grades II through V mainly in fFrench
except for two half-hour periods of Engiish Language Arts. This report
focuses on the working hypotheses that guided the esvaluation and on the
measursement techniques used to assesc ths program's impact on the cog-
nitive development of the children. This educational expériment has uni-
versal relevance since it touches on an educational matter faced also by
minority groups in all countries aﬁd by moat citizens in developing na-

tions.

The parents of the children were concerned about the ineffectiveness

of current methods of teaching foreign languages, and were impressed with

recant accomplishmenta in teaching science and mathematics in the sarly

elementary grades. They alsop realized that, as residents of a bicultural

4GSR e £

and bilingual society, they and their children are part of a much larger
experiment in democratic co-existaence that requires people of different
cultures and languages to develop mutual understanding and respect. An
essentiel first step for them wes learning the other group's languags

[ thorsughly. The program worked out may well serve as a model because the

* A report prepared for the Conference on Child Language,
Chicago, November, 22-24, 1971,
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overall scheme (referred to as a home-school language switeh) is simple
enough to be tried out in other bi- or multicultural communities around
the world, or, and perhaps of more importance, in essentially unicultural
sattings whers a serious desire exists to develop second or foreign lan-
guage proficiency. In any case, a basic educational issue is involved here:
rather than estimating how many years of schooling should be provided in -
order to develop an undefined level of ability in a foreign language, the
sducator in this case asks how one goss about developing complete bilin-
gual balance in the home and school languages (see Lambert and Tuckef,
1971).

The hypotheses that guided us are given below along with a resumé of
the types of measures used and the overall results obtained. WUe have com-
pared the linguistic, cognitive and attitudinal development of the Pilot
‘and Follow-up emxperimental groups with control children carefully matched‘
on non-verbal 1.Q. and social class background, who Followed normal English-
Canadian and Frenbh-Canadian academic programs. The Experimental and English
Control classes were also comparable as té parental attitudes toward French
people and cultuée, and motivation to learn the other language; in fact if
given the opportunity, the large mejority of the control parents would have

placed‘their children in experimental classes.

(1) What effect does sgph an educational program have on_the Experimen-

tal children's progress_in i

I

.uage skills compared with the English
Controls? The overall answer is tnat they are doing just a. well as tﬁe Con-
trols, showing no symptoms of retardation or negative transfer. On tests of
English word knowledge, discrimination and language usage, the Experimental

Pilot Class falls above the 80th percentile on national norms as do the
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Controls, indicating that those in the experimental program do as well as
the Controls and still perform at a very high lsvel in terms of national
norms, Their reading ability in English, their listening comprehension and
their knowledge of concepta in English (Peabody Pipturé ﬁocabulary) are all
at the same level as those of the English Controls.

All signs are favorable also as to their progress in English expressivs
akills. When asked to retell or invent short stories in English they do so
with as much comprehension and with as good or bstter command of rhythm, ine-
tonation, enunciation and overall expression, Their spontaneous productions
are as long and complex and their vocabu;afy as rich and diverss.

Their facility at decoding and utilizing descriptive English speech pro-
duced by children or adults is also at the same level as that of the Controls,
and their word associations in English show as much maturity and appropriate-
ness. Since they were at the same time reliably faster in making associations
in English than the Controls, their spead of proceseing English may be advan-
ced over that oé the Controls.

(2) How well do children progress in deweloping forsign language skille

_ under such a scheme when compared with children from F:gnch-sgeakzhg homes

who follow a norﬁal all-French program of study? The answer is that thsy

fare sxtremely well. Their French listening comprehehsion score was COMmM=-
parable to that of the Controle from Grade 11 on, and their knowlsdge of
complex French concepts, measured with a French version of the Peabody
ﬁictv?e Y- ~=nyla-- Tast, is remarkably advanced. In fact, at the Grade Iv
le.8l, thay acore at the same level aé the French controls. From Grade I on,
they have developed native-like control over the smaller units of French,

but when asked to retsll and invent short French stories, the linguists
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rating their oral proficiency find that their rhythm and intonation an+!
their overall éxprassion in French are noticeablly inferior to that of "
French Controls, even at Grade IV. Still, thay have much b=tter ovarml.
expression, enunciation, and rhythm and intormticn when im=mnting stoTies
of their own rather than simply retelling stories, suggeziing that t-=y

are particularly motivated and clever when permitited tc =xpress their ow.
flow of ideas with their own choice of expzes:. ams. The werbal content af
their productions in French is.aa long ang :ompi.ex as —hat of the T- =~ 21s
and shows a similar degree of comprehension amd .:oc:abulary diversizty, .3y
make more errors in their French productions., esmezially errors =¥ @ dex
and contraction, but after Grade 1I, they do nc' make more synTes—ityos mis-
takés. Their free associations in French are @s ~apid, mature amt mprrroTri-
ate as those of the Controls. They also show as much aptitude as the Cen-
trols in decoding spontaneous descriptions ‘given by French adulZs or <>ild-
ren their own age, B*IGrade 1V, however, tizey are no lomger as -zhls ai> Ta-
tive Speakérs to decode the descriptions of snildren even thoughh thszy wrs
still as proficient as the controls when decoeiing adult descriptiors. FAma-
zing as the progress is when one considers thetr concurrent st=mding 4dn
Emglish competence, there is room for improwement in the expressiwves sskills
in French, assuming that it is desirable to nscome native-like in the: spo-
ken aspects of the language. Imaginative chanmes could be introducer irto
the program as it now stands a0 as to assure the high level attainec ir the
more passive skills while increasing expressivwe capacities as could saw.ly
be done by teaching physical educatior, musir and arts .subjects the: ierd
themselves naturally to social communlmzfion) ir Frenct. Teachate raw 3k

this type of program as they all were, have pert:aps oOvilooked che wweac =G
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compensate for the lack of occasions ouiside school for improving skill
in French expression. We believe now th=t attentic: can be directed tc
the content and fluency of the child's spesch without s:-- :ificing appro-~
priate form, structure and styls. Interaction withk Frenct wxhildren (up 2a
now practically nom—existent) would alsc improve the gmto img anilities.

(3) How well do children followimg this program peyfozm in comparai-

.=on_with Controls or_tests of a non-language subject mci=r sunh_as maths-

matics? The ansmer is that they perform et the same higir iev=l both grocups
scorimg beyond the S0th percentile) in both computatismal -=.d mroblem-soi~
ving arithmetic testa. One can be confident that these chi’ - ren have be=r
as able as the Frencn control groups to grasp, asaimisze = b oy iilize me-
thamatical principles through French, and thet they are absle = transfex
this knowledge, acquired exclusively through French, t= Erpli=r when tes-
ted in arithmetic skills through English, The teachers irm the Ixperimental
program are not better trained in mathematics than those im the Control
classes nor is mora time devoted to mathematics; their textz are Fréndh;

vergsions of those used in the English Control classses.

(4) What effect does & bilingual program . such as his. extended

through Grade IV, have on the measured intelligence of t*we thildren in-

volved? There is 65 sign at the end of Erade.IV of any intellwsrtual de-
deficit or retardation attributeble to the bilingual exmerience judging
from yearly retesting with Raven's Progresaive Matrices ane Lorge-Thorn-
dike tests of intelligencs. On the standard measures of creativity there
is evidence that the Experimental chilcren are also at tre sams lesvel or
slightly advancsd im generating imaginative and unaektal uses Far sveryday

atjects. This wmentzl alertness is consonant with their generally fastar
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rate of making free associations in English, noted earlier.

(5) What effect does the home~school language switch have on ths

cimildren’s melf concepts and their attitdﬁes towards Frsnch people in
gemeral” At ths Grade 11 and 111 lsvels their attitudes were much mors
fair ans charitable than those of the English and French Control chii-
dren. They were less ethnocentric and less biased towards their own =st>-
nic groum, =d they had healthy views of themselves as being particui==zly
friendiv, nice, tall and big but not extreme in smartnesss or goodne=s,
stggasting ‘that suspicion and distrust betwesn groups may be effectiv=ly
reducad’ by means of this particular academic experience.
Howevewr, in the Spriné 1970 testing, we found both the Grade IV ==t
11T level groups essentially similar to the English Controls in their ~:-
titudes. neutral to slightly favorable toward Europsan French, more haw:iile
towards French-Canadians and clearly favorable to their own group. WUe =xe
not certain what caused this shift, eg... the French-Canadién demands ffor
geparatism that were intense ét this time; a realization.that the feuw iFremch-
Canadiesms they meet at school happen to be from a lowsr social-class barx-
ground =nd are academically poorer; or just wanting to be like others m
their p=er group as they grow older; i.se., not wanting to appear too frmmich.
In the Spring l§7l testing, when the Experimental groups had moved up
to the grade IV and V levels we surveyed their attitudes in greater dekail
and compared them with the English Control classes. Here it became very svi-
dent t-at the Experimental children are able to use the French language sc
effectively =-hat they are able to communicate with and sstablish satisfwing
friencship with French-speaking people. Thus in contrast to the English Cor-

trol ~vildren they have developed sufficient language competence to anztle
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them to enter into *Me French-Canadizm sphere of social ac=.v.tlies, to
understand and apprremiate French peoouir and fremch ways t = much greatex
degres, and tc cersider themselves =x seimg botn French arg Inclish Cana-
dian in make-up. Furthermora they ar: axtremely satisfied with the French
program offered tmem and raject the idea of switchimg now Zc. am all-Eng-
lish program.'ln contrest, the Comtrciis who have had harcly amvy French
training relativeiy, cther thaen @ stamdard FLES progrem, fe=l =hey have
had too much French amd are much more Pavo—=nle to the pomariity of
switching to an all-English school syszem.

Finally, there is no svidence thaz tme self concepts ar= confused
in any way since the Experimental childrem at all grade lew:.ls discribe
themselves as beimg very good, happy, strong, friendly, ssu., rslative

to the Cortrol children's self ratings.

In Perspective

Although the procédure seems remarkably effective ir “this Canadizn
setting, pefmitting us to challenge varinus claims made shout the harm-
ful effects of early bilingual educatiom, still the scheme is not prope~
sed as a universsl solution for those natioms planning programs of bilir—
gual education. Imstead a more general guiding principls is oilfered: i
any social system where there is a eprious widespraad dasizs or meed TIT
a bilingual or muliilingual citizenry, tmem priority for early schooling
should be given to thes language or langumpss least likely =0 =® otherwise
developed or most likely to be neglected. In the bilingua.. case, this 31l
often call for the establisment of two elemm=ntary school siroams: One con-

ducted in language A and one in lamguage E. with teachers who either #re oT
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who “umciion as thoug: :hey were monolingual., If A were the more presti-
gicwus language, then w:tiwe speakers of A would start their schoolimg in
8, &d aftar functionzLl bilingualism is attained, use both languagss for
thewsr =choaling, Depsrciing on the socio-culiural sstting, various options
are open to the linguistiic m-nority group: pre-kindergarten or very sarly
schenli~z, with half day in 8, nelf In %j; concentration on B wntil reading
and writing skills are ¢¢ ~tified, with =mitching delayed; or a complstely
bilingu=l program based m tmo monolingually organized streams, etc. Rather
than teacning languages -# and B =s l=mguages, emphasis in all cases would
be ghif*=d from a linguizczic focus t:- using the languages as vehicles for
amcademiz rontent.

The Poovince of Quenec provides ¢ convenient illustrative axampls.
Here the French-Canadiams - a national minority group but a zlear majority
in the Brovince - have © fairly powsrful political movement underway based
on French as the "workimg language" ard = desire to §eparate politically
From thm rest of Canath. For Emglish-spesking Canadians who see the velue
and imoortance of meuinwg two national lesrmuages, the homg-schoal language
siyitch as descried hece is an sppropri=m policy since Frerch Faoxr them

weaic stheruise be byp=sssd except in typical second-language + raimiing

pmome2ns  that kawe not produced the required proficiency and since it is
ce=tmim et the use o English will. b= supported because of the English
narture 3T the rest of T=made ang the =Toximity to the U.S.A. Fremch-Cana-

dizns, Mowsver, have reason fo faar o tosa of their language Tazusc &5 they

attzched to minority languages in Nor:- America. French-Canadiane also may

¢einigrate tmeir diszsct of French, since it is at variance with that version
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given sucm higi status im France. The home-school switch would worry them,
=g it would any North Americam minority group, because they belisve that
Znglizsh would sasily swamp oul French, and that their home language is not
stande=ré snough, meking traiming in "school™ French a requisite. In such
circwmstences, a valuable eltsrnative would be to start a pre-kindergarten
p—ogrem &% age 4 with half day in French and half day in English taught by
two 4ifF=rent teachers pre=menting themselves as monolinguals, continuing
throuph kindergarten, Starting at Grade I, two separate academic offerings
could be instituted, one fully French and the other fully English, with op~
tions Tor sach student to move from one to the other for one or several cour-
ses umtil the two languages are brought to equivalent and high-lsvel strengthse.
Such = program could, of courss, integrate French- and English-Canadian chil-~
dren who so far have temained sssentially strangers to one another because of
ssparate schocls based on raligion and languagee.

In the Canadian setting, however, political decisions could have impor-—
.ent counteracting conmaquermces. For instance, a widespread movement for uni-
inguelism and separatZmm cmuld postpone the thorough masfery of English be-
vond the Teceptive early yeems and 2ll the advantagses of being bilingual could
pasily pams from the mimority group to the powerful English-speaking majoriuy
whose children now have the apportunity to become fully proficisent in French

gnd English.
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BILINGUAL LEARNING FOR THE SPANISH SPEAKING PRESCHOOL CHILD
Shari Nedler and Judith Lindfors
Southwest Educational Development Laboratory

Austin, Texas

Although numercus early childhood projects have focused on the develop-
ment of educational programs for disadvantaged children, relatively little
specific attention has been given to those children in our society who enter
school speaking a language different from that of the Qider community. For
example, apprqxima;ely 40 percent of the more than five million persons in
the United States of Mexi.an origin or ancestry live in Texas. Most of
these persons are native Spanish speakers living and working in an English
speaking society. The 196C census in Texés reported that the median schocl
years completed by the Anglo populatibn over tﬁenty-fiﬁe years of age was
11.5 years. But only 6.1 years for the comparable Spanish surname population.
Typically, the Mexican American child--urban and migrant--with a home lan-
guage of Spanish, reéches school age with little knowledge of English. His
proficiency in Spanish is often limited as>well. One result is that a large
percentage of Mexican'Aﬁerican children in Texas fail the first grade. They
fail because they ére so involved in learning English they cannot master
first grade content.

According to Dr. Bruce Gaarder of the United States Office of Education,
bilingualism can be either a great asset or a great liability. 1In our
schools millions of children have been cheated or damaged, or both, by well

intentioned, but ill infcrmed educational policies, which have made of their
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bilingualism an ugly disadvantage in their lives., Children entering school
with less competence in English thaﬁ monolingual English speaking children
will probably become retarded in their school work to the extent of their
deficiency in English, if English is the sole medium of instruction. On

the other hand, tﬁe bilingual child's conceptqal development and acquisition
of other experience and information could proceed at a normal rate if the
mother tongue were used as an alternate medium of instruction.

Research on bilingualism indicates that whether or not bilingualism con-
stitutes a handicap, as well as the extent of such a handicap, depends upon
the way in which the two languages have been learned. The result of a study
conducted in Montreal by iawbert indicated that if the bilingualism was
balanced, that is, if there had been equal, normal literacy developed in the
two languages, bilingual ten-year-olds in Montreal were markedly superior to
monolinguals ou verbal and nonverbal tests of intelligence. They appeared
to have greater mental flexibility, a superiority in content formation, and
a more diversified set of mental abilities.

Proficiency in two languages is not, however, a sufficient goal for bi-
lingual education. In the United States, increasing emphasis has been placed
on the need for educational interventions which will provide the non-English
speaker with the concepts necessary for success within the public school
system. Initially, designers of such interventions focused on linguistic
problems relevant to learning a second language. As these approaches began
to be applied in experimental learning contexts, it became evident that the
learner progressed more rapidiy on both concept and language acquisition
when he did not have to learn the concept through the new language, but rather

was permitted to -use his own language for concept acquisition. The subtle
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implication of this is that concept acquisition is facilitated by use of
one's first language, not only because the language is familiar and pre-
sents no interference to the assimiliation of content, but also because the
new concept can be readily tied to existing concepts within the learner's
ideational system. Further, the integration of a new concept with familiar
concepts is facilitated when the referents of the new concept grow out of
the same culture as the referents of the familiar concepts.

This snggests.that the concepts which the non-English speaking child
in the United States brings to school with him axe far more sophisticated
than his faltering use of the =nglish language and lack of familiarity with
the Anglo middle-class culture of the public school give him the opportunity
to demomstrate. It aléo raises questions about the most appropriate way to
teach English to non-English speakers in the United States, and the most
appropriate way to tie concepts based on the Anglo culture to the existing
culture~derived concepts of the learner.

One institution for which this question is of primary concern is the
Southwest'Educational Development Laboratory located in Austin, Texas, and
one of eleven regional laboratories created by'the federal government to
improve the quality §f éducation within the United States. Children who
are economically disadvantaged\or culturally different compose SEDL's target
population. The majority of the children within the target population speak
little or no English when they enter school.

In determining the philosophy and approach for the creation of the
Bilingual Early Childhood Education Program, the Laboratory drew upon re-
search literature in the fields of bilingual education, eafly childhood

education, and educational psychology; the empirical research conducted by
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the Laboratory's Migrant Educational Development Program on the educational
needs of Méxican Americans; and the basic development goals of the Laboratory.
Staff members with varied background~-educational psychologists, develop-—
mental psychologists, early childhood specialists, learning disability
specialists, lingﬁists, research and evaluation specialists, biiingual teachers,
paraprofessionals, and parents——helped to identify strategies for the in-~
structional program. Their knowlédge contributed to the design of instruct-
tional sequences that matched the developmental needs of the children. Their
interaction during the design stage minimized the possible éonflicts that
could arise between the.curriculum of the school énd the culture of the home.
. Specific assumptions regarding the target population support the in-
structional program. These assumptions are based on extensive observations
both in the home and the school, as well as objective test data, and represent
the strengths developed during the child's early years.
1. The Mexican American child at age three comes to school with
a language. He can communicate effectively in Spanish with
‘goth adults and peers.
2. For the most part, his basic perceptuél abilities are intact
and there is no evidence of the existence of unusual or ex-
tensive learning disabilities.
3. Due to the existence of a strong family system the majority of
the children have developed many of the inter-personal skills
that usually do not emerge until later years. |
4. The child has had maﬁy meaningful experiences within his home

environment and brings to school an experiential knowledge base.
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3

Goals for the instructional program build upon the strengths identified
in the target pofulatioq. All instrpction begins with the child's home
language. Acceptance and usage of the child's language is critical to the
development of a healthy self-concept. The objective of the program is to
build up competenée in the child's first language by expanding his basic
fund of information and.only after a child has demonstrated mastery is the

; concept introduced in the second language.

Building upon intact basic perceptual abilities, experiences have been
designed which require that the child use all sensory channels available
for encoding and decoding information. These activities systematically
focus on a sequential prescntation of éensory motor experiences to which
language can be attached through the use of concrete objects that are per-
ceptually meaningful.

Typically, thé three-year-old Mexican American child has internalized
the values of cooperation, sharing, and independent responsibility for many
of his basic needs. Extension of these strengths in terms of program goals
in&olve the develdpmeﬁt of individually assigned tasks which enable the
child to work toward an increased attention span, persistence in task com-
pletion and self evaluation.

Content of instructional units is carefully selected to relate meaning-
fully to the child's experience background. Instruction during the first
weeks of school systematically focuses~on the child's new environment.
People in the room are identified, rules of behavior are specified, and in-
structional materials are located and labeled. This initial introduction to
school is followed by materials on self-awareness. This enables each child

to become more aware of himself as he relates to others, which he must do
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before he can meaningfully perceive his new environment. Instruction
séquentially moves from the familiar to the less familiar. Stereotyped
concepts are avoided, both for the child's culture and the dominant Anglo
culture.

Unit organization integrates and reinforces the skills learned in the -
different types of lessons. Whenever possible; lessons in all areas have
been planned to correlate with concepts introduced in the unit. Since
many of the new concepts are unfamiliar to the child, hejcannot be expected
to fully master them in just one lesson. The unit approach allows oppor-
tunities for him to become familiar with these concepts in several types
of lessons and to apply them in other contexts.

In all its aspects, the program moves sequentially from what the child
knows to what he does not know. Concepts appear first iﬁ Spanish, then in
knglish; content begins with concrete objects, moves to pictures and two-
dimensional representations, and concludes With only the use of words.
Within each skill level the child builds gradually in small steps, adding
new elements to his skill or learning new applications for skills acquired
in other contexts. Because of the unit construction, new knowledge and
skills from one type of lesson can be reinforced, in either language, in
different types of lessons. All of these features integrate the program and
insure that the child®s learning is firmly grounded, meaningful'to him, and
useful for thinking and problem solving.

The English language component of the preschool and bilingual kindergarten
programs, has been strongly influenced by the Navajo Bilingual Academic
Curriculum, prepared under the direction of Robert D. Wilson. This influence

is particularly evident (1) in the underlying assumptions of the component
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(drawn from linguistic, learning, and pedagogical theory), (2) im the br—=c
objectives of the component, (3) in the selection and sequencicz =f the
material presented, and (4) in the basic teaching procedures u=szd.

The English language component is firmly rooted in the notzmm that

language is, basically, an internalized, self-contained system of rules

according to which sentences are created, spoken, or understood To "know

a language" is to have internalized the system of rules accordir: o which
native speakers of that language utter and understand sentenc=s. The gpal

of the teaching of English, then, is for the learner to internalize the set
of rules according to which (1) he can create and utter sentences that an
English speaker will readily understand, and (2) he can readily understand -
the English sentences spoken by others, sentences which he may never have
uttered or heard before. It is the learner's ability to speak and understand

sentences beyond those used in the teaching, that musi be the final test of

an English language program for non-native speakers of English. 1If at the %
end of a language program the learner is able to speak and zomprehend only

those sentences included in the language program, then he hs:s learned the

language program, but he has not learned the language. The language program

described in the following pages is designed (1) to reveal to the learner,
through carefull& selected and sequenced English language samples, the system
which underlies the particular sentences used, and (2) to involve him actively ;
in the use of the language structures so revealed. The particular seuntences
used in the program do not have tremendous significance in and of themselves.
They do not convey weighty meanings, but rather are clear manifestations of
parts of the underlying language system according to which the child will

ultimately comprehend and produce many other English sentences.
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Each element of the basic definition of language (above) has been crmeizs
in shaping the Basic English Language Structares Program. Let's look at
those elements one by one, to see how the key concepts in thi; notion of Tan-
guage (rules, internalized, system, self-contained, spoken or understood,
created) have shaped the writing of this component.

Rules

; Far less time is available for teaching our students their second lan—
guage (English) than was available for ''teaching"” them their first languzage.
Since we can provide our students with.only a very limited amount of_"second

language data,"

we will have to control, to structure, that language data,

if we want our students tc avolve--in a short period of time——a system of rules

like the native speaker possesses.

This English language program controls the language data presented to the
child in three ways:

1. Selection: The items (rules) taught are those which are most general and
basic, those which constitute the skeletal framework of English, those
which'are the funﬁamental elemenﬁs, relationships and processes according
to which native English speakers form,lutter, and understand sentences.

No nursery rhymes are included; no "pleasantry language' is introduced
(e.g., "How are you? I'm fine. What's your name? John. Where do you
live?" etc.); and very little vocabulary is taught. (This component often
uses the vocabulary taught in the other components). In short, it is the
goal of revealing the system of rules of English that has governed the
selection of items for the lessons.

2. Sequence: The selected items are arranged. so that the step the child takes

from one rule to the next is small (e.g., "John is hOpping,"'then, "Jotin

156



- 157 =

is hopping to Mary."); so that the new rules are comstantly integrat=d
with those previoumsly learned (emablirg the child to build a system wf
interrelationskips); and so that flesh is gradually put on the skeleton
——the basic framework--by returning to rules and relationships learned
earlier in ; simple, basic (and accur=te.)) form, and expanding them at
increasingly complex levels. This involves spiral learning, not unlearn-
: ing re-learning.

3. Amount: 1In each lesson the number of new rules taught (or the number
of new relationships among familiar rules taught) is strictly limited.
The aim is that the child completely control a basic framework accord-
ing to which he can organize and interpret language he encounters
subsequently, rather than that he be superficially exposed to a wide
range of rules. However, the activities in which the language is used,

the games and procedures in which the children are involved, are

deliberately varied. It is. the language patterns presentea and not the

chi;dren's active participation, that is limited in each lesson.

Besides controlling the amount, selection and sequencing of language
data presented, the ﬁrogram employs a basic téaching method which increases
the probability that the learner will internalize the set of English rules.

In each lesson there is a period of initial listening for the child, approxi-
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mately three minu;es long. During this period, clear, sharply-focused

examples of the rule(s) for that lesson are presented, from which the child

can induce the rule(s). We have all known far too many children learning
English as a second language‘who say things like "I jumping' or '"This a block."
Yavy of thase children were required to produce unfamiliar sentences in the

new Lawnguage before they had been given ample opportunity to listen to those
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sentcncas, to process hem mentally, to grasp the elements and combinations
cf €Zemerts that were -resent. Traditionally, experts in the teaching of
Engl:sh 25 a second language have told us "Listening first, then speaking..."
But Zew programs have =aken this advice to heart (the "Wilson program"
being a notable exception). This program does take the "listening first"
advice to heart; in each lesson the child is to listen first and Znducs

3 the rule, and then to speak, applying the rule in a way (verbally) that wZll
enahle the teacher to provide feedback as to the correctmness of his induction.
Notice that the listening is prior to the speaking; it does not replace it.

There seems to be some confusion among second language teachers, about
what "listening" and "speaking a language' are. Some have regarded listening
as z passive thing--as simply the absence of saying something. But "listen—
ing" is used here to r=fer to a very active and demanding process, that pro-
cess in which the brain organizes, structures, interprets, relates the sounds
it receives. Developmz=nt of this kind of listening ability clearly has sig-
nificance for the child which reaches far beyond its importance to him in
1earning‘English. Throughout his school career (and beyond), keen listening
ability can be one of the child's greatest intellectual assets.
Some have regarded "speaking' in the second language as little more

than making verbal noises using some vocabulary items from the second language.
But to speak sentenées in a language is to engage in rule-governed behavior;
it is to apply rules which one has disgerned. One cannot apply rules which
he does not possess. Far too much of our verbalization in the second language
classroom has required children to utter strings of sounds which they have
not yet processed mentally through active listening. By having the children

listen first and then speak, this program aims to substitute rule-governed
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English verbal behavier (i.e., "speaking English"!) for the all-too-typical
uttering of strings of verbal sounds .

This procedure of moving from inducing the rule through active listen-—
ing to applying the rule in speaking, is sound scientific procedure as well
as sound second lénguage learning procedure. The scientist observes parti-
cular cases and makss a hypothesis ba%ed on his observations; the second
language learner listems to particular English'language samples and induces
the rule--the pattern of elements and combinations~~underlying the samples
he has heard. The scientist tests his hypothesis in a controlled situation
and either confirms or disconfirms it; the second language learner speaks
sentences according to the rule he has induced, and receives feedback from
the teacher as to the correctness of his induction. The scientist makes his
steps very explicit; the five-year—old Spanish speaker learning English does
not. But the process this language program employs is composed of a comparable
set of steps to discover and confirm language rules from a given set of data,
just as the scientist attempts to discover and confirm physical laws oY
principles from his data. In using this learning procedure, the child is
developing a powerful tool for all his learning, not just for language learning.

Internalized

At.no point in the English language program is the child explicitly told
a rule; at no point is he told what does or does not occur in English. Rather
he is shown, through carefully selected and sequenced representative samples
of English sentences; what does occur in English, what kinds of basgic elc-
ments and combinations the language does include. Further, at no point in
the program is the child asked to explain or justify why he selects and combines

certain elements in one way rather than another. He is simply expected to
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induce rules from the s=mpiles provided, and then to speak and understand
aécording to them. We koow that very few native speakers of a language
are zble to specify accurately to "externalize"-—the set of rules governing
their speech and umderstanding. We don't ask this of second language speakers,
any more than we ask it of native speakers. And we know further, that ability
to specify the rules does not cause a native speaker of English to be a better
speaker of English. The group of native English speakers who are linguists
by profession znd are able to specify the rules of their language, do not
speak English better than the group of native English speakers who are
physicists by profession and who are unable to specify the rules of their lan-
guage. So——the child in this program will not listen to or speak 1anguage‘
rules; rather, he will listen and speak according to language rules which he
will internalize from the data provided.
System

An effort is made throughout the program to teach each part of the system
in its entiréty. For example, the éntire set of subject ﬁronouns is presented,
then the entire set of object pronouns. The whole set of articles, of_basic
verb types, of basic adverb types, of Easic question types, etc.~-the total
set of significant structures within some area of English synta# is taught,
rather thén just those specific items which are used most frequently in con-—
versation. Further, the structures taught are deliberately presented in
various combinations and relationships. Within each lesson, related question
and answer structures are paired (as is done in the "Wilson program'). New
structures are regularly integrated with those previously learned. Many
lessons are included which do not present new structures, but serve only to

relate previously learned structures in new ways. And so the program gradually
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reveals the system: by presenting the total set of significant elements
aﬁd relationships for each major syntactic area, by constantly combining
and re-combining familiar structures, by incorporéting new structures with
those already learned.

Self-Contained

Contrastive studies of Spanish and English, and the past experience of
those who have taught.English to native speakers of Spanish, have been help-
ful in suggesting which parts of the English language system may be trouble-
some for the native Spanish speaker to learn, at which points the learner may
encounter strong interference from Spanish. This information has helped us
decide how much time to devote to the teaching of the various parts of the
program. But the information from contrastive analysis and teachers'
experience, has not guided our selection of what to teach. Only the English
Tanguage system itself--without reference to Spanish or any other language
system-~can determine what must be taught. And what must be taught 1s pre-
cisely the set of rules basic to English. This English language program is
not a patéh-work; a bits-and-pieces aéproach desizned to prevent particular
predicted errors. The child is not told "In Spanish you say X; in English
you say Y." He is not encouraged to think of Spanish and English as sets of
equivalences or near-equivalences. He is, rather, enccuraged to learn
English wholly within the system of English, to "think in English."

Spoken or Understood

This program provides for both of these basic language behaviors by
utilizing listening activities followed by speaking activities in each lesson.
The typical movement of the child's participation in a lesson is from listen~-

ing only (approximately three minutes), tc listening and overtly responding
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(e.g., following commands, nodding or shaking his head in answer to a "yes-
no" question), to answering questions (responding to conversation initiated
by someone else), finally to asking questions and giving commands--i.e.,
taking over the full responsibility for initiating and propelling conversation.
Of course the later activities in a lesson require active listening as well
as speaking, for the child is responding to meanings in his speech; he is not
unthinkingly parroting a teacher's question or answer in a group.
Created

How does the progrém move the child toward the creative use of English,
toward that capacity.which the native speaker possesses to say sentences he
has not previously encountered? Obviously, by presenting him with, and having
him practice using, the basic systém according to which such sentences can be
formed. But also, by having the child select and ask questions in virtually
every lesson, (and not simply give rote answers), and by accepting--indeed,
encouraging--a variety of verbal responses, the program conveys to the child

the notion of flexibility, the idea that this language allows for infinite

variety within the rule system. This notion is crucial to his eventual creative

use of English. There is progressive movement from close control of language
structures toward more flexible use of the language, both within individual
lessons and within each level-—each year's sequence of lessons.

Basic Tenets

The following principles apply throughout the Basic English Language
Structures component:

1. Realistic situations. The situations which provide the context in which

the language structures of a lesson are used, are as appropriate and natural

as possible. For example, the child who is going to ask a question about an
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“action which was performed does not hear the teacher give the command for
that action and does not see the action performed. If he heard the teacher's
command ("Jump, John.") or saw the action performed, he would have no reason
to ask the question "What did John do?"--he a;ready knows, so his question
would just be carrying out drill practice in asking questions, it would not
be practice in using language in a purposeful way. Every effort is made to
keep the classroom situations from becoming "drill-like"; we try to keep

them "life-like," for it is in life, not in drill, that we want the children

to use English.

2. Meaningful responses. There is no mindless parroting of teachers'
utterances written into this program. There are no instances like the follow-
ing:

Teacher: What's he doing? (Say it.)
Children: What's he doing?

Teacher: He's running.

Children: He's running.

Teacher: What's she doing?
Children: What's she doing?

Teacher: She is walking.

Children: She is walking.

The reason for the exclusion of such parroting is simple: such parroting is
verbalization, but it is not language, and language is what we are teaching.
Language.involves meaning, and therefore we teach the child to create, utter,
and respond to sentences which convey meaning. This involves the "nindfulness"
of inducing and applying language rules, not the "mindlgEEpess".of repeating'
strings of sounds. Aiso, language involves a varietf of responses, but
parroting allows only prescribed responses.

3. Individual response. The children do not speak in chorus in this program

o

because that is simply not the way people spezk a language. (When was the
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last time you conversed in chorus?) It is language, not choral spe#king,
that we are teaching. Further, speaking in'chorus invariably distorts-the
natural rhythms of the language, so that the children end up practicing
chanting, but not practicing speaking a language. And finally, the very in-
dividual errors that the teacher needs to hear and correct are hidden when
the children speak as a group, and we end up with still more "I jumping"

; children. |

4, Acceptance of all appropriate responses. Every correct and appropriate

response (question, answer, nonverbal response, or whatever) is accepted,

even if it is not the response the teacher expected and was hoping to practice.
This is so much harder than it sounds! But the teachers using the program

are trained and regularl& reminded to keep in mind always, that the greater
the variety of acceptable responses the children give, the more we know that
they are moving toward that ultimate goal—-the creative use of Emglish.

5. Emphasis on questioning. If a child does not know how to question, his

power for learning is severely limited. The. children ask questions in é&ery
lesson. The program teaches the children (a) £é ask guestions (in lesson after
lesson, questioning is the fundamwmental activify), (b) how to ask questions

(how to formulate ecach basic type of question syntacticallf), and {c) to

select appropriate, relevant questions (to select their own questions in
various situations);

6. Use of complcte forms followed by use of shorter forms. When a new

structure is introduced, it is given in its complete form, even though the
full form might scem somewhat unnatural in conversation. This procedure (as
usual) comes from our concern that the children induce the language rulcs.

Elements in and rolationships between structures are more apparent in full
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forms than they are in shortened, more conversational forms. For example,

the parts of and relations between

"He is running."

and '"He is not running."
or

"He is running." and "Is he running?"

are more immediately apparent and more unambiguous than the parts of and re-

lations between

]

"He's running." and "He isn't running."

or

!

"He's running.' and "Is he running?"

With the.full forms, the addition of the negative element ("not'") to the basic -

sentence, and the rearrangement of the '"He isﬁ to "Is he" in the question are
obvious; with the shortened forms, this addition and rearrangement are less
obvious. . -

Just as it is important to present the full forms initially so that the
child can internalize the systematic processes which are operating, so it is
importang to move to the more conversational shorter forms once the children
"have" the rules. Moving from the full to the shorter forms is not only im-
portant because the shorter forms are the more natural forms for native
speakers to use, but also btecause they demonstrate the operation of znother
important process in English (and in every language):—-that of deletion. The
full forms of new sfructures are written into the dialogues initially, and

the shorter, more conversational forms are written into the dialogues later.

7. Initial emphasis on syntax, not vocabulary. Lessons in this |program in-
clude the teaching of vocabulary. However, vocabulary teaching is not the

main purpose of the lessons. For the first part of the program, particularly,
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only enough vocabulary is taught to enable the children to use the structures
wifh some flexibility. Later, with a shift in emphasis to content teaching
(after some degree of syntactic control is assured), vocabulary teaching be-
comes more important. Further, much of the vocabulary teaching is done in
other components.

The points discussed so far all concern the structural aspects of the
English language program: learning to use the processes for speaking and
understanding English, learning how to manipulate the sounds, words, sentences
of English, learning how to select elements and combine them in ways that
convey intended meanings. What does the program do about the functional as-
pects of Fnglish? What about English as a tool for learning, for conceptual
development? that role can learning English yplay in self-concept development?

There is a definite shift of focuz in Level III of the three—-level pre-—
school program and in the latter part #f the one-year kindergarten program,
from learning to manipulate the syntactic stéuctures of English, to utilizing
those structures in conceptual learning. That is, the first part of the
preschool and kindergarten programs develop thg child's capacity to express
meanings in English, assure that he has some facility in the mode of_ex—
pression; and the latter portion of each program uses that expression in de-
veloping intellectual concepts. The syntax of English is the end in the first
part of the program; it is the means to the end of cognitive development in
the latter part of the program. This arrangoment assures that the child will,
at any one time, be focusing either on gaining control of Lhe expression (the
syntax of the language), or on gaining control of the content (the basic con-
cepts and "world view" of the native speakers, of the language), but he will

not be required to cope with the two difficult areas (expression and content)
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simultaneously.

Notice that the two parts of the programs are not unrelated. Several
learning processes which are basic to the expression—focﬁé part of each pro-
gram are also basic to the content-focus part of each program. Throughout
the first part of'each program, there is a major emphasis on questioning:
in every lesson the child asks questions. He is systematically tavght to
use the various types of quéstion sfructures; he is given frequent opportuni-
ties to select appropriate questions in various situations; he is submerged
in the notion that questioning is a good thing, and that this behavior is
appropriate to the school setting. And this same emphasis on questioning
continues throughoui the latter portion of the English program. Also, the
basic procedure of first induCing the rule through listening and observation,
and then applying the rule in progressively freer, less cont:olled situations
is constant throughout the program. In short, in the first part of the program
the child is 1earﬁimg English, but he is also learning how to learn. These
procedures for learning are utilized throughout the program and lend con-

tinuity to it.

Finally we should ask "Does the Basic Enélish Language Structures com-—
ponent sexve in any significant way to enhance the child's good feelings about
himself as a worthwhile human being?" There is little empirical data about
what “self-concept” is and how it is positively developed; mostly we play our
.best hunches. However, we feel certain that building success upon Success
in the child's school experience can only serve to increase his feelings of
personal worth. The English'lessons try to assure the students' success by:
1. carefully c;ntrolling the amount of structure being focused on within

each lesson, so that the child knows that he will be responsible for
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a limited goal that is within his reach;

informing the child clearly at the outset of each lesson, what it is
that he is responsible for in that lesson;

providing ample practice of new structures and relationships, in each
lesson moving from teacher to student control of the use of the
structures;

steadily cequencing and regularly integrating the syntactic structures;
providing imnzdiate, unambiguous feedback about the child's response,
and-~if his respense is in error--informing him of what his error was
and what the correct form is:

evaluating, at the end of each lesson, the child's ability to use the
new structure or the new relation of structures which was presentéd at
the outset of tﬂe lesson and practiced throughout, so that the child
leaves each lesson with the definite and concrete knowledge that.he has

--once again--mastered the objective.
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Some linguistic and stylistic features of Child Black English

Mary Ritchie Key, Laila Fiege-Kollmann, Ernie Smith

This paper is a result of a linguistic seminar1 and further indivi-
dual study which focused attention on child Black English. In becoming
acquainted with the varieties of Black English (hereafter BE) we became
increasingly aware that it is a language of power and vitality. Besides
' exemplifying the weli—known abilities of rhyming and rhythm, itis a
language rich in vocabulary, much of which is not known to the main-
stream community; creative in metaphoi‘; innovative in compuounding
and replete with subleties of irony and humor, which undoubtedly re-
sult from the exigencies for survival.

While reviewing the literature on Black English we collected a list
of terms such as the following, which are used in some types of publica-
tions to describe BE or the speakers of this variety of languagé: patho-
logical, disordered, lazy speech, disadvantaged, therapy, remedial, sub- |
. standard, deviant, difficulties, corrective, handic.apped, impoverished,
inability, limited, deprived, deficient, nonverbal. None of these terms
could be applied to the texts that we have transcribed and analyzed. Above
all we found that these children have adequate lénguage with a wide ran.ge
of vocabulary and ability to express themselves in their own settings.
Recognizing the language differences and attempting to understand the

children will, hopefully, strengthen the hands of the educators who have
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been stunned by the numbers of dropouts and failures in schools. From
the various studies now across the nation, there is enough information
available so that language exercices and lessons can be constructed that
will be productive in carrying the children over to a second dialect which
they will find useful in other realms of society. It should be emphasized
that the language we speak of here is not the language of all Black chil-
dren, i.e. those who learned mainstream English from infancy. Also

it should be emphasized that there are many" stylés and varieties of BE,
as in any other language. As one Black scholar has reminded us, unfor-
tunately, BE has sometimes been associated only with pool-room language
and this has added to the confusion and difficulty in defining BE.

When we went over the tapes the second time Sinith listed examples
where the in\}estigators heard or interpreted wrong or did not understand
the children. Some of these were simply not knowing the vocabulary, for
example, "cause dat gran‘father got jugged in his heart" (I, p. 113, "jug"
means to stab4). A more subtle kind of misunderstanding involves the in-
tricacies of Bléck{grammar, for ex::i:le, tense-aspect, referents, and
styles of speech. At the beginning of one taping session a cooperative child
volunteered, "One haf to say it". (II, p.1) It appaered that the investigators
did not understand that the child was trying to establish the procedure, i.e.
that only one person at a time could talk on the recorder. At another recor-
ding session, the» investigators misheard "it" when the child said, "Whon'

chu make it go fas', so i’ kin go..." (I, p. 6) meaning "Why don't you make
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the recorder go faster, so our recording session will be more eifective 2"
The investigators thought the children meant that they wanted to leave and
launched out on a discussion of why the children should stay putt

A further example of misunderstanding occured when the child used a
play on words which is called "opposites". 5 The children were discussing
their favorite records, and when Stevie Wonder's recording was mentioned,
one of the children said, "he bad, huh". (IV, p. 24) The investigator said,
"No, I think he's good." The child answered exasperated, "Oh you know how
I mean." A final example illustrates how the speaker of standard English
has difficulty hearing the phonological arfangements of BE. The children
were discussing the Jackson Five and used this name 23 times in the text.
The preliminary transcription shows that the term never was heard correct-
ly.

Throughout the studies on Black Engiish there is reference to the
distinct intonation patterns, the paralinguistic effects, and different rhythms.
Nvertheless, there is not yet a very clear understanding of just how these
patterns are different and what elements make up the rhythm. The following
text (with an ersatz phonetic transcription) illustrates some observations
which v}e bdieve are crucial in understanding the distinctive features of Black

English.
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The canonical form of the syllable in Black English is strongly
a CV pattern. Previous studies have described the deletion of final
consonants such as the stops and /1/and /r/and the reduction of fi-
nal clusters such as /-st, -ft-kt, -1d /to a single consonant. When a
syllable does end in a consonant there is a tendency for the consonant
to carry over and begin the nextksyllable. For example "get a look" is
syllabically divided into /ge.ta.look /4 "all the" /a.le / /al.le / "cause
I" /ka.zai / "down there" /dau.ner / "thanthat" /den.nat / or /de.nat /o

"trying to" /trai.na / 6 This strong tendency toward the CV siructure in-
fluences sound change, as is heard in a phrase "was this, this big" (line 5
above text). The final -s of "was" makes the following /d / of /dis /"this"
sound affricated and can be easily misheard as "was just dis big".

While the rhythm of SE (Standard English) has been described as
stress-timed, BE should be described as syllable-timed, T with a fairly
even beat: /~/v/“/Some stresses are stionger than others, and the strong
ones have a tendency toward higher pitch in rhythmic cadences. Occasion-
ally there occur two stresses continguously, for example in line 2 "a whole
btfnch"; line 6 "t' come he’re"; and line 7 "dese bi/g ol' rocks". 1t is possi-
ble that these occur under certain syntactic and semantic circumstances,
such as emphasis, quotation, and description. They usually occur in the
final position of a rhythmic group.

The pulsating beat is maintained by what goes in betWeen these strong

and less-strong stresses in measured rhythm. Function words usually occur
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in these spots and these morphemes are articulated in various degrees.
They may even be phonologically deleted and occur as *silence" but with
the pulsating rhythm maintained. In the text above where the deletion
seemed especially apparent, we have tried to indicate it by spelling.
Thus, when morphemes such as "was, when, to, the, with" are phono-
logically diminished,we have spelled them, respectively: wz (line 3), whn
(line 2) and w' (line 4) t' (line 3), th' (line 6), w' (line 7). For the inter-
pretation of diminished or silent morphemes such as /w' /"when" (line 4)
or "with" {line 7), we have depended upon native speakers and phonetic
cues surrounding the continguous elements. When silence occurs, as in
line 17, we have indicated it by (), and in this text have labelled it "si-
lent pulse-beat". Partial deletion of a phrase may occur as in 'over to
my house' /o' m' house/ (V, p. 5). Function words of more than one
syllable are reduced in order to keep the beat rhythmical: didn't /din' /,
except /sep/, supposed /pos/. Careful attention to this silent pulse-beat
will show the difference between such items as the following where tense
is involved. | nHe'll stop it" and "He stopped it" sound very much alike be-
cause of the deletion of final consonant /1/ and reduction of the consonant
cluster /pt/to /~p/. The pulse-beat indicates the difference: /he () stop
it / and /he stop () it A

Other morphemes that occur in these rhythmic spots are: will ('11)
/2/, could /ku/, of /2/. These delated entities might be called "silent

morphemes" but they should be considered in the grammar as valid; this
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is not grammatical deletion but phonélogical deletion with remaining
pulse-beat. This might explain the apparently aberrant behavior of
some morphemes which have baffled grammarians. For example, Lof-
lin speaks of the optionality of the infinitival to. Schotta gives examples
of the "absence"” i the article.

In analyzing pulsation features, one must distinguish between the-
se and hesitation phenomenon. In the case of the later, the rhythm is
broken, however soon recovered. An example of a hesitation pause
which wasn't recognized in our first rough transcription gave us a pe-
culiar grammatical form: "he got blowed his head off.. LU (I p. 3).
Listening carefully and checking with Smith revealed that there was a
hesitation pause following the 'got', where the child changed his mind
and started a new structure.

In é study of Black preaching style, Rosenberg (p. 76) maintains
that the .over—riding' influence in the style is not language but rhythm.
One can postulate that in general, the language of BE carries a high
priority in rhythm and that even in the selection of words, rhythm ta-
kes precedence. The consequences on syntax are inevitable.

We do not consider this to be a complete nor a final statement
on the suprasegmentals of BE. However, enough of these observations
are indisputable, and the implications, for example, in learning to read
should be of interest to educators. During the course of our investigation,

one of the parents wanted to discuss the problem of "breathing", which,
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he believed, interfered with his children's learning to read. This was
a naive, but extremely insightful obsérvation on the phenemenon which
we have discussed here, even though tentatively.

Regarding other phonological features, the children used struc-
tures described elsewhere in BE studies in varying degrees, depending
upon their grasp of SE, and with some articulations which could be
acknowledged as developmental. Some of the consonant substitutions
in BE are considered developmental in SE speakers, e.g. the /f/and
/v/ replacements of /0/and /d/ "mouth” /mouf/and "breathe/breav/.
Some forms, however, are not described in BE studies and these shouild
probably be considered developmental even though most of these children
are 9 to 12 years of age. For example, the difficulty with /r/ "electricity"
/electwicity/, "rob" Awob /, "rather" /wather/ We also recorded a fluc-
tuation between /1/and /r/ "Irene" /Ilene/, "playing" /prayin'/(line 18
of above text). It should be noted here that /1/and /r/are a common
source of interference from languages where a phonological distinction
is not made, as for example in West African Ewe. 8 Difficulty with some
initial consonant clusters, not characteristic.of BE, could be attributed
ta developmental: "throwed" /thowed/, "brought" /bought/"swim" /frwim/
(but note tkat /r/is involved in these also). |

Some articulations could be considered Malapropisms, not related
to phonological structre in a strict sense: "detective" /pertectif A1V, }>.12).

"nodule" /novel/(IV, p.13).
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Phonological features whi ch affect morphology have been dis-
cussed in studies of BE, particularly with regard to forming plurals,
possessives, and the tense system. Some analogical forms which are
considered child lariguage in SE are common in adult BE: "teeth"
/teefes/, "children" /childrens/, "funnier" /more funny/, "the best
car" /the goodest car/, "threw" /throwed / Some verb forms which
occur in BE are older forms from Early Modern English: clamb (climb),
holp (help), and whup (whip). Some syntactical cor.structions might be
remnants of earlier forms, e.g. the Biblical double subject, "Thy rod
and thy staff, théy comfort me." Note that this construction also occurs
in West African Hausa, "The chief he came. n9d

Stewart discusses child language in relation to archaic forms among
BE speakers and among children in the Appalachian region. 10 As he points
out, this is only recently recognized because child language had hardly been
recorded. Neither is there much information about white child language in
those earlier plantatiom days when the white and Black children played t«
gether and white children were entertained by the tales oi Uncle Remus
and the like. 1 It is con#zistent with linguistic principles to recognize the
possibility of linguistic exchange during these encounters. Before leaving
the topic of child language ahd BE, it might be appropriate to mention a
suggested connection between baby talk and pidgin English, where the sai-

lors might have "talked down" condescendingly to the "ignorant savages".
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Grammatical analysis is complex and lengthy, and we were limi-
ted by time and data in our study. Therefore we have chosen to high-
light Noun Phrases by showing the great variety and types which we
found in the six tapes only. It is possible that other types could be
found in a more extensive study; it is also possible that some of the-

se could turn out to be unique or slips of the tongue.
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Noun Phxje}ses

Simple noun phrases

a solid hit a real little pig

the newest routine a old drunk man

all the girls a steel natural comb
all those rocks your little skinny head
all these white mens that shrimped up chest
some little fishes ' double teaming

Noun + noun
sea flower:
blood brother
soul stuif
a vampire bite
my pellet gun
my little tent home
that big old clown head
black eye pea juice
Pronoua substitution
‘a little one
the biggest one in class
one little one and ancther big one
Appositive
a shotgun, a double-barrel
that girl, this pretty girl
we, all of us
Noun phrases with prepositional phrases
a whole bunch of souls
a little bit ¢f beer
kind of little beads
tomorrow in the morning time
that black girl from Africa
that girl {rom blackest Africa
the goodest car in the world
ugly boys with marks on their face
this casket knife with a mummy on it
a trip you from (a trip 2way from you) (developm ental)
all of them
the name of it
Possessive modifiers
the worlds greatest champion in the world
his daughter birthday party
that other monster's mouth
all Clay and Frazier's money what they won

Q- i30
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Relative clauses
that man who got bit
this lady we seen
a mountain what you could run down and you can't even stop
a what you call it
my sister next to the biggest
a ape coming from Tarzan
that boy named Billy
Link tied on the back
the heart like worms
only little kit about my size
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Our final comment on linguistic structures has to do with clause
and sentence complexity. We did not try to do analysis of these struc-
tures, out did a statistical survey to make some preiiminary compa-
risons with the language of children in similar age groups.

In analyzing structural complexity in ihe writing of school chil-
dren and acdults, Hunt used as =~ méasuring device the T-unit or "Mini-
mal terminable unit". He defines it as one main clause plus any sub-
ordinate clause or nonclausal structure that is attached to or embedded
in it. 12

O'Donnell, Griffin and Norris used the T-uni;c in their analysis
of the syntax of kindergarten and elémentary school children. Their
investigation deals with speech and writing.

The clauses of Tape II (first half) were analyzed using the Hunt

method. The results were compared to the third grade norms of the

O'Donnell study:

Words per T-unit Sentence-combining transforma-
tions per T-unit: Rate of occur-
Range mean rence pei 100 T-units
‘ Mean
O'Donnell 3rd 7.4-10.8 8.73 1.01
MV 3rd grade 7.27 0. 86

Considering that in the O'Donnell study the discuseion topic was some-
what controlled since the children reicld stories seen on film (with no
sound track) and that in our study extemporaneous speech was recor-

ded. the results seem to be similar. The mean figure of words par
b
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T-unit of utterances are well within the range of words per T-unit gi-
ven by O'Donnell, et al, in their study. No individual ranges vere mea-

sured in our study.

A difficulty in analyzing speech is the matter of code-switching.
In the school setting where the tapes werde made the chilaren were per-
haps more aware that their speech should be "proper". Nevertheless the
recorded texts evidenced many of the features of oral narrative which
scholars have discussed in various genre, for example, Rose: < rg, in
his study of the Black preaching style; Dorson, in Negro folktales; Abra-
hams, Kernan, Kochman, Labov, et al concerning verbal art. Even at
this young age, the children were experimenting, perhaps unwittingly,

with various speech styles and forms.

One of the most significant things we noticed was the increase of
paralinguistic effects when the children moved into casual style13 and
tallked about things dear to their hearts, such as the Clay-Frazier fight,
vampires, and girls (the boy speakers). A trait cften noticed about young
white males is that when they tell a story their voices are dull and expres-
sionless. On the contrary the Black males in this study opened up all the
stops when they got interested in narrating and they produced a wide variety
of voice quality, expressive pitch differences, and noises.

Dorson has given, perhaps, the fullest descriﬁtion of paralinguistic and
kinesic effects that can abcompany Black narrative, and even he has not
completed the description of the exceedingly rich repertoire of possibi-
lities. His chapter on the art of Negro storytelling could easily be applied

to the children's narrative in such storiss as the Monsters, King Kong
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(Tape I), the vampire, the rabbit party (Tape II), the Clay-Frazier
fight, the Mod Squad, soul (Tape IV), okra, a back yard tent-home
(Tape V). The fcllowing paralinguistic effects are all recorded in

these texts: alveolar trill, bilabial tri'll, gasp, sigh (communicative),
humming, singing la de la, snapping fingers, long consonants for

eilect /usssss /, vowel change for effect, additional syllable for ef-
fect "vampire" /vam.pai.ah /, chanting, lafyngealization, falsetto,
whispered, tremolo, emphatic stress, sudden extra-loud stress, ex-
tra-high pitch, extra-soft quality, gravelly voice, deep voice, brea-
thy voice, quivering voice, spooky voice, mocking voice, bragging voi—
ce, threatening voice, speech mimicry (baby talk, character represen-
tation), various qualities of laughter, giggles, snickers, intonation sub-
stitute for words, "I don't know" /ﬂn?ﬁ?n /, and wide variety of noi-
ses, rhythmic sounds, and sound effects. These features were particu-
t;rly noted in quotation passages (Kernan calls this "marking" (pp. 70,
137 -143).

A description of a Black sermon would include the following
(among of.her things): beging in normal prose style; builds up a cres-
cendo of delivery, with marked intensity, higher p'itéh, and vocal ef-
fects such as tremolo; elicits significant audience response. The same
description (among otiher things) could be given for the vampire story

which the boys recorded on Tape II.
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When the children were narrating, at times it was difficult to
tell which childiwas talking when we played back the tapes. (For ex-
ample, the Clay-Frazier discussion, IV, pp. 7-8). We are calling this
nconversation cooperation®; different speakers {fill in with the censent
of the first speaker. It is almost as though the speakers were forwar-
ded in their narration by the interjection of the listeners-faintly remi-
niscent of the "call and response" which the preacher and audience par-
ticipate in during the sermon. This filling in by others was perfectly
acceptable to the speaker-almost expected. A different athmosphere
in this give-and-take response can be noted in the agonistic exchange
that occurs in Playing the Dozens.

Repetition of a clause connector is common throughout the texts.
It usually takes the form "Then..." or "And then..." This is not un-
usual in oral literature described elsewhere.l4

One child used an introducer "Because" to begin her narrative:
" 'Cause when we was goin' on the rock..." (Field Trip, p. 4). As
far as we know, this is nct described in discussions on BE, but Smith
reminded us that it is a common introducer among Black people who
feel that every time they are stopped by the authority they have to ex-
plain. |

Repetition occurs often in the texts. There are precedents in
Black verbal art for this repetitive, adding style, for example, in the

chanted sermon and in hymn singing, where the leader gives a line
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which the congregation then sings. 15

Creative constructions and metaphors occur in the children's
speech. On the beach trip a youngster saw piles of muscles and cal-
led it a muscle-dump (line 2 of above text). In discussing boxing, the
boys described one unfortunate as "pregnant in his lips" (I7 p. 18).
They carry on the tradition of the Black "bold spirit for word usage"
as Dorson expressed it (p. 23).

In the language project started last year at the Monte Vista .school1
the teachers have introduced the terms "everyday talk" and "school talk". 16
The children have understood and accepted this concept remarkably well.
One little girl, while vorking with various language forms, told a teacher,
"I'm gonna dress up this sentence for you." At the beginning of one of the

taping sessions, the investigator wanted to clarify which variety of lan-

guage he wanted to record, "Do you think I'm looking for school talk or

N
everyday talk ? " The boys answered, "... everydgy talk!" and then one

little boy, with a twinkle in his eye, said, "I talk ev'ry dé._}"‘.\



Footnotes

Six tapes were recorded and preliminary transcriptions were made by
the students in a graduate seminar conducted at California State College
at Fullerton: Fernando Canedo, Laila Fiege-Kollmann, Michael Kohne,
Mary Sanchez, Ingeborg Stotz, Sandra Ward, Katherine Watson, and Ru-~
dolph Wilkins. The tapes were recorded in collaboration with the teachers
of the Language Development Center at the Monte Vista Elementary School
in Santa Ana, California. The children were in grades one to three, but
most of the children recorded were 9 to 12 years old. After the seminar
ended, Fiege-Kollmann continued with the analysis of the tapes and Smith,
doctoral car.didate at the University of California at Irvine, who is conver-
sant in Black English, corrected the transcriptions and interpreted the dif-
ficult passages.

2 See also Houston's observations, (1969), pp. 601-502.

3 The figures given in parenthesis refer to the transcriptions made of the
tapes. The Roman Numeral refers to the tape and the page number to the
typescript.

4 jug - See Oxford English Dictionary, where references date from 1377

and 1393, as used in the tilt or tournament, to prick or to spur (horse).

See alsoc F.G. Cassidy and R.B. LePage, Dictionary of Jamaican Eng-

ish, Cambridge University Press, 1967: juk - to prick, pierce,....

stab - usually done suadenly.



- 130 -

® See Labov, et al. 1968, Vol II, pp. 36, 44-45, 60, 131; Major, pp.
13-14; Abrahams, p. 262,

6 Ci. fast speech SE (Standard English) forms: gonna <going to, and
wanna=<want to. However, BE lends itself more to such syllable reduc-
tion to accomodate the rhythm pattern.

7 The English of Nigerian speakers is also described as syllable-timed,

in John Spencer, The English language in West Africa, London: Longman,

1971, pp. 42 and 109,

8 Spencer, p. 158.
8 Spencer, p. 132, And see Riley Smith for discussion of the double subject.

10 Steward, pp. 365-366, in Language and Poverty. Some time ago I recorded

a pre-school child from Tangier Island, off the coast of Virginia, who showed
the same characteristics.

I The first picture in Harris' tales of Uncle Remus shows a little white

child in the hut of the old Negrc storyteller.

12 Hunt, p. 9.

13 Labov says,( 1969), pp. 7-30-731, fn. 15, "The criteria foi* determining
the shift to casual style are contrastive changes in 'chamei cues'--- pitch,
volume, tempo, and rate of breathing (which includes laughter). See also
Kernan with regard to paralinguistic and kinesic features which signal a
change in meaning and /or otherwise communicate, pp. 70, 126, 132, 137-143.
14 in a description of the Hausa language ofWest Africa,\]Abraham notes that

in a narrative, there is often a long sequence of "then" clauses: "they asked
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us and then we said we agreed: so they replied that...then they..." This
was also a style common on Old Erglish texts, for example, "and alterx
two months fought Athered King and Alfred his brother against the army
at Merton, and they were in tv.vo bands, and they boﬁl were put to flight,

and far on inthe day..." Robert A. Peters, A linguistic history of Eng-

lish, 1968, pp. 236-237. For other examples from African languages,
see Taylor.

15 Rosenberg, pp. 16, 252. He gives other examples from oral epics,
pp. 112 ff. I remember recording a similar type of repetitive, adding
style in a South American Indian language from a well-known story-
teller.

16 The terms neveryday talk" and "school talk" are used in the curriculum,

Psycholinguistics Oral Langﬁage Program: A Bi-dialectal Approach: Ex-

perimental Edition, and Teacher's Manual, with 8 accompanying readers,

Chicago Public Schools, 1968-1969.
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The Development of Semantic Categories

In Spanish-English and Navajo-English Bilingual Children

As children acquire language, they gain control over an immensely
complicated set of systems, and in acquiring the meaning or semantic sys-
tem of a language, children come to recognize the many subtle dif ferences
in meanings of words and word relationships. For example, a child gradu-
ally realizes that not all motor vehicles are cars; some are pickups aud
some are trucks. As he gains ;n his perceptual capacity, his language
reflects this increasing ability to differentiate and categorize.3 How-
ever, a meaning system of a language 1s considerably more complex than
the labels of objects. The child must come to realize that if and unless
are not the same in meaning,4 and tﬂat more than and lesS than are also
not'"syn.onymous.5 He must also acquire the subtle difference betwWween ex-—
pressions that are synonymous in one context but notvin another, such as
return and take back. It is permissible to either return br take back a
book to the library, but it ismwt permissible to either Treturn or take
back a friend to the zoo.6 The child further must realizZe that expres—
sions of equality will be affected differently by negation. Equal to and
as many as are quite similar in meaning, but not equal t© and not as many
as are obviously different.

Many of these subtleties of the meaning system of a language appear
to be forbidingly complex; nonetheless, almost all children eventually
gain adequate control over the semantic level of their language. The cur-
rent cControversy over semantics in linguistic theory prdvideg considerable

motivation for investigation of this element, especially in a cross-
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language situation. ﬁifferent languages exhibit their own particular
semantic systems, and study of how the systems differ can throw light on
what is universazl to language and what is specific to a single language.

The interesting question and subject of this paper is whether chil-
dren who learn a second language--Bnglish in this case--will develop the
same semantic system as monolingual children or whether their semantic
system will be different because of linguistic or culturai interference.

A second, closely related question is whether the bilingual child develops
separate meaning systems for his two languages or whether he operates by
means of a single system.

This paper will present evidence from a study investigating these
questions by comparing the relative difficulty of certain semantic con-
structions in comprehension tests for two groups of young bilingual chil-
dren: Spanish-English bilinguals and Navajo-English bilinguals. A group
of English monolingual children provide a basis for comparison. These two
groups of bilingual children were chosen because Spanish and English are
semantically similar languages, and Navajo and English are semantically
dissimilar languages in the area being investigated.

In this study tén categories of numeric comparison (five positive
and five negative) are used which express the three basic concepts of su-
periority of number, equaliﬁy of number, and inferiority of number plus
their denials. Each of these categories includes three syntactially dif-
ferent sentences, which are parallel in each category excépt that half
the categories are negative. In this way syntax can be investigated as
well as semantics. The sentences were translated into Spanish and Navajo
when the categories were semantically equivalent, andbeach bilingual child

was tested for comprehension of the thirty sentences in English and thirty
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sentences in his other language for accuracy and latency (response time).
This methodology is an adaptation of the one developed by Kennedy.7
The following two tables illustrate the ten semantic categories in

English used in this study and the three syntactic types established for

each category.

Table 1

SEMANTIC CATEGORIES OF NUMERIC COMPARISONS

Linguistic
Semantic Category Symbol Construction
1 Superiority > more than
2 Denial of Superiority ;L not more than
3 Inferiority < less than
4 ©Denial of Inferiority 1& not less than
+
5 Positive Equality = as many as
+
6 Denial of Positive # not as many as
Equality
7 VNegative Equality = as few as
8 Denial of Negative , # not as few as
Equality
9 Neutral Equality =0 equal to
.0
10 Denial of Neutral o not equal to
Equality
Table 2

SYNTACTIC TYPES WITHIN SEMANTIC CATEGORIES
1 There are (not) more X than Y.
2 There is (not) a larger number of X than Y.

3 The number of X is (not) larger than the number of Y.
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The translations of the sentences into Spanish and Navajo were done
by native speakers and were verified by back translations. The Spanish
paralleled the English in meaning and syntactic types and reflected the
language of northern New Mexico. Two informants were used for the Spanish
and both agreed that the meaning system of the ten numeric comparisons
was the same as it would be for English. For example;, the denial of

positive equality (not as many as) and the Spanish equivalent (no tantos

como) both unambiguously mean numeric inferiority of the first noun men-
tioned in relatioﬁ to the second. For the Navajo version three informants
were used plus five back translations. The first difficulty was the ab-
sence of the desired syntactic variety. One informant provided different
types but only through use of the English word number; two informants
agreed fairly well on the single syntactic type that was used after cer-
tain exceptions had been resolved. The Navajo version wau left with only
one syntactic type rather than the three in English and Spanish. This is
not to claim that the pattern used is the only one available; the claim
is that the pattern was readily understood for the back translations and
seemed compatible witb Young and Morgan's explanation of the comparative
construction in Navajo.

The concern over syntactic variety led to a more basic problem--—
directness of meaning. The relationship of numeric superiority can be

expressed directly in English through the sentence There are more X than

Y. The relationshp can also be indirectly expressed by saying There are

many X; there are few Y. Navajo informants produced comparative sentences

that could be literally translated toparallel the indirect English expres-
sion just mentioned. They also produced constructions parallel to the

English direct comparison, lending some support to a parallelism between
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the languages in directness of meaning for this category. The real con-

cern came with the English construction There are as many X as Y. The

Navajo equivalent would be parallel to an English construction The X and

the Y are equal and they are many. A similar situation exists for con-

structions of as few as. The absence in Navajo of direct comparatives
for equality which are built from adjectives of superiority and inferi-
ority suggest that these categories (positive and negative equality) do
not "directly" exist in Navajo. The clue comes when these expressions
are modified by negation and they do not produce a parallel meaning. In

Englist not as many as is not simple denial and unambiguously means less

than. Negating the Navajo counterpart results in something like The X

and Y are not equal and they are many. Four categories then cculd not be

"directly" translated into Navajo and maintain a meaning syster parallel
with English and wére omitted from the Navajo version.

The subjects were first and lers recognized as bilinguals
by their teachers and freely admi. .:; .o be so. All subjects were
screened for knowledge of the lexical items used 1n the testing and gen-
eral knowledge of the types of constructions in both languages. Subjects
were not used without successfully completing the screening. The thirty
sentences in English and the thirty in the other language were randomized
and presented in blocks of ten sentences alternating betweenilanguages by
blocks. The subjects were randomly‘assigned as to which languége and
which block of sentences they would begin with. They listened to tapes
of the sentences which were recorded by native speakers and selected one
of two pictures (rear-projected on two small screens in front of the sub-

ject) as a correct illustration of the meaning. In addition to accuracy,

a latency measure was obtained. Figure 1 presents the type of illustra-
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tions used with an accompanying sample sentence. The letters represent
drawings of common objects selected for their cultural neutrality. The

relative positions of the compared objects were controlled experimentally.

Figure 1
REPRESENTATIVE ILLUSTRATION FOR TESTING

"There are more Z than W."

From this testing came accuracy and latency scores for each semantic
category. Each language group established a pattern of the relative dif-
ficulty of the ten semantic categories in English and these patterns were
then contrasted without any quantitative comparisons. The bilingual's
performance in his first lz. uage then provided an approach for explain-
ing any differences. It would be expected that the Spanish-English group
would parallel the English monolinguals but that the Navajo-English group
would deviate from the pattern because of language differences.

The idea of patterns of difficulty of the ten semantic categories
presupposes meaningful differences among them. These ten categories ex-
press the three basic concepts of superiority, equality, and inferiority
plus their denials in gubtly different ways. The concept of superiority
can be expressed by more than and it can also be expressed by not as few
as. Similarly, inferidrity can be expressed by less than and not as manv

as. Equality can be expressed by equal to, as mamy as, and as few as. Of

these last three onlyeqﬁal to can be denied simply. The previous exzmples

)
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show that negation of as many as and as few as unambiguously represent ex-

pressions c¢f inferiority and superiority respectively. Denial of more than
and less than is simple and direct and means no more than just that. 1In

other words, not more than can be factually illustrated by either equality

or infericrity. Not less than offers the two possibilities of equality

and superiority. When these categories refer to the same basic concept,
the point is that there is also a difference in semantic structure and

meaning. For example more than and not as few as both refer to the same

basic concept. The linguistic form is obviously different and the seman-
tic construction is also different. The semantic information contained
in more than 1s less complex than the semantic information in not as few
as.

The semantic theory of Katz & Fodor,9 Katz,lo and Bierwischll offer
an approach to explaining this by. means of semantic features, which are
considered universal for languages (although any particular combination
of features is not). By means of features, each of the semantic struc-
‘.res for the ten categories can be represented and these features can
also provide a way to account for the hierarchy of difficulty of these
categories (The use of features #nd a theory of semantic markedness ‘will
be dealt with later).

The method of study that is used for this paper determines the hier-
archy of difficulty of the ten semantic categories in English for each
language group and then_compafes the hierarchies. The first signiZicant
fizding is that first grade children do not sufficiertly d:“ferent:zte
the -ategories to be able to establish a true hierarcay. There wa: lttle,
if =ay, significant difference émong the ten categories for first grade

children; scores were generally low indicating that the younger children
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of all groups, regardless of language, were not comprehending the categories
mich beyond pure chance. However, the fourth graders sharply differentiated
the categories on both accuracy and latency. This developmental finding
strongly supports the notion that much of language acquisition is still
going on after school age. With fourth grade performance strongly suit-
able for the technique of comparing hierarchies, the first analysis per-
mitted a comparison of English monolingual children from twc widely diver-
gent areas. Kermedy'al2 study was located in Los Angeles and the mono-
lingual childreﬁ for this study were in Albuquerque, New Mexico. The rank
order correlation of the first eight categories (Kennedy's study did not
include categories 9 and 10) was quite hiéh in accuracy (/===.958**) and
also significant for latency gﬂ*- .786*%), This replicatiom of Kennedy's
study is in 1itself a significant finding. Two groups of momolinguals from
distinctly separatéd areas found these semantic categories similarly dif-
ficult. This high degree of similarity suggests a certain degree of cog-
nitive commonality in processing the information in the seEmamtic categor-—
ies. Certainly this finding supports the use of the English monolingual
group as a base for comparing the two bilingual groups.

For the cross—languagé emphasis, the primary finding weas that both
groups of bilinguals established different difficulty pati==zns than the
monolingual group; Figure 2 illustrates the relative patt==rz for all three

. groups 1in accuracy.
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Figure 2

CATEGORY HIERARCHIES IN ENGLISH ACCURACY
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It is noticeable from this comparison that much of the deviation comes from
categories 5, 7, and 8. For the Spanish-English group, positive equality,
negative equality, and denial of negative equality (categories 5, 7, and

8) are relatively easier than the other categories in comparisonlto the
English monolinguals. If one supports the notion of identicai semantic
structures for English and Spanish, this relative preference for these
tﬂree categories must be explained on the basis of familiarity and prefer-
encé rather than inherent complexity. This indicat;s tﬁat it is not onlr
necessary to investigate language performance linguistically, but it is
also necessary to investigate purely psychological factors as weil.

For the Navajo group it was expected that positive and negative
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equality would be relatively more difficult because of the absence of
these categories in Navajo. .This prediction is upheld by the data. The
interesting point is how negating these categories removes the relative
difficulty. Generally negating a difficult category would be expected to

increase its difficulty. However, if the sentence There are as many X as

Y is being erroneously comprehended as superiority of X over Y because
many is ccnnected to X alonme, then denial of the many removes the source

of er-or. The sentence is interpreted as There are not many X in relation

to the number of Y. Interpreting denial of positive and negative equality

in this manner is much the same as what the deep structure of the con-
struction would be. Roughly the deep structure of negative equality would

be There are few X/ there are few Y. Negating the structure produces

NEG + There are few X/ there are few Y. The first structure uses few (or

many) for equality while Navajo would express the equality and then add
the number sense. The denial, however, is similar to the Navajo which

roughly translates These X are not few/ these Y are few. The Navajo child

is used to a category that is expressed seemingly by both a positive and a
negative. He puts the English sentences into this system and makes errors
in comprehension. Navajo does not have positive equality that is built

from There are many X/ there are many Y. This system is used only for

meanings of superiority or imferiority. These data then would seem to
suggest that the difference between the Emglish and Navajo semantic sys-
tems 1is at the base of the Nawajo-English bilingual's performance.

The latency measure (usimg right and wrong responses} generally sup-
ports the accuracy measure fa- the Spanish—English group as indicated by
a significant rank order correlaticm 90 u 663%), However, the latency

measure for the Navajo does not even differentiate the cazegoriss unless
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only the correct responses are used. Little difference exists for the
Spanish-English group or the English group between latency of all re-
sponses and the latency of the correct-only responses. Time is not a
significant variable for the Navajo unless he has some confidence in his
understanding of the categories. The main finding from latency is that
all three groups are quite similar in response time (correct-only responses
for the Navajo) regardless of differences in accuracy. Latency seems to
be a measure of confidence which is quite similar for all groups.
Examination of the three syntactic types in English reveals no par-
ticular preference or ease in comprehension of one type over another for
the Spanish-English group or thé monolingual group. However, the second

syntactic type (There is a larger number of X than Y) was significant for

the Navajo children, This unexpected showing 1s best accounted for by
noting that the order of the comparison device and the nouns being com-
pared is opposite from the order of the Navajo sentence where the compari-
son is last.

To answer the question of whether the bilingual child is operating
with one or two meaning systems for his two languages, the hierarchies of
difficulty from the child's two languages can be compared. Fof the Spanish-—
English group all ten catzgories can be used while only the six mutual,
categories can be used for the Navajo~English group. The ranﬁ order cor-~
relations for accuracy (/0 = ,821%* for the Spanish-English group and
/o = ,943%*% for the Navajo—English group) strongly support the presence
of a single meaning system at this level of development, This suggests
a certain universality of semantics and even of some of\the semantic cate-—

gories in language comprehension, The latency index is similar gﬂ=- L810%%)

for the Spanish~English group, but no correlation is possible with the
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Navajo group because correct-only responses are contributing scores in
Znglish, but total responses are in Navajo.

It seems apparent from the data that semantic categories are defin-
itely significant facéors in comprehension for all groups. These cate-
gories are sufficientiy powerful in determining comprehension that absence
of them in one language greatly increases their difficulty in another. The
semantic system of one language forces interpretation of another language
accordingly. The bilingual is eventually confronted with the task of acquir-
ing a new semantic system to express the same basic meanings. However, at
this state of development he definitely appears to be functioning with a
single meaning system. Furthefmore, presence of identical semantic cate-
gories in two languagesdoes not guarantee the same hierarchy of difficulty
as for the monolingual of the target language. Other factors are needed
to explain these differences, wuch a3 preferen-a and familiarity.

These results from analyzing comprehension by means of semantic cate-
gories can be formalized by extending a semantic theory based on features
into a theory of semantic markedness on the same principle that Chomsky
and Halle13 use with phonological features. The simple presence or ab-~
sence of a feature fails to reveal whether that feature is intrinsic or
natural to the meahing, hence not adding to its complexity. ClarklA es—~
tablishes a principle of lexical marking to account for the extra diffi-
culty of the negative half of a pair of polar adjectives. More is not as
complex in meaning than is less. Clark uses features within a binary sys-
tem to formalize this difference. Using Clark's basic principles but for-
malizing the use of features into markedness theory can aécount for this
difference more realistically than the binary system. Both gggg_and‘lggg

contain the feature of "polarity," indicating their existence as polar
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pairs; however, more is unmarked or natural as to "polarity" and less is
marked., This captures the asymmetrical nature of pélar adjectives and for-
malizes that less exists in contrast to more, the basic member of the pair.
For other examples, equal to can be differentiated from both as many as
and as few as by being unmarked for a feature "equative" while both the
positive and negative equality would be marked for "equative,'" indicating
the unnaturalness of their use in expressions of equality. As many as
would further be differentiated from as few as by the previously mentioned
feature "polarity" which is ummarked for as many as and marked for as few
as. The principle determining complexity is that only unmarked features
do not add to the complexity of meaning.

Ea-h of the ten semantic categories can be represented with features
accord- _ .o markedness theory and a hierarchy of difficulty predicted on
the basis of the number of marked features. The English monolingual's
hierarchy highly correlates in accuracy with the one predicted by the
theory 90==.870**). Also important is that this theoretical representa-
tion of semantic categories can be used to represent the categories from
other languages. Positive and negative equality are marked for "equative"
while neutral equaiicy is unmarked for the same feature as are the Navajo
categories of equaliiy.

Although this theorstical representation is sketchily presented here,
it is not difficult to imagine its usefulness in semantic amalysis. Se-
mantics, like phomology, may well be represeqtable from a universal set of
features when formalized within a theory of markedness.

In review this =zudy has shown that bilingual children do not paral-
lel monolingual cktildren in patterms of difficulty of semantic categories.

Categories not presesmst in their first language are appreciably more diffi-

216



- 207 -

cult in relation to the other categories than for monolingual children.
Even when categories are present in the child's first language, factors
such as preference aﬁd familiarity are also significant. Semantic cate-
gories do appear to be important determiners of comprehension especially
when compared to syntax. < theory of semantic markedness can appropriate-
ly account for the relative difficulty »f different categories and be

quite suitable for use across language boundaries,
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BILINGUALISM, MONOLINGUALISM AND CODE ACQUISITIONl

Merrill Swain

On a snowy night in 0l1ld Québec a couple
of years ago, a number of friends gathered for coffee
and conversation. Two of them happened to be writing
books. One, fluently bilingual, complained, "It is
really terrible.v I search my mind for a good synonym,
and when one pops up, it's Jjust as likely to be in the
wrong language. A damn nuisance!" His monolingual
friend replied, "I know just what you mean. My book's
suppqsed to be for the layman, and the technical jargon
keeps trying to force its way in."

Two similar experiences? But one man
spoke two languages, alternately and effectively, and
the other spéke one. Yet, their comments suggest that
processes of storage and retrieval of lexical material
may be alike for monolinguals and bilinguals. Other
stories could be cited at length to illﬁstrate a common
core of cognitive-linguistic experiénce.' The point I
wish to make 'is that bilingualism and monolingualism
are not unrelated entities, each demandirg a separate

explanation, but are : ... tions of a single phenomenon,

1The author wishes to express her thanks to Dr. H. S. Swain
and Dr. John Macnamara who read and commented on an earlier
draft of this pdper.
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in which varying aspects are observable in different
degrees. As such, they should be incorporated into

a unitary theoretical framework.

Portents and Precedents

Weinreich (1953, p.l-2) commented on the
artificiality of the distinction between bilingualism
and monolingualism in his study of the interference
mechanisms resulting from language contacf within a
sihgle individual. In this context, he noted that

ce..it i3 immaterial whether the two
systems are 'languages',6 'dialects of
the same languages', or 'varieties of
the same dialect', ...the mechanisms
- of interference would appear to be the
same whether the contact is between
Chinese and French or between two sub-
varieties of English used by neighbour-
ing families. And while control of two
such similar systems is not ordinarily
called bilingualism, the term in its
technical sense might easily be extended
to cover these cases of contact as well.

Recent work by anthropologists (e.g., Gumperz,

1964, 1967; Hymes, 1967) and sociologists (e.g., Labov, 1966)
makes it clear that most members of communities control
several subvarieties of their lnaguage. According to
Hymes (1967, P. 9),

No normal person, and no normal community

it “‘mited in repertoire to a single

variety of code, to an unchanging mono-

tony which would preclude the possibility

of indicating respect, insolence, mock-

seriousness, humor, role-distance, etc.
by switching from one variety to another.

ey §
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In Weinreich's "technical sense", then, all people are
at least bilingual, and most are multilingual. Biling-
ualism in jits traditional sense may thus be seen as an
cbvious case of a general ability to stiore and =witc

among linguistic codes.

Coming to Terms with Terms

Let me now try to cli¢an 4y my own languas:
Henceforth, code will denote any liagju.stic sys=em usest
for interpersonal communication. As suck, its varioos
levels of structure - semantic, grammz:-—al, lexica._. . =z
phonological ~ interact iﬁ a rule—gcwermned manrer.
Languages, dialects, and sub-varierzies of dialects aze
thus all examples of codes. Furth=r, a speakéer's sub—
stitution of ome language for another, or one dialecit
for another, or one subvariety of = &iaiect for anotther,,

are all examples of code-switching. Insofar as Hymes'

premise holds, this is equivalent tec =aying that coce-
switching is a normal part of all limguistic activizty.
At this point it is umclear what, or evem
if, new terms should be introduced. TIf "bilingual" and
"monolingual" really symPolize some imsight into the
processes of linguistic functioning, then they should
be retained for use in a psycholzgiczl theorww of code-

switching. However, it i3 not a* alil ¢lear tvmat dis

e



tinguishing the speaker who controls two llanguages
from the speaker who controls two dialects or" 'sub-
varieties of c¢lialects leads to psycholcogica.s .v mean-
ingful insigits. Regarding the "complexity - swiﬁch"z,
for example, Gumperz (1967, p. 54) suggests .nzc l=nguage-
to-language switching is not necessarily mec & comp-lex
than subvariety-to-subvariety switching. mmpsrz
observaticns were carried out in situations im wh: ch the
lznguage switches (Hindi to Punjabi and K=mma: & to
Marathi) involved only the substitution of mo heimes.
Grammatical structures remained unchanged.
If we contrast this form of bilinguw:al
communication with the rather campl=x
selection among phonological, sy=tac—
tic and lexical variables, which Lz&c
recent work in New York has revealed
(1966), it seems clear that theres asre
"at least some circumstances where
bilingualism may require less skills

than the normal process of communi-—
cation in some monolingual societiies.

0

Summarizing the argument so far, I questibn
the utility of the bilingual/monolingual dis%timction in
the development of a psychological theory of code—switching.
If, on further investigation, these terms are shown to be

arbitrary and empty of meaning, they should be discarded.

2A hypcthetical dimension. Clearly bcth psychelogical and
linguistic factors would have to be considere:d in any
measure of complexity. The axtent tc which it would turn
out to be a single dimension is unkncwn.

~23
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The Acguisition of Codes

To suggest that the bilingual/monolingual
gistinction is an arbitrary one is to imply that learn-
jng twe or more languages does not differ in any signi-—
ficamt waw from learning one language: both involve the
acquisition of two or more codes. . One advantage of
stufyim:- the child learnimg two languages simultaneousZy
i8 thzt at least some aspects of linguistic developmenz
afe IZTe easily.observed; For example, studies of suck
cA:lidren (e.g., Imedadze, 1966; Leopold, 1939-49) have
reyezaled that they first pass through a 'mixed-speech'
staye wtherein sentences include elements of both languacwrs..
it would be difficult to find a better demonstration of
the fact that language acquisition and sentence construc—
tion are noﬁ_merely realizations of an imitative process,

put of a constructive, creative one. Moreover, although

this initial stage of code mixing has been identified in
#he case of the child learning subvarieties of a languags %
(Wesks, 1970), instances of mixing are so clearly observ-
able in the case of the child learning two languages,
that statements about them can be made with greafer

confider.ce.

The initial mixed~code stage must necessar—ly
pe Followed by a period of differentiation. In the case
of a child learning several subvarieties of a language,

it hardly seems plausible that entirely separate sets of

s
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rules, one t- generate eact code would be dew=i:inge
(see Figure 1). Such an ozzsanization seems qunt=
inefficisnt merely from itk point of view of mamory
storage. Mcre efficient would e a2 common cwwe f

rules with =Jiose specific o a particular codes zagged

as such througt a process = differentiatiom (===: Figure 2)..

In Figures 1 =md 2 the codes shown z:s out-
put each reguire the operatsion =2 rales C amt T. The
model represented by Figure 1 demands that rulss C and
D be stored in three differemt lccations. In the model
represented by Figure 2, however, rules C and .J sach
need only be stored in one location. In the: Zirst
model, each rule must be marked according to is code.
In the second model, only those rules specific to a
pérticular code need toc be tagged.

The separate storage model sucwests that
a rule in common to the codes being learned may be
acquired separat=ly for each code. Rules not in commaz
will immediately be tagged accarding to their respective
code. In mther words, each code is learned indsmpendently
of the other. The common stnrage.model implies that a
rule in commmm to the codes beimg learned will e
acqhired only once. Further, = rule not in —omrmon to

the codes may first be comsidered as a rule -.n common,

later to be tagged as appropriatme to a particilar code

through a process of differentiztion.
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h= Learning of Yes/No Questions

Cocnsider the child whose linguistic
errirmnment includes both French and English. Consider
frrther the number of alternatives he has available
just Sor asking a yes/mo guestion. Suppose, for example,
that —e wants o ask his mother if his friend is coming
ova=r. He could says=

1. He's coming?

2. IT vient?

3. Est-ce gqu'il vient?

4. I1 vient tu?

5. He's coming, eh?

6. Il vient, eh?

7. He's coming, isn't he?

8. Is kxe coming?

9. Viemt-il?

There are two points to note about the
gquestions listed zbove. First, they represent structures
that might be heard fram speakers of some Canadian dialects
of French and Emglish. Therefore, the question "Il vient,
n'est-ce pas?"has been cmitted because although it is
cammcm in some Fr=nch dialects, it is rarely used by
French Canadians. Throughout the remainder of this paper,

any mention of Fr=nch and English refers to Canadian dialects.




Socondly, there are other ways the child
could express the same question. For example, he might
choose to use his friend's name. With the exception of
question 9, this would not involve any structural change:
the name would occur wherever the pronoun now is. Question
9, however, would become, "Jean vient-il?2?".

The queétions listed above exemplify the
various means available for signalling the asking of a
yes/mo question in French or English. A formal‘charac—
terization of these devices can be found els=where (e.q.,
Klima and Bellugi, 1966; Langacker, 1965; Swain, in prep-
aration). Space forbids it here. Generally speaking,
however, it can'be signalled by:

(1} 2an intonation contour which rises ard stays high
#o the end of the sentence (questions I and 2).
(2) t/me morphemic sequence "est-ce-que" located at
the begimning of the sentence (question 3).
(3) the morpheme "tu" located after the first verbal
elément in the sentence (question 4).3
{4) the morpheme "eh" located at the end of the
sentence (questions 5 and 6). |
(5) the complex tag4 (question 7).
(6) a particular ordering of subject and verb con-

stituents (guestions 8 and 9).

3Only one child in our sample, Michael regularly heard the

dialect in which tu is used as a question morpheme.

Q 4This is a complex structure dependent in its form on the main
ERJ(: part of the sentence. As -no examples of complex question tags
P e were found in our data, further mention of it is omitted.

oy
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What does the child do who is faced with
the task of learning this set of alternatives? In order
to answer this gquestion, speech samples of four children
who had heard English and French from birth were recorded
over a period of six to eight months. At the time when
data collecfion began, the ages of the children were two
years, ten months (2.10); three years, two months (3.2);
three years, eight months (3.8); and four years (4.0).
Therefore, the acquisition sequence we will see is not
that of one child followed over two years, but is instead
a developmental sequence inferred from the combined data
of four children.

A detailed statement of the results is
reported elsewhere (Swain, in preparation). Here, I will
only attempt to summarize the basic findings.

At the time the recording sessions began
the youngest child, Monica, was already using two devices
to signal yes/no questions: rising intonation and the

morpheme "eh". Her questions included café est hot?, Ca

va commencer?, Tu Veux la cigarette?, You go home?, and

ca va don't fall, eh?. Interestingly, these two devices

are those the two languages have exactly in common.
When the recording sessions began, the:

second youngest child, Michael, used not only rising

intonation and the morpheme "eh", but the morpheme "tu".

The latter category included such questions as T'as tu

<29
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douzaine d'oeufs? and Marcel il vient tu?. At this same age

(3.2), Monica began to produce questions with "est~ce que".

By 3.4, "est-ce que" began many of her yes/no questions. It
was not until age 3.8 that the sudden increase in the frequency
of production of "est~ce que" was observed in Michael's data.
At that time, "est-ce que" was added to questions containing

the question morpheme "tu", as in Est-ce qu'on joue tu au

magasin?; to inverted questions, as in Est-ce gue veux-tu les

donner & elle?; and to English questions, as in Est-ce que you

give it to her?.

Between 3.3 and 3.8, Michael produced yes/no
questions in which the subject followed the first verbal ele-

ment. For example, he asked Do you see the glasses? and

Veux~tu un bonbon?. However, this order of constituents did

not occur with other forms of "do" such as "doés"'or "did";
with other auxiliaries such as "can", "is", etc.; or with
other subjects than "you" and "tu". It is suggested that at
this point in Michael's linguistic development "do" was a
question morpheme, and that sequences like "veux-tu" were
simply reduced versions of sequences like "tu veux tu". By
3.9, the data suggest that Michael could use order to signal
yes/no questions so long as the questions were not negative.
This applies also to Douglas at this age. ’
From 3.9 through 4.5, the verbal system was

further developed and refined. Correct orderings of the ver-

bal and subject constituents were learned.

‘ <30
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If we look very generally at these results,
the following developmental pattern emerges in the use of devices
to signal yes/no questions. Intonation is the first device
to be used. Second are the special-purpose morphemes, first
at the end of the unit ("eh"), next, internal to the unit
("tu"), and finally at the beginning of the unit ("est-ce que").
Third is the rearrangement of constituents within the sentence.
This order is in general agreement with the universal order
suggested by Slokin (1970) conéerning the emergence of linguis-
tic means fqr expressing semantic notions. Given the thesis that
the same processes are involved in the acquisition of codes,
whether the codes are languages or subvarieties of a language,
this is to be expected.

The results_also provide some evidence in
support of a common storage model. A£ the time data collection
began, only the linguistic means for‘signalling yes/no questions
that are exactly the same for both languages had been learned.
Clearly, to know whether they were acquired separately or not,
one would have to collect data from an earlier period. However,
the one device whose acquisition was unmistakably observed --
"est~ce que" ~- suggests that it was first considered as a
rule common to both codes. Only lafer was it tagged as appro-
priate solely to French. On the other hand, rules for the
rearrangeﬁent of verbal and subject constituents appeared to

be acquired independently for each code.

<31
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Summary

It was suggested that in both a psychological
and a 1inguistic sense, all individuals are at least bilingual,
many multilingual. This implied that the simultaneous acqui-
sition of codeé and code-switching are universal aspects of
linguistic development and behaviour. The simultaneous
acquisition of a part of two codes was then examined. It was
apparent that thé emergence of linguistic means for signalling
yes/no questions corresponded to those found in other situations.

' The development of a single, unified theory of

code acquisition and code-switching would appear necessary.
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With growing strength in the last twenty years, English
has established its place as a second language on the
Navajo Reservation. Spreading partly through contacts that
take place off the Reservation, and even more significantly
through the influence of the school, its position is now
such that over two-thirds of Navajo six~year-olds come to
school with some knowledge of it. But not enough to do
first-grade work in it: wunder a third are judged by their
teachers to be ready for this.

In this paper, we report on studies of the present
situation, discuss some of the factors that contribute to
it, and make some tentative predictions. As well as the
shift from Navajo to English, we discuss details of English
borrowings in the speech of six-year-old Navajo children.

Our studies héﬁe been intended as background to our
investigation of the feasibility and effect of ;eaching
Navajo children to read in their own language first. We
carried out a first survey in 19694 and repeated it in
19705 including a greater number of schools. The_general
method adopted in each survey was to send a simple queé—
tionnaire to all teachers with Navajo six-year-olds in

their class. Returns to the 1970 survey provide data on
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79% of the Navajo childrsn born in 1964, coverimg 84% of
those actually in school.

The questionnaire asked teachers to rate the language
capability of each of their siz-year-old Navajo pupils at
the time he or she started school in September using the
following five-point scale:

N: When the child first came to school, he or she
appeared to know only Navajo, and no English.
N-e: When‘the child first came to school, he or she
appeared to know mainly Navajo; he or she knew
a little English, but not enough to>do first
grade work.
N-E: When the child came to school, he or she was
equally proficient in English and Navajo.
n-E: When the child came to school, he or she knew
mainly English and also knew a bit of Navajo.
E: When the child came to school, he or she knew
only English.

To check the reliability of the instrument, ten teachers
were asked to £ill out the guestionnaire a second time some
six months afger the first: overall correlation of 187

early and late ratings was 0.78. The validity of the

questionnaire was investigated by having 194 pupils at
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1% schools ratead ﬁy pairs of trained bilingual judges using
a standardizec interview: a comparison of teacher and
juége ratings gave an overall correlation of 0.67. Simi-—
larly satisfactory resuits were gained in a validity check
in a parallel use of the instrument by Southwestern Co~
opexrative Educational Laboratory.

The results of the survey for 1969 and 1970 are simlar.

The 1270 data are summarized in Table I.
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TABLE T.

Language scores in 1970 - Summary
Number
of six~
School yeax-olds N N-e N-E n-E
BUREAU OF INDIAN AFFAIRS
| Chinle 385 45 43 10 1
i Eastexrn Navajo 383 39 48 10 1l
Ft. Defiance 388 25 49 23 2
Shiprock 324 39 46 14 1l
Tuba City 382 62 33 4
Hopi 11 73 18 9
Total 1873 42 44 12 1
PUBLIC
New Mexico. 1046 13 32 37 10
Arizona 471 22 35 21 10
Colorado 27 11 67 7
Utah 86 13 52 23 5
Total 1630 16 35 31 9
MISSION
Arizona 56 11 23 - 20 35
New Mexico .35 23 23 37
Total 91 7 23 21 36
INDEPENDENT
Rough Rock Demonstration. 59 . 58 29 _8
Total 59 58 29 8 0
GRAND TOTAL-all schools 3653 29.8 39 20.7 5
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From the tabliz., it will be seen that 29.8% of the chil-
dren were reportes as knowing only Navajo, 39% as knowing
a little Emglish as well, 20.7% as more or less balanced,
5.7% as mainliy English speakers, and 4.8% as speaking only
English. The weight is clearly on the Navajo side: the
child who spe=zks English is an exception. It is clear that
most parents still speak Navajo to their children and that
school is the first real contact with English for most .
children. |

But there is evidence that the use of English is grow-
ing. In the case of a good number of schools, we have data
for both 1969 and i970. Comparison of these data for the
same schools gives the following results:

1969 Mean Language Score 3.99 (S.D. 1.01)

1970 Mean Language Score 3.90 (S.D. 1.04)
The change of 0.09 is significant (F = 8.97, significant
at the p.< .01% level).

Any prediction based on these data is speculétive, but
certain guesses can be hazarded. Assuming the data are ac-
curate (or at least that the error each year is likely to
be the same), there was in one year a change towards English
of .09 on a scale rahging from 5.00 {Navajo only) to 1.00

({English only); A conservative guess would choose 1949
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as the last year in which almost all Navajo six-year-olds
would have come to school speaking only Navajo. In twenty
years; then, there has been a shift from close to 5.00 to
3.99, which averages 0.05 a year. A language shift is
not a simple progression, but tends to accelerate: the
larger the proportion using the new language, the faster
others are likely to learn it. The 0.09 for.1969—70 is
probably not a doubling of the average rate but a point
on a steady increase. Assuming this to be the case, it is
not unreasonable to suspect that by the end of the present
decade, the mean language score might be close to 3.00,
which is bilingual on the scale.

But it would be a mistake to predict that all Navajo
six~-year-olds will be bilingual in 1980. The kind of sit-
uation that is more likely is one developing out of the
currently observable difference between children in rural
areas and those living in the newly developing semi-urban
setflements.‘ This becomes clearer if one notes the dis-

tinction between public schools and Bureau of Indian Affairs

schools. About 50% of the 55,000 school age Navajo children

attend public schools which operate according to the state

in which they exist: public school districts on the Reser-

vation range in size from Gallup-McKinley with close to !

rdals 3



10,000 pupils to Navajo Compressor Station No. S5 with 21.

By agreement between the Bureau of Indian Affairs and the
Navajo Tribal Council, public schools usually enroll chil-
dren who live within a mile~and-~a-half of the school or of
an established school bus route. The widely dispersed
pattern of traditional Navajo rural settlements and the

lack of paved roads on the Reservation means that public
schools draw their pupils mainly from government compounds
or from the developing towns where most of these schools

on the Reservation are located. A comparison of the lan-
guage situation in the two kinds of schools reveals a strik-
ing difference: for BIA schools, the average language score
in 1970 is 4.26 and for public schools it is 3.39. Only 14%
of the children in BIA schools were considered to know enough
English for first grade work, while 49% of the children in
public schools feached this figure.

From this additionai fact, then, it might be guessed
that an overall ﬁean score of 3.00 in 1980 would be likely
to reflect a situation where Navajo "urban" children will
come to public school speaking a variety of English and
Navajo rural children will still be mainly speakers of
Navajo.

A study of some of the factors contributing to this

increase in the use of English throws more light on the

s Vi



kind of bilingualism that the Navajo child liQes with. For
Navajo, there have been two distinct classes of contact
with English. The first class is made up of contacts that
occur off the Reservation. Many Navajos live and work in
a city far away: Los Angeles, the Bay area,_Chicago, Denver
and Albuquerque all have large Navajo populations. Many
leave the Reservation for schooling, attend a boarding
school or a bﬁrder—city dormitory or go away to college.
And the shopping trip to a town on the edge of the Reserva-
tion is a common event. The second class of contacts is
on the Reservation itself. In this class, the major factor
is school. Traders generally have learned Néﬁajo; churches
and missions mainly use Navajo; Public Health Service of-
ficials who do not themselves speak Navajo. Radio stations
broadcast in Navajo about 150 hours a week. But the school
is still almost completely monolingual in English. There
are exceptions: a few pilot bilingual educaticn programs,
Navajo speaking teacher aides in beginner's classes, Navajo-
speaking employees to serve as interpreters, but basically
school is a place where English is spoken, and were one
must speak English to participate in the institution.

In looking at the increase of English, two main centers

of diffusion might be expected:. cff-Reservation towns, and
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schools on the Reservation. To investigate the relative
influence of these factors, we studied the relation be-
tween six-year-old language use and ease of access to these
two places.6 |

For language use, we used the teacher rating described
above. For ease of access to off-reservation town, we cal-
culated an index which consisted of distance plus factors
added to represent the state of roads (paved roads for
instance were taken at face valué} ungraded dirt xroads
multiplied by four). The correlation between a school's
mean language score and its accessibility index was calcu-
lated: in 1969 the correlaticn was .517 and in 1970 it was
.55. We can reasonably conclude that the closer a community
is to the edge of the Reservation, the greater the likeli-
hood of speaking English at home.

The second kind of accessibility we considered is ease
of access from the child's home to school. This shows up
first in the variation between kinds of schools that was
discussed above. It is almost always the case that chil-
dren attending public schools live closer to school than
those who attendé BIA schools: the much greater amount of
English spcken by the former has already been pointed out.

This difference shows up when we compare cases of BIA and
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public schools in the same locality (ard therefore having
the same index of accessibility to town): in twenty such
pairs, the six-year-olds come to public school with much
more English.

To look at this further, we calculated the correlation

between individual language scores and individual ease of

access in the case of two schools, Rock Point'and Lukuchukai.

In Rock Point, with 48 six-year-olds,; the averége language
score in 1970 is 4.26, the average index of accessibility
from home to school, 12.7 (s.D. 12.9), and the correlation
between the two 0.28. In the case of Lukuchukai, we com-
pared accessibility of the off-Reservation town (Gallup),
accessibility of the school, and language score. The two
accessibility indices correlate negatively in this case
(-0.39) because the closer a family lives to scbgool, the
further it lives from town. No correlation (~0.01) showed
up between individual language scores and individual acces-
sibility from home to town, showing that this is a factor
affecting a whole community rather than individual members
of it, but there is a correlation (0.12) between individual
language scores and ease of access to school.

Further light on linguistic acculturation comes from

a study of English loan words in young children's speech.7
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Earlier descriptions of Navajo agreed on the lack of re-
ceptivity to borrowing. Haile summed up the general view
when he wrote: "Pueblo contact has not influenced Navaho
to a noticeable degree, while Spanish elements in the lan-
guage are comparatively few, and English elements practi-

w8

cally none. This supported notions that there was some-

thing about the structure of Athabaskan languages that
makes them unwilling to porrow.? But as Dozier points out,°
sociolinguistic factors are more influential in. borrowing
than linguistic ones. With the increased contact that took
place during and after World War rI, there was increasing
pressure from English, rezulting, it seems in a great deal
of borrowing.

In our study, wé looked at English words that appeared
in interviews we had recorded with over two hundred young
Navajo children. Of the 5,756 different words that oc-
curred in the text, over five hundred different English
loan words occurred. Generally, as would be expected,
they were words for objects or concepts introduced through
the English-speaking cultvre. A large number of words
were school-related (bus, book, chalk, bhall, pencil,
puzzle, blocks, math); others were names of objects or

concepts probably introduced through the school (camel,
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elephant, alligator, Christmas tree, record player, teeter-
totter, swing). A good number were names of foodstuffs or
‘household objects (beef, oatmeal, lettuce, ice cream, butter,
grapes, cookies, chips, chair, table, toilet, mouse trap,
cup, spoon, clock), tending to be articles not traditional
in Navajo life. Numbers and colors were also common, and
terms for occupations (babysitter, cowboy, clown, police-~
man, principal). Surprising were the kinship terms (father,
grandma, little sister).

As a genefal rule, the words borrowed were nominal in
character: 453 of the 508 were nouns in English; and with
a few interesting exceptions, they were all used as nouns
in Navajo. _Appropriate prefixes (shipant 'my pants') and
suffixes (schooldi ‘'at school', recoxd Elaxefgég' ‘the

absent or noh-functioning record player') were added.

Often, a complete phrase (hide and go see, window close)
occurred, sometimes as a free form and sometimes integrated
into the Navajo sentence. In no case, however, did we find
an English word treated as a verb stem and integrated into
the complex verbal system.

We have no dzfinite evidencé on the status of the words
in Navajo. On occasion, a child was willing or able to

give a Navajo equivalent when the interviewer insisted.
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Four bilingﬁal college students were able to think up
Navajo equivalents for most of the words, but agreed that
they themselves would be likely to have used most of the
loan words when speaking Navajo to someone they knew to
be bilingual.

Writiﬁg under thirty years ago, Reed reported the
Navajo as a people with a "highly independent spirit"
and "a definite disinclination to learn and speak the lan-
guages of cther z:oeo;@-.lea"l'1 Absolutely and proportionately,
the Navajo people remain the largest group of non?English
speaking Indians in the United States, but there are clear
signs of a growing diglossia. The six-year-old Navajo
child is far from bein¢ bilingual, but there is a growing
chance that he will be acquainted with English before he

comeg to school.
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ABSTRACT

"Development of Pre~Reading Skills in a Second

Tanguage or Dialect'

A socio-~linguistie perspective for teaching readins in bi-
lingual programs besins with an assesment of the biliggual realitv
of the school community and the community wishes for attemptine
to maintain or change that reality throush the bilinguél prosram.
Decisions to introduce reading in the prestige dialect of a non
English tongue, the local dialect either of the English or non Fnglish
tongue, or of standard Fnglish affect the pre-reading program as well
as the oral second language or dialect programs. Models will be rre-
sented for delayed reading and dialect reading programs based on soclo~
linguistic description of the community and assesment of community wishes.
Implications from the literature on the teaching of readins 1n non-
English tongﬁeé will be discussed. There ié a trend toward emphasis on
the development 6f the receptive bond of the lanmuare for second lan-

guace learners which must be analyzed with resvect to pre-rcadine skills.
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Development of Pre-Reading Skills
in a Second Language or Dialect

Federally funded bilinguai programs are rapidly multiplying across
+he nation as funds, expertise and community interest Increase. To
shif+ from an ethnocentric monolingual curriculum to a bicentric bilingual
curriculum implies a great deal more than doubting statf and efforts.
Decision models for bilingual programs are non-existent. Alfhough Mackey
(1969), Andersson and Boyer (1969), and Valencia (1969) have developed
sophisticated deséripfions of possible curriculum patterns, educators
are still searching for clearly defined criteria for selecting a particular
course of action. The most critical relationships needing clarification
are in the areas of oral language, pre-reading skills and deve lopmental
reading.

I+ is the purpose of this paper to suggest that there should be a
ralationship between the sociolinguistic reality of the school community,
the satisfaction or dissatisfaction of community members with that reality
and decisions regarding the language or dialect for pre-reading and reading
dévelopmenf. Decision models derived from a sociolinguistic perspective
for biliteracy programs will be presented.

A+ the 1970 TESOL convention, Joshua Fishman's paper clearly presented
+he rationale for deriving bilingual programs from a sociol inguistic
assessment of the community. . His concept of using descriptions of
communities in maln*enance or |an§uage transfer patterns as a sound
basis for curricuium development seems logical. This investigator's

+ranslation of Fishman's suggestion led +o the development of a concept
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currently being field tested in a Title V!I project in Sacramento,
California, "The Valley Interculftural Project."

I+ was hypothesized that non-English speakers living in a community
of language shift would find it difficult to meet their needs whereas
non-English speakers living in a language maintenance community could
participate meaningfully within their respective communities without
knowing English. It follows then that the bilingual reality in a
community has a direct retationship to the urgency or lack of it for
learning English to meet personal needs. That is to say, in a community
of language transfer children need to learn English efficiently ard
immediately. A program designed to mirror the bilingual reaiity of such
a community woulid giQe greater emphasis to English as a second language
or dialect than to dialect or mother tongue development. On the other
hand, in a language maintenance community where there is no urgency to
learn English a greafér emphasis cen be given to dialect or mether tongue
development. Pre-reading and reading skills, then, would be developed in
English in a transfer community and in Language X or Dialecf.x in a
maintenance community. The development of an oral language, pre-reading
and reading prograﬁ as just described is both simplistic in nature and
arrogant in spirit for aithough it has a sociolinguistic base it is
derived from the [vory tower.

A more sophisticated approach would consider the wishes of community
members before making such curricular decisions. A grass-roots approach
would involve community members not only in assessing the bilingual

reality but also in deciding whether they wish fo mirror that reality in
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the biliteracy program or not. The alternate decision would be based
on dissatisfaction with the reality that there was an urgency to learn
English or that there was no urgency and there should be. The Socio-
linguistic Decision Mode! (Diagram |) indicates the alternate choices
of maintenance or transfer programs either for maintenance or transfer
communities. This model reflects the hypothesis that the bilingual
curriculum may have a strong enough impact to change the bilingualh
reality within the community.

On the following pages four models (Diagrams |1, 111, IV, V)
representing the four alternatives in Diagram | are presented. The
models for transfer communities are delayed reading models; pre-reading
skills being devéloped in English are extended intc the middle of Grade 1I.
Pre-reading skills develcped in the native language for maintenance
communities should preclude the need for delaying the introduction of the
printed word. The last three diagrams are suggested models fqr the
development of pre-ieading skills and reading for dialect speakers. |If
print is to be introduced in the non-standard dialect, pre-reading skills
must be developed in dialect. Again, there is no reason to delay the
Introduction ‘o pPIhf. Models suggesting delayed reading for dialect
speakers take into account the additional time needed to teach oral
language skills and pre-reading skilis in the standard dialect or new
language.

In the models, attention is directed to the following premises:

~ 26
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1) A maintenance program resulfs in equal time distribution;
that is 502 of the schoo!l day will be spent in English
and 50% in Language X or Dialect X.

2) A transfer program results in an increased emphasis in
English; that Is approximately 75% of tre school day
will be spent in English and the remainder in Language X
or Dialect X.

3) None of the models presented here transfer totally to
English; such programs are not being discredited by
omigsion. By Title VIl guidelines they are not fundable
at the point where the transition fo English is complete.

4) All models adhere to the principle that pre-reading
skills must be developed in the same language or dialect
selected for the introduction of reading.

5) Models show transition patterns over a four-year period.

6) A basic principle underlying the models is that in a
transfer community, the non-English speaker cannot meet
his needs. The pressure to learn English in such a
community must be reflected in the emphasis given to ESL.

7 All models adhere to the principle that during the iirst
year of school, concepts must be presented in the student's
native language or dialect. At least 75% of the time
allotted for concept development is shown to be in the
native language. The instructional model {(Preview-Review -
Diagram |X) presented later clarifies the relationship
between second language principlies and concept development
that must be considered in order to comply with USOE Title
Vil Guidelines which specify that at least one academic
area must be presented in the second language.

8) #:1 models in which reading is introduced in the second
language or dialect are delayed reading models; this Is
‘indicated with an arrow drawn into the middle of first
grade with a continuation of pre-reading skills supported
by heavy emphasis of oral second language deve lopment.

) None of the models for English speakers show reading
introduced in the second language. This possibility
for experimental study is not discredited by omission;
the models for X~speakers may be applied to English
speakers to vallidate or invalidate the following
hypotheses:

s 4
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a) If the phoneme/grapheme correspondence
of language X is better than English,
English speakers might have greater
success in learning to decode by being
introduced to reading in language X in
a delayed reading program.

b) English speakers in the St. Lambert School
near Montreal (d'Anglejan and Tucker, 1970)
and Spanish speakers in the Hamilton School
in Mexico City (Andersson and Boyer, (969)
learned to read in the second |anguage
successfuliy. English speakers in the United
States having the "power'" language and none
of the identity problems of non-English
speakers in this country may learn to read
successfully in the second language !f the
motivation is based on solidarity rather than
power. '

Models presented for E and X speakers are based on the
assumption that the languages spoken natively are not
non-standard dialects (Diagrams I}, {11, iV, V).

Models for nonwstandard dialect speakers are presented
for X-speakers only. However, the models should be
applicable for bilingual programs where English as a
Second Dialect is being taught (Diagrams Vi, VII, VIlI).

The alternatives presented in the dialect models are:

a) To introduce reading in dialect with a
transition to reading the standard dialect
before reading English. Decisions with
respect to dialect reading materials must
be made on the fol lowing possibiiities:

o Translations into dialect or
existing materials representing
dominant culture.

2. Materials written in dialect
reprasenting domlnant culture,
local culture or a combination,
that is heterocultural materials.

<8
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3. Materials elicited from the learners
In @ language experience approach
representing ethnocentric, bicentric,
or polycentric views depending on the
students and the topics.

b) Delayed reading until the middle of the first grade
with the following alternatives:

l. Reading in the standard dialect with
' heavy emphasis on oral second dialect
development,

2. Rsading in the second language wlith
heavy emphasis on ESL.

13) Teaching non-standard dialects to standard speakers (s not
discredited by omission. Such a bidlalectal or biloquial
program is based on the be!ief that 1f a stuadent lives In
a tidialectal community the most efflicient approach to
changing negative attitudes about non-standard dialects is
to teach non-standard dialects to standard speakers where
the non-standard dialect Is functional. Again the models
presented provide enough examples for adaptations to non-
standard E or X for standard speakers of E and X.

The preceding models graphically describe the alternative routes
for articulating oral language development, pre-reading skills and
introduction to print In bilingual programs. Briefly the alternatives
are:

l. For speakers of Standard X:

A, £%L; Pre-reading in E; Delayed Introduction to

print in E.

-

B. Native lanquage development; Pre-reading In X
Introduction to print at beginning of Grade | or
earlier in X.
1. For speakers of Non-standard X:
A, ESL; Pre~reading In E; Delayed Introduction to
print in E,

B. XSD; Pre-reading In X; Delayed Introductfon to

<50
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print in X,

C. Dialect development; Pre-reading in dialect;
Introduction to print at beginning cof Grade |
or earlier in dialect.

Pre-reading skills for speakers of Ernglish are designed to prepare
a child to meet the language which he speaks in print. Many of the
activities designed to prepare a speaker of English to read English have
little if anything to do with preparing a Spanish speaker +o0 read Spanish.
The grapheme/phoneme fit in Spanish precludes the necessity of many pre-
reading activities for English. It is critical that when the decision is
made to Introduce reading in standard or non-standard dialects of non-
English tongues that teachers be given in-service training specifically
designed for the language or dialect +a be taught.

The preceding models show a relationship between the amount of time
used for language development and the amount of time used for concept
developmeni. The mode! which follows clarifies the relationship between
language and concept development. (Diagram 1X)

The Preview-Review Model is presented in Jraphic form as a method
of grouping for Instruction; the basic principle is to develop concepts
in an introductory, brief preview lesson. The main lesson is plctured
as a larger box to Indicate a fuller development of the concepts prezantec
in the preview lesson; the main lesson }s presented to a mixed language
group. The¢ review lesson is taught in the second language; this implies
a measure of linguistic control in the ear|iest stages of language

development. The model 's based on the assumption that the student learns
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best in his native language; it allows for efther the English speaker

or the X-speaker to receive a preview lesson in his stronger language

when the main lesson is in his weaker language. The mode! may be used

for dialect speakers in bilingual progrems.
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PREV IEW-REVIEW

INSTRUCTIONAL MODEL FOR CONCEPT DEVELOPMENT

The LESSON
PREV | EW : ' ‘ REV | EW
LESSON | LESSON
X=-SPEAKERS MIXED . E-SPEAKERS
- GROUP %
XMI
EMI N XSL
E-SPEAKERS D - X-SPEAKERS
EMI .
ESL
XMI

Preview: Concepts are introduced in student's mother tongue.

Review: At the earliest stage linguistic control is necessary when concepts
are presented in the second language.

EMI: English as a Medium of Instruction.

XMI: Language X as a Medium of Instruction.
“3L: Language X as a Second Language

English as a Second Language =3I




GLOSSARY

Bicentric. The term "bicentric" Is used to mean not ethnocentric,
Although the word was nq# coined for *this sftudy, its use in describing
a cultura! viewpcint is presented here as a new term.

¥Bicognitive. The term "bicognitive' refers to a person capable

of thinking in two languages or dialects and solving problems in either
language or dialect independently.

Bicultural. The fTerm "bicultuiral" refers to a person who wvalues
the heritage represented In two language groups without prefersnce and
behavas appropriately in either situation.

Bidialectal. The fterm "bidialectal" reters toc a persen who under-

stands and speaks two dialects of the same language. Biloquial is an
equivalent term found in the iiterature.

Bilingua!. For the purposes of this study, the term "biiingual™
is used to describe a person who understands and ébeakg fwo different
tanguages.

Bilingual Education. The term "bilingua! education" is used fto

denote any educational pragram which incliudes bilinguallism as a performance
ob jective of instruction

Billterate. The.term "blliterate" refers to a person who has fhe
ability to read and write two languages. |

*Heterocultural. The term "haterocultural” refers +o a person who

values the heritage represented in two dialect groups wlthout preference

and behaves sppropriately in either situation.

<70
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*Hetercliterate. The term "heteroliterate'" refers to a person

who reads and writes two dialects of the same language and uses each
A

appropriately.

Malntenancs patitern. In this analysis, the term "maintenance

pattern” (Mackey, 1969, p. 8) will be used to describe the time distri-
bution, whether dlfferant or equal, of a bilingual school having the
maintenance of both languages as an objective.

*Myulticognitive. The term "multicognltive" refers to a person

capabie of thinking In several languages and/or dialects and solving
problems in each independently.

Muiticultural. The ferm "multicultural" refers to a person who

valueé t+he heritage represented in several language and/cr dialect
groups and behaves appropriateliy in each situation.

Multilingual. The term "multilingual" refers to a person whe

understands and speaks severa! languages and/or dialects. Polygl: .
ifs an equivalent term found in the literature.

*Mul+iliterate. The term "multiliterate™ refers to a person who

reads and wriies several languages and/or dialects and uses each
appropriately.

#Polycentric. The term "poiycentric!" is used to describe a non-

ethnocentric viewpoint reprasantative of several cultures.

Trans fer pattern. In this snalysis, in order to describe an
abrupt or gradual shift from one medium of instruction to another,

the term "transfer pattern” will be used. (Mackey 1969, p. 8)

O  #These terms were coined by the author for the purposes of this study.
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l. The National and Linguistic Hebrew Revival

1.1 The new wave of nationzlism and national revival in Europe in
the nineteenfh century, and the cppression of the Jews, especially in Eastern
Europe, which culminated in the Pogroms against them throughout Czarist Rus-
sia, combined in the latter Quarter of the nineteenth century with the age-
long yearning of the Diaspora Jews for return to their ancient hnomeland, for
national revival in the Land of Israel ("Palestine"). The idea of return to
full productive life on the soil developed independently among the Jews who
dwelled in the Holy Cities of Palestine too, and the first Jewish agricul-
tural settleme=nt there (Petap—Tikvah) was indeed established by old-time
Jews from Jerusalem in 1878.

A new national movement, called Hibbat-Zion ("The love of Zion"),
which officially started in Russia around 1880, produced the first influx of
immigrants, "The First 'Aliyah," to Palegtine, which was then part of the
Turkish Empire, and the first new settlements were established in 1882. This
was an important milestone. The formal political Zionist movement started
in 1897. Together with the national, political and social revival came the
revival of the Hebrew language, indeed, as part and parcel of it. Moreover,
modern Hebrew literature served to some extent as a catalyst for the national
movement, and the very revival of Hebrew for regular, everyday communication,
oral and written, among the heterogeneous components of the new Jewish so-
ciety in the making in Palestine constituted an important factor in the gen-
eral, national and socilal revival. In a way, it served as a cement for the
entire process.

We cannot go here into details concerning the very process of the

7O
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revival. We do it in other studies. But several sociolinguistic prhenomena
and processes connected with that revival are of significaht relevance to
our present discussion, and we will therefore mention them briefly.

1.2 For about 1700 years (from c. 200 C.E. till the 1880's), Hebrew
did not function as a living language. It was not "dead and buried" like
its "sisters" Ugaritic, Akkadian, etc. It was' passively used in the Jewish
House of Prayer and in the House of Learning, and actively in writing reli-
glous, literary and scholarly works throughout the ages; also in intercommu-
nity communication, in written community records, contracts, in Responsa,
correspondence among scholars, and the like (similar to Latin in the Middle
Ages). Eere and there, now and then, there was some use of it for oral com-
munication too, but it was not used as a living language for regular every-
day communication. In this sense, Hebrew was a 'dormant" language.

Since the first settlers of the First 'Aliyah (1882-1904) came mostly
from Eastern Europe (Russia, Poland, Hungary, Rumania, etc.), they did not
have a real problem communicating among themselves, because practically all
of them spoke Yiddish, usually in addition to the language of their home
country. The problem arose when they had to communicate with those of their
brethren who had no familiarity with Yiddish, especially the Oriental Jews
who spoke Arabic, Ladino, Persian, etc. On some occasions, a spontaneous
mutually intelligible "Hebrew" would somehow be used. Most of the pioneers
did not seem to be bothered at first by this haphazérd solution. But if
they did not mind so much this abnormal linguistic situation, some of the
4leaders of the revival and the writers, many of the Hebrew teachers, and above
all the first native children did mind. As we shall see later, the children

were in the greatest need and hurry for an adequate linguistic solution,
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while not everybody agreed on the same solution.

1.3 To make a long story short, there was quite a struggle on the
language hegemony, especially between Yiddish and Hebrew, which lasted many
years and flared up anew from time to time. Then there was the famous
(shorter but very acute) struggle between Hebrew and German, mainly concern-
ing the language for feaching the sciences on the advanced level, which
reached its peak in 1913-1L. And there was also guite a conflict between the
proponents of the various traditicns of Hebrew pronunciation as to which
ghould become the standard pronunciation of the revived language. More spe-
cifically, the question was whether the Ashkenazi (roughly: the European)
or the Sephardi (roughly: the Oriental) pronunciation should be adopted,
and which variety thereof, or what should be the ideal synthesis. After a
short but intensive polemic, the "Sephardi pronunciation" was selected by
most of the teachers in Palestine, as it was by Eliezer Ben-fehuda, the great
fighter for the revival of Hebrew speech.l

But not everybody started séeaking Hebrew automatically. The adults
came to Palestine egquipped with a native language, often Vith more +than one.
And while some of them came with a poor (or no) previous knowledge of Hebrew,
othefs had a good knowledge of it from their religious studies. But even
the latter héd.a great difficulty in expressing themselves on simple daily
matte?s. Hebrew was still basically a classical, literary language, still
unadapted for oral communication of a modern man in a modern society.’ |

To be sure, languages have a "built-in device" for exﬁansion and
adeptation, and Hebrew eventually made it. But it took some time (accelerated
as that process actually was) and enormous efforts. And there were quite .
few devoted zealots who promoted the revival by teaching, propaganda, coining

of new terms, and the like.



- 268 -

However, the problem of the adults was not nearly as acute as that of

the children, as we shall see below.

2. Tmmigration into a "Ianguage in the Making"

2.1 The mass immigration of Jews to Palestine, and the problems of
resettling, cultural adaptation, and the like, bring to mind, for instance,
the mass lmmigration to the United States, but there are very distinct dif-
ferences. The U.S5.A. was established by English-speaking people, and English
hgs been the dominant language since then. Now, unlike the case of the non-
English-cpeaking new immigrants to the U.S.A., who had to adopt an established
new language, and in most cases also adjust, at the same %ime, to an entirely
new, more or less stable culture, the first waves of immigrants to Palestine

had actually to participate in the formation of a new culture, as well as in

the creation of a new language: adapting a classical literary language to
the needs of a contemporary moderr ~ unity. Thus, the "revival" of
Hebrew, or the "re-activation" of th.. "dormant" language, was, in a way, a
new creation. It was neither a continuity of, say, Biflical Hebrew, nor of
Mishnaic Hebrew or any other layer of Hebrew, but an "eclectic continuation"
of historical Hebrew.2

Now, 1f we compare, for example, the case of the Norwegian immigrant
in the U.S.A.,3 or that of the Yiddish-spesking Easlt REuropean immigrant to
the U.S.A.,u and the like, with that of the first pioneers in Palestine, we
wlll notice a somewhat special situation of bilingualism, i.e. that the
latter had to "create" or "recreate" by themselves the other language,

Hebrew, which was ideologically designated to become their dominant language

in the new culture-in-the making. This involved, under the pressures of the
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rapidly growing language (and culture), spontaneous borrowings from various

languages, 1in order to accommodate the dlverse immediate needs of tle
speakers, particularly in the domains of lexicon and idiom, in addition to
the planned developments in the language by the "Language Committee" (Va'ad
Ha-lashun), the forerunner of the current Language Acadery, which tried to
provide additional lexical items by exhausting the o0ld written "sources," and
in their absence--to coin new terms, etc. (Cf. Chapter L4.)

2.2 Inasmuch as there is a difference between a bilingual and a multi-
lingual sétting, this case is combarable with the latter, especially in view
of the "Babel" of languages that the immigrants brought along with them to
Israel. Yiddish and Arabic were most crucial for spoken Hebrew at the begin-

ning, with English more recently as the runner-up, as we shall see in a moment.

3. A Bilingual (Multilingual) Setting for the Hebrew Revival in Palestine

3.1 Palestine was be ‘cally a bilingual country in the past few gen-
erations. Officially therc +as there a third dominant language, that of the
imperial rulers, which was used in the Administration. Thus, while the lan-
guage' of the Arabs.was Arabic and the major language of ﬁhe Jews since the
beginning of this century was Hebrew--the language of the Imperial Adminis-
tration was Turkish through World War I, and English between 1918 =and 1948,
It was during the British Mandate (1922-1948) that Hebrew was recognized as

5
one of the three official languages, alongside English and Arxabic.

The relations between the three major languages were quite complex.
Relatively few of the native citizens of both sectors (Jews and Arabs) rez=127
bothered to learn Turkish during the Turkish Admicfstration. During <he

British rule (Mandate), English was learnad in the schools rather intensi==ly,
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usually as the first forelgn language, but the British rulers were not liked
by'either sector; and this resentment was reflected in the attitude toward
thelr language too. TFor instance, to demonstrate their resentment, Jewish
school children who were required to learn English would ofteh avold learning

the proper pronunciation of English. This was a special kind of revenge....

No wonder that English had a minimal effect on Hebrew at that time.

.Interestingly enough, the study of English became more effective,
English (rather, American) literature became more popular, and its impact
considerably greater on Hebrew (and its literature) after the departure of
the British and the establishment of the State of Israel, in 1948. PFirst
came some tightening of relations with the United States, and after some
time came an Improvement in the felations with England too, which resulted
in yreater influence on Hebrew.

¥iddish had unquéstionably the greatest influence on Modern Hebrew in
practically all domains of language. Second in significance was, in my judg-
ment, the contact with Arabic, from the beginning of the revival in tﬁe 1880's

"1 the establishment of the State of Israel in 1948. Since then English
has assumed a most important role 1n the Israeli culture, in its literature,
Journalism, and various aspects of the Hebrew language.

But let us go back to the earlier period when Modern Hebrew was still
in the cradﬁe and when Afabic played a most significant role.

3.2 Speaking of Arabic, one should remember that not only Arabs spoke
Arablc. Arabic, and special dialects of Judec-Arabic, were also the native
vern=-ulars of certain segments of the Orientzsl (i.e. ¥iddle Easterrn’® Jews.
who & : often labelec Sephardim.

For some time, the veteran, established Oriental Jews constituted t-e
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majority among their brethren. But later, especlally since the latter quer-
ter of the nineteenth century, with the mass Immigration of Jews from Eastern
Burope, the demographic composition of the Jewish community in Palestine did
radically change. European Jews with a Yiddish (plus Slavic) background now
c&nstituted the prestigious majority and the Jews with Arabic background were
soon a smail minority.T

It should be, h;wever, emphasized that Arabic used to be taught in
many of the Hebrew schools (in some grade schools and in most high schools)
in Palestine as a second foreign language, and that there were even some non-
driental Jews who acquired a good mastery of it.

3.3 At any rate, the number of proficient Arabic~H==rew bilinguals,
i.e. of individuals who could speak both languages in a naiive or near-native
manner, was relatively small. In other words, as pointed out by several
scholars,9 national bilingualism does not imply individual biZimgualism.
Often, for sociopolitical reasons, there are fewer (proficizrtt) bilinguals
in a bilingual country than there are in many monolingual coumtries. Then,
there was a somewhat larger number of Hebrew-speaking indivicdmals (essentially
" monolinguals) with a very limited knowiedge of Arabic which @oes not Jjustify
the term "bilingual.” The majority of the Jews in Palestirms, however, 4id
not know more than a few words and phrases in Arabic, whicr-—Ehey usually ac-
quired "secoﬁd-hand," i.e. not from the native speakers df Lr=hic themselves,
and hence they mey have received it in a somewhaet distorted Form, s we shall
sere later. The lmportant point about them is that théy were thoss who ac-
tu .1ly forged and perpetuated the borrowings, so that many of the borrowed
el =ats from Arabic manifest now the special features of "m=iwe" adaptation

a: . "innocent" language <hange.



L. Yiddish vs. Arabic

L.l The difference between the impacts of Yiddish and Arsbic on
Hebrew speech is both qualitative and quantitative. 7Yiddish was at the base
of the revival of Hebrew speech, providing the most significant foreign "sub-
stratum" for it (in spite of its rejection by vigorous revivers such as
Eliezer Ben-Yehuda and other contemporaries), whereas Arabic, although impor-
tant in certain areas, is lzss significant in others.

. h.é We mentioned above Eliezer Ben-Yehuda. He was not only the famous
iealot of the revival of époken Hebrew, but aléo the compiler of the most

comprehensive "Thesaurus," A Complete Dictionary of Ancient and Mcdern Hebrew.

On the one hand, he tried to comb the older sources for words which were not
noticed before and which might be useful in the new situsation, and, on the
other, he incorporated in the Thesaurus scores of new words which he had
coined himself. For cultural, sociological (socio-linguistic) and political
reasons, he resented Yiddish more than all foreign languages. It was in the
spirit of the Hebrew Enlightenment Movement of the 18th and 19th centuries
to reject Yiddish, the language of the degrading Jewish Ghetto, even to refer
to 1t scornfully as "Jargon," rather than Yiddish. But it seems to me (and
this is also borne out by oral evidence from Ben-Yehuda's older daughter,
Yemima), that he was also afraid of it. He was afraid of the danger of its
becoming the dominant language, even of any kind of interference ffom it,
since Yiddish was the language of the masses and of a great Jewlsh traditzon
in all of Eastern Europe. Moreover, it also started gaining prestige asza
new literary language. Because of hils resentment and fear he prevented h: .
children (as his daughter Yemims told me) from playing with Yiddish-speakin:

children (but apparently not so much with others, i.e., Arabic- or Ladino-

O
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speaking children, éince there were very few Hebrew-speaking children in
Jerusalem in the 1880's and 1890's), as he also avoided making use of it in
his coinings. '

In coining new words he would rather resort to old Semitic roots. He
would make special use of Arabic for deriving new "Hebrew" roots and coining

new useful Hebrew words, e.g. 'adiyv "kind," from Arabic 'adiyb; rsciyniy

"serious" from Arabic‘ra iyn, or facixnut "seriousness," Arabic raga:na,
and the like.lo Not all of his coinages were accepted.

This was the planned development, which not always prevailed. But
there were also unplanned developments in which Yiddish played a very signifi-
cant role (and seé below about Arabic).

4.3 As mentioned above, the first waves of Jewlsh settlers who came
"to fevive the‘Land of Israel," in the 1880's and theréafter, were predomi-
nantly of East Buropean origin. Most of them were native speakers of ¥Yiddish,
or bilinguals of Yiddish and Russian, Yiddish and Polish, etc. It was not
before the first decade of the century that the call of Ben-~Yehuda and other
outstanding contemporaries (since the 1880's) for the revival of Hebruw .38 a
spoken, living language, and the crucial efforts of the Hebrew teachers,
started to be really effective. Until then, the original mother-tongues, and
Yiddish foremost, bad been retained In full Ty the new imrigrants, Hebrew
being still regarded by various peopl= as mmimarily a literary language, or
as “the Holy Tongue" which carnot be reduc=d to ordinary speech. Certain
fanatics violently objected~to dts u== ino everyday iife, arguing that it
amounts to profaning the Holy Tongue.:

However, within a relatively short pe:iéd (certainly shor= for such a

project), Hebrew speech started gairding ground,'and before long ecame the
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dominant language of the Jewish community in Palestine. The pioneers gave up
their native tongues for the sake of creating and establishing the new Hebrew
vernacular instead. This was done for both ideological and practical reasons.
Chaim Rabin,ll basing himself on another scholar,lg states that '"the success
of Hebrew was assured by the fact that among the immigrant groups which m=de
up the Jewish population of Palestine, no one group had a sufficient numeri-
cal superiority to 1mp6$e its home language on the others."13
Numerical superiority is, of course, a necessary but not sufficient
condition. The most important factor would be the desire of the people in-
~ volved, their concerns, aims, cohvictions, and the like. At certain stages
the Yiddish-speaking individuals may have had the numerical superiority -
impose Yiddish on the others, 1if they had really wanted it. But most of
them obviously did not wish to use that power for that purpose. On the con-
trary, they used it for iﬁposing (for ideological reasons) another uniting,
language--the Hebrew language, the histofical language of the Jews; the lan-
guage in which the Jewish people spoke to its God nsg well ag to ito indi-
viduals. 1In short, the language to which the Jew had the greatest spiritual
attachment.lu
As noted by the soclologist L. Wislavsky,l5 there was a strong trend
among the I19th century Jews to get out also of the "linguistic diaspora,”
and enter a "linguistic memismuzs." Indeed, for socio-cultural and aesthetic
reasons they were sick and tired of the cultural and linguistic diaspora and
plurallsm, and were yearning for a linguistic unity. This inner tendency
combined with the special ame-long relation between the Jew and Hehrew when
the national revival came into bpeing. And when the need for a uniform lan-
guage became crucial, even Zfrom the practical, pragmatic point of view (i.e.

the need for a mutually intelligible language for people who gathered from,
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literally, 211 parts of the world), the decision fell upon Hebrew, as the
natural choice.

L. 4 T have pointed out elsewhere16 thet the switch to using Hebrew
in oral communication may have been, in certain respects, somewhat more
"natural" for the Sephﬁrdi Jews. One of the reasons for it may have been
their tradition of learning the Scriptures which included a lot ¢f rote mem-
orization of verses. On the other hand, it seems to be an established fact
that members of the Ashkenazi groups were more active and more aggressive in
the promotion of the Hebrew revival (but we will not go here into the socio-
logical explanations for it). They were eager to impose the use of Hebrew
on themselves and on others, and in a pronunciation which was meant to be
the "Sephardi pronunciation.”

But having that zeal d4id not mean that they could really rid themselves
from the influence of their orig.nal Ashkenazi pronunciation or from that of
Yiddish, and by reason of the weight In the population and the prestige which
they acquilred it was cerried over to others too.

Since the East European Jews constituted the dominant element in the
new community, no wonder that the impact of Yiddish and of Slavic (mostly
through Yiddish) has been rather tangible in the lexicon and idiom, as it
has in syntax (e.g. in the use of prepositions) and phonology. Yiddish
phonic interference has been declsive in the shaping of contemporary Hebrew
phonclogy (see below), including certain prosodic features (especially into-
nation). It is also apparent in morphology..l7

4.5 With regard to Yiddish interference in morphology, I will mention
here one instance which has special relevance to our topic, i.e., the use,
especially by children, of Yiddish and Slavic (again, through Yiddish) diminu-

tive ard affective suffixes: -al, le, Zele/<ale, <kele/Zkale; (<ik), =ik,
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e

e.g.: Dbuba "doll"--bibale "dollie," ima "Mother"--imale "Mommy," katan

"small,"-~katdnik/katdndik "tiny," "smallie." Sometimes several elements

will be combined, e.g. katan + ik + 91 katdndiksl (including basically a

tautology), and sometimes even in addition to a genuine Hebrew diminutive,
e.g. katan "small," kstantan "tiny, smallie," ktantandik "teany-tiny," as a
double-tautology. These constructions are especially liked by children.

4.6 As far as the phonic interference is concerned, Yiddish was defi-
nitely, and unavoidably, the major source or cause of interference for the
piloneer speakers of the revived Hebrew speech. The revivers of modern Hebrew
speech had planned to adopt the genuine oriental pronunciation, or as it is
generally called, the "Sephardi pronunciation" of traditional Hebrew, which
included " "e realization of the so-called "gutturals," i.e. the glottal stop
/?/, tbe 1, , the pharyngeals /bf, /§/, the alveolar /r/, also gemination of
consonants, realization of the shwa /s/, the emphatics /t/, /%&/ (or /q/), which
exist in the pronunciation of certain oriental communities, =tc. But most of
1t 4id not materialize. 1In effect, the Ashkenazi speakers retained their
consonantal system wit: mne exception, i.e. the elimination of the [s] allo-
phone of /t/, adapting whe Sephardi realization /t/—» [t] only. But they were
more succassful in adopidng the Sephardi véwel system. Thus, while the vowel
system of contemporary stemdard (informal) Hebrew is now basically the
Sephardi one, the comrsczmantal system is basically the Ashkenazi, with the
exception of /t/ which last the fricative allophone and is onTw /t/—> [t], as
in the main Sephardil rpromunciation, as mentioned above. The Yiddish back-
ground of those speakers éertainly had a lot to do with it, al@hgside the
reading tradition of the= Hebrew text by the Ashkenazi Jews. They had thsir

effect on certain phenomen= in the area of stress too.
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4.7 Whnen the revival of the Hebrew speech began, & host of new terms,
forms, and ways of expression were required in order to cope with the needs
for a complete, normal daily vernscular. Historical Hebrew was rich in the
domains of religion, philosophy, poetical expression and the 1like, but’was
very poor in the areas of prosaic daily life, in simple interpersonal commu-
nication, etc. This had to be provided fast and efficiently.

Most deprived of all were obviously the children and youth who were
lacking any Hebrew tradition of games and childhood-folklore in the newly
introduced Hebrew speech, and the adults were too busy or "aloof" to really

accommodate them with their minimal needs.

5. Nativization of a Revived Language through Children's Speech

5.1 Some students of the revival of Hebrew failed to realize what
seems to be a general rule for a revived language, as for a creolized lan-
guage, i.e., that even if the language of the adults around them is still
"hesitant," uncrystallized; even when it sounds somewhat uﬁnatural, as a
crude,combination of old and new, archaic and modern——even then, the children
who were born into this language in the new liﬁguistic community accept it as

a complete tool for communication, like any other language. And behold,

while the adults may still stutter and stammer, unconsciously "translating"
from their original native language, and the like, the children manage to
use it more freely and more fluently, like any other native language. As ve
shall see later, the language of the children also crystallized as such,
i.e., as a self-contained system even before the newly (re)created adult lan-
guage did.

5.2 How is it possible that children who acquire a new language,
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which was just created, or recreated, by the adults, can speak it more
fluently and can make of it sooner a crystallized system than the initiators?
Obviously, it is possible, and there is really nothing paradoxical
about it. As mentioned above, for the bilingual (or multilingual) adults,
Hebrew was not a native language. It was usually acquired as a 'second lan-~

guage," or additional language, either at the Hebrew school in their home
country, or after their arrival in Palestine, while the first languagé ac-
quired by them was Yiddish, or Russian, or Polish, or Arabic, or Ladino, etc.
And there is a difference between first—language.acquisition and second~lan-
guage acquisition (a2lso between early childhood bilingualism and adult bilin-
gualism). Moreover, in our case, the édults revived spoken Hebrew on the
basls of the enormous literary heritage in Hebrew. Their acquaintance with
the various "sources'" and layers did not always make things easier. It often
created problems of selection between "competing" synonyms, morphological
paetterns, syntactic structures, etec., and it turned out that the richness

and excessive variation of the sources lmpeded, in a way, the crystallization
of the general language. Besides, the adults had their home language at
their disposal, and could always resort to it, or draw upon it, whenever they
needed or wanted, which was not the case with the children.

But the first native children were confronted with a different situa-
tion, the natural situation of first-language acquisition. Actually, they
came to modern Hebrew only equipped with their innate capacity for language
acquisition. As soon as they were.exposed to some corpus of it, they started
deriving (like any first-language learner or early bilingual does) a theory
about the language in question, a grammcr of the language.

5.3 The problem of first-language acquisition may need some further

explanation. As humans, we are endowed with an innate capacity for language
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acquisition, any language, not a particular language. And as soon as We are
exposed, as babies, to the sounds of a human language around us, we start
"working" with that material, creating internally a "theory" of the language
that we hear. As soon as we have internalized a set of rules, we start using
them and testing them by producing utterances according to this theory, pre-
dicting new forms and combinations beyond the corpus presented to us. If
our utterances are accepted, all right; if we miss--we modify them and re-
test them, and so on. In fact, the mistakes that the child mskes due to the
so-called."false anslogles" are the best indications of this process, and of
his power of abstraction which enables him to perform abstract operations
such as "extracting" a theory of a language, or to make a grammar.

This process of first-language acquisition through trial and error
goes on and on for several years, while the child internalizes the essential
theory, the rules of the basic speech patterns of his community language. In
an established speech community with crystallized speech patterns, the lan-
guage of the children will eventually conform to that of the adults, and will
come very, very close to it. We don't Jjust copy the speech of the adults, or
use their performance as mere clichés, but rather induce their construction
rules in an intelligent way. We develop a linguistic competence which serves
us in our generating or producing new utterances.18

Also, we do not really reproduce exactly the same constructions and

combinations that we have heard, in their entirety, and this 1s perhaps one

of the major reasons for internal linguistic change in the speech of indi-

viduals, and by multiplication--in that of a community, and this is an impor-
tant point. All those little deviations, all those little idiosyncrasies, or
peculiarities of the idiolects, add up gradually, and are multiplied with use

and distribution, with density and time, and in due course they become more
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and more different from the original model, and moré and more established in
thelr new form, until asnother process of change will take place.

This is in the case of a well-established speech tradition. In the
case of a less established speech, in a somewhat less crystallized linguistic
enviromment, all processes are accelerated! and as in our case, the young
speakers are usually gilven more latitudé“éhd flexibility, more freedom and
opportunities not only for original creations, neologisms and "innovations"
of various kinds, but also to maintain it for a longer period, within the
framework of the new children-and-youth-cultures that they forge. As a rule,
the less heeded and observed and challenged children are, while they speak,
and the more independent and spoiled (and one might say arrogant) they become
(which is quite common in an immigrant, uncrystallized "melting-pot'" society)
--the more they are tempted to create and innovate on their own, and the
more they succeed in maintaining it and carrying it with them to subseqguent
stages of their development, as individuals and as groups.

Obviously, there was more in common between the different individually
newly created "speech habits" of the adults than one would expect (although
each of whom may have relied on somewhat different written "sources" than
his colleagues and created his idiosyncratic "eclectic continuity" of Hebrew),
since the fact is that the children all over Palestine came up with basically
the same native language. Then, through the special ways of interaction be-
tween the children, the density of children's "generations" (see below),
child folklore, etc., they succ~ « .. creatlng before long & more or less
uniférm, crystallizéd language, whercin processes of regulari.ation prevail,
and exceptions are reduced to a minimum.

5.4 However, one important link was omltted from the previous descrip-

tion, and it should be added now. We spoke about the prolonged problem of
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the adult revivers of modern Hebrew in consciously forging the language, and
on the "simple" and "quick" solution of the young native children. The miss-
ing iink is, of course, that of the slightly older children, i.e., those
children who were presented with Hebrew and had to switch to it not at in-
fancy, but during their school age.

Let me add a brief sketch of the background. Both aspects of the re-
vival, the national-political and the linguistic , date back to the early
1880's, but as I have stated elsewhere, it was not until close to the end of
the first decade of the twentieth century that Hebrew became the language of
the home and of The masses. Until then, for 25-30 years, Hebrew was spoken
only in about ten homes, and was otherwise confined to the grade school. Why
grade school? Because the first Hebrew high school was established only in
1906 ("Gymnasia Herzeliyah" in Jaffa-Tel-Aviv). So, Hebrew speech was used
and propagated in the context of the school. The parents, by and large, con~
tinued using at home their native language, but the teachers tried their best
to bring about the revival of spoken Hebrew by introducing it into the class-~
room, and inasmuch as possible also to the schoblyard. Thus, the first
zealous Hebrew teachers undoubtedly have the lion's share in the realization
of the dream of the Hebrew revival.19

5.5 But those teachers were a handful. Perhaps the'most significant
aspect of the process of the revival was carried out by the children. They
were the ones (and by defiﬁition could be the only ones) who turned Hebrew

into a native T ~uage "o be sure, the nativization of Hebrew could not

start w. .h wae generation of the adult revivers themselves, but with their
children. Theoretically it had to be done by their yet unborn children, but
in effect it got off to a good start with the school age children who consti-

tuted the 1link in between. They carried it out from the classroom intoc the

<24
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schoolyard, and from the schoolyard onto the outside playground, or the
street corner, where they contihued their games, amd from there into the
street in general as well as to the house. And since the homes at ths gin-
ning were not Hebrew at all, the chilldren were those who crezied ths Z=Twew
environment there, demanding from thelr parents thtat they sp==k Hebrozw Ith
them, and often teaching them too. That 1is, the :hi ldren sft=n becams The
teachers of thelr parents, and their younger si’ imgs, whizh 1s not ax= unec
mon phenomenon in an immigrant hoﬁe, except tHat iz -+ the "dominant" Z=: Se
itself was not yet in real existence.

5.6 For the first school children, who sears: tschnicall& Dillliuzuzls
(with the language of the home chronologically the =*rst language = T _saw
the second), through constant use of the new lsmzuage at school sré ocut=siz=
it, Hebrew becamg a near-native language. Thi== process started even b=c-e
the turn of the century. It reached its pesk. during the First decadiz cf
this century, at whiclk time Hebrew spread to the infant stage and :itsrted
becoming e full-fledged native language.

This process was facilitated through the following developm=mnts:
First, the first geunerations of children who werw: &t school in the 1880 's
and 1890's started their own families mainly in “he first decade of tiif cen-
tury, and for them it was but natural to bring tThxir infants up om Hebzww .
Second, the second wave of immigrants (the "Secomd ‘'Aliyat"), consistizy
mainly of the idealistic "workers,"2 were more Hebrew comscious and were
mnore ready to bring up their children in Hebrew. Third, and perhaps tk - ust
Important factor, certainly for quite z whi’e diurilng the Zritial perict - :i=
the example which those Hebrew-~spe.xing s:hclchilé-en ser Tor th=i: rcup or
siblings, including the infants at home, and the ycinger ~~icuds o . e o 2cly

5.7 This brings us to one of the most immr—+tant as_ects cormecte.

i
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with our discussion, il.e., the impact of one child on anotieer, espscially of
the older child on the siightly younger one, and so or. iin creating a chil—
dren's culture (certainly, a new one), which is very relew=r in our case.

Filrst of all, let me introduce an extension to the couru=pt of "genera-
*ion." Adulis concelve of generation as e 20-25~30 year =na. But also the
¢hildren ref=r to samething like a "generation," whick boils dovz= tr more-
or—imss a school yeaxr. Up and down the lime, the differen:. wetween, say, &
seccmd grader and a first grader, then a kindergarten chiie, =t ., s com~
pe.azle iﬁ.some respects., at least in the child's Judgment, %z that af a
‘zeneraticm® among adults. An advantage of several years mmy _Awe - child.
es=pecially & leader type, enormous authority and prestige amons h~ younger
orms: his power will be envied, his behavior will be foliowed &= nis speech
hebits will be imitated.

Iﬂ this wéy, a special tradition of children's lore and Jdsrzzage will
be going on under the surface of the adult culture, handed cwa: fram one
generation of children to the other, almost unheeded by the e&ultss, and
rather independently of them. The children determine, by ard d=rz=, the
"seasons" for the different gemes, i.e., when they start and whem <@y end,
and in what order, etc., which is transmitted from one generailon of chil-
dren to the other in a very admirable way. There are always some members in

the children's community (e.g. the "leaders" on the blocks) who remsmber the

time for the different games, and who preserve the rules of the games, the

nomenclature ard all the lore that goes with it, and the like, amné <hus main-

O

“ain the continuity there. 1Indeed, all of it is part of childrer:'s 1life be-
neath the threshold of adult life.
5.8 In my udgment. this is what took place in Palestine toc, i.e.,

wvioile the ajults were busy mainly in creating the new land and inm Torging

233
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the mew Hebrew society, the children were guite free to forge their own
chiléren's culture. This included the development of a mew folklore, new
games =znc speech habits whilch, as would be expected, @id not conform to tz=
zlassZ=zl Torms prescribed by the normativists. They accomplished it thrzu.
extensiwe "m=gularizations" or "simplifications," for instance in the dams::
of the’verb,gl massive borrowings especially from Arabic in the language of
games =nd shsorotion of interference from other langusges, for one reasc =
enother. We c=nrot discuss here all aspects in detail, but would like to
elaborate om the contribution of the first generstions of the Hebrew-spesixing
children within the initial bilingual setting of the Hebrew revival) to <he
deveiopment:mf +he Hebrew "language of games," through borrowing from Are~irs

22
and othesr extenzions.

6. IﬁLguisfic Continuity and Creating a Hebrew "Ianguage of Games"

6.1 As one might expect, a highly inflected language like Hebrew
would provide, especially in the various areas of morphology; both inflec-
+tion and deriwation, more opportunities and challenge to level irregulari-
ties, ang inconsistencies, to "normalize" patterns and to uniform paradigms;
to regularize the system of expansion and derivation, and to establish more
consistent morpho-semantic oppositions and proportions, and the like.

Naturally, uniformization which is quite éommon in living languages
disfavors irreyulerity and divergence. Akin to this are the so-called "false
anaiogies," which are actually not so "false," but refer in many cases to eu-
tensions of ~rules and the like ("legitimate analogies") based on the child'=
intaitive understanding of the language, especially when the latter by them-

23

selves seex "inconsistent,”" in one way or another.
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Tt usually takes @ lonmg time in zn establiished languag: 7T such crea-
tions to crystallize im*> permanent chamsg = (trsdizionally cxil=:d "analogic
changes"),A since l1ivirs, established lamp.ages have their wa; - of resisting,
and at least slowing down, Thls process It seems to me thai .xi: tco is

accomplished by the vexy system of lingcistic centinuity. Idnz istlc conti-

noity, as it was impli=d Zrom the foregoimg, Is obviously degemd==s on the
c:?qildren, who have their own weys of trenxsmitting linguisti=— as w=_1 as other
traditions. Yet, in en established lang=sge === may say tha?t tiz= adults
"control” it to some extent, m=inly owing to the density of the g=nerations
of native speakers of the langu=age, i.e. c:f:mt‘: older and yoummger who have
gone through the mill. There is usually not too much in the lengumge of the
children that was rot experienced just one generation befare % their parents,
including the importext ares of The language of games (ané this Zo=s not
refer to lexic:o.n albne!), although neglected and forgotten as swor =s one
reaches adultkwod. OF course, ther= are always developments in ti= Jlanguage,
from one generation to the other, bmt the linguistic changes =re usually
mild and slow, within such a perlod, in an estsblished langu=ge. They mzy be
very much accelerated under the pressure of “the urgent needs cf the speak=xXs
in a newly created l=mguage.

6.2 1In the case of & newly created or revived langu=mge, =z=d within a
new society and cultu—e=, %here are &t the beginming certain Gmmzims in wkz=chk
there is Teally no limmmistic continuity, Tecsuse there was noth:ing to car—-
tinue. All had to be started from scr=zich.

Among the most important and crucial areas of this kir:, and af gre.T
wv=levance to our discussion, are those of chi:Zhood experiencs in fus new
setting, of childhood lore (folklore), of childhood games, and the Iike, snd

the expression thereof in the new language. Limost all of t%ai special realm

<5
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0”7 <hilgfuod Dlay and fun !: hich I am texmpted ©o call "the children's world
o~ Sabiz=th =z—Ai Holiday"). ~Zth the sppropriate verbal interaction in tthhe new
lecguage witlzin the new ssitting, w=s "terra incognita” for them. The thildrsn
themsel 2= E=d to create I=X, since the aduits could not have experienc=Z it
ir Hebwrsw Zxz the Diasporz. befors Immigrating to the Land of Israel. The
lensuag: toere was different:, as the climete, traditions, and interests were
diFfferezh. ==sides, childhaad and chiléhoc:d fun in the Jewish GheTitc were
short-Ifvad =ffairs.

5.3 The main tragei v of the JewZz: children in the Ghetto (depic=ed
ir several novels of the =—iod) was th-t they were deprived of 2 normal
happy chil&nood, and, indeec. one of the ills which the new Jewish liTe and

society in F=l=stine were expected to rem=d;r wes Just that. I{ wess one of

the dreams = the new paremi= to restore “I»= last childhood to the Jewish
ckil1d, o r=ise h:l_m in freedom and to give T=im more happiness amd opmortuni-
ties than tTase that were Frouvided o his pr=decessors in the Ghetto.

This was certainlty £ kind and nobl= thmught, but as might have been
expected, some parerts overd#ild it, providing their chilldren with too muck
freedcm and spoiling. 0F course, thkls by iIt==]lf would be of no cancern for
us ,’nerﬁe,g& empept th=r this socilal mithenomemr—x also had linguistic ZmpTS-s..
tiems: the general‘,. parbaps excesslve, fre=dom was 2lso conducliwve to sm=cial
freedor Zxn 1inmdstic crestivity--self-crestion according to thk= rules of
the lerzume=s (as concelves by the young szesker), as well as borrocwing.

f-i+ The situation ==n be cormecte:l In part withk the fact that afler
all we are spasking of an lmmlgrant socierw, with all thet it usually entails,
socinlogicaelly and linguistically: rapid s=ssstructiom of the o214 w=y of life
gnd glor Zsvelopment 2f = new one; abolistz==nt of soclial frameworis; extra-

- wideninz of gars between the genem=tions--the young edaptinz faster
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to ths new 1ie, and conseguertly developing tendencies of excessive inde-
pendence, lesser rezard for parénta’l authority, even some arrogance, etc.
The young=r generation usuzlly also acquires the language of the new country
faster arns t=iter, and if they are young enough, they escape the problem of
the foreiszm accent, and the 1ik=.

W=t w=as special about the children in the Israeli immigrant society
was tr 2i— sizmificant linguistic contribution to the emerging modern Hebrew
whick wou'd mot normally be the case in other immigrant countries.

6.5 T would not be fair to say that the adults had shown no concern
at all for the children's gam=s. Certain attempts at designing new Hebrew
games for =hem were definifely mad=s by some well-intentioned teachers. But
apparently they were not atiractive to the children. Some of them were prob-
ably too artificial or too dull, and sounded "bookish" and too "adultish,"
14ike some of the first so-called "children's songs" which were devised for
them..

Thildr=n don't go fcr such ncnsense. They like a healthy authentic
child—~en’s g=me, not anemic sulmtitubtes. And above all, they were anxious
to play, ami w==re not willing %o ::zait- for "appropriste ﬁebrew games" to be
dGevised for tkn, ﬁor were they ready tao walt for Hebrew terms to be invented
for them.

Ben-Yenuda's older deughter, Yemima (died a few years ago), told me
in an interviev in 1958 somes interesting things about her childhood experi-
ence (in She 1880's and 18%0°'s): "We spoxe with mistakes upon mistakes .. "
noting that she had not known "graumzr." (She was, of course, referring to
forma~ or mormative grammar, wkich was not the business of the young native

chiild:) She added: "We spcke Hebrew--the main thing was that we speak, and

ths ¢ it will spread, and that £inally Hebrew will be spoken." Then she
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commented that the Rus=lan Jewish immigrants knew grammar, "but their chil-
drem learned the langusge Zrom the children outside, during gemes, and the
parents had mo time tc correct them." In other words, we have hers a direct
evidence of a key witness to the period as to the significance of games for
the spreading of the language, how children learned the langu=zmze from other
children, who did@ not know "grammar." But they were thossz that initiated
native speech in Hebrew. And another interesting point: while the other
parents did not correct thkeir children's speech because they "had no time,"
she szys smbout her father: "Dad did not correct, because he was afraid that
we won't speek ... [we played] in a Hebrew full of mistakes, but he did not
carrect us, lest we say 'why do other children play in other lznguzges with-
out Being corrected?:™"

The children maturally realized it too. For some time tThey used to
come to their mare=ts in the middle of a game to ask for Hebrew terms, but
this is not a morsal thing to do. Children do not 1like toc interrupt a game
for Hebrew terms, certainly not wait a while (sometimes hours, or days, or
ewem'weeks)'until terms Qill be dug up or invented, when they were available
to them from their iIriends by'straight borrowing, or by some spontaneous
translation ("loan translation”), or by derivation, and the like, which they
could carry out by themselves on the spot. So they did, and thus introduced
into the language an enormous number of forms (through borrowing, loan-
translation, commounding, derivation of nouns from verbs and verbs from nouns,
"contamination,™ amd other processes) which not only affected the lexicon,
bat also the phomology, certain balances in morphological pattérns, semantic
renges, and syntax as well. We describe the various aspects in other studies.

H=re we wish to concentrate on the effects of borrowing into the language of

games.
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6.6. As mentioned above, children's games are part of children's cul-
ture which is basically an independent culture, transmitted mostly from older
child to younger child, rather than from father to son. And in the matter
of games children certainly appreciate more the authority of the older child,
the leader on the block, than that of the parents and other adults. In a
way, one might speak of the children as a class, mysteriously united against
the (international) tyfanny of the adults.

No wonder that as soon as the children of the first influxes arrived
in Palestine they made contacts with the veteran children in the neighborhood
who possessed a more or less established game-culture. The fact that it in-
volved in many cases direct contact with Arab children and the Arabic lan-
guage evidently constituted no real problem. And before I go on to analyzing
the related sociolinguistic solutions by the children, let me say a few words
about the socio-political aspects of the relations between Jews and Arabs in
Palestine.

In spite of the instability in the nature of the relations between
Jews gnd Arabs in Palestine, affected by the political fluctuations (friendly-
indifferent-unfriendly-hostile), contacts of Hebrew-speaking citizens with
Arabic did not diminish. As mentioned above, there were Oriental bilingual
Jews whose home language was Arabic, and hence Arablc was native for them, as
there were others who acquired it later as a second language.

Palestine was not divided into two cantons, one for Jews and one for
Arabs, or the like, but it was inhabited by both peoples, in either mixed or
neighboring localities. There were several "mixed," bi-communal cities
wherein Jews and Arabs either lived in separate nelghboring quarters, or
dwelled together in the same quartefs, such as Jérusaleﬁ, Haifa, Jaffa ($Tel-

Aviv), Zefat, Tiberias and for some also Acre, Hebron, and other places. The

<23



same applied to numerous Jewish villages or seftlements which had neighboring
Arab villages, e.g. Petah-Tikvah, Zikhron—Ya'akov, Rosh~Pinnah, etc. All of
these places provided ample opportunity for language contact between Hebrew
speakers and Arabic. Inasmuch as children's games are corcerned, naturally
the mixed cities mentioned above and Hebrew villages which were adjacent to

2
Arab villages played the crucial role. 2

7. Borrowing from Arabic and Resulting Interference

T.1 The contacts between the children of the two communities (in har-
monious playing in times of peace, or in competitive games and éhildren's
"wars," whether oral or manual, in times of tension) have had great signifi-
cance for the domain under investigation, i.e., that of the language of
games, and of childhood lore in general. It has also affected various as~-
pects of modern spoken informal Hebrew, and to some extent also formal (and
even literary) Hebrew. I might add here that the boys were apparently more
active than the giris in those contacts and borrowings, so that some dis-
tinction between boys' speech and girls' speech may be Justified. This would
apply not only to the cholice of games and to the lexical items used in each,
but also to derivative aspects (e.g. derivation of verbs from nouns), rein-
forcement of certain phonological trends which deviaste from the normative,
and, needless to say, the "four letter" domain, cursing, etc. (which accom-
pany any “healtny" game), én area in which traditional Hebrew was very poor.

T.2 In discussing borrowings from Arabic two other instances come to
one's mind, i.e., the elements borrowed from Arabic into Hebrew during the
long period of the "Golden Age" in Moslem Spain (especinlly 10th-13th cen-

turies), when Jews were very creative in Arabic too; then the aforementioned

O
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" earned" words which were carefully and scientifically adapted by scholars
like E. Ben-Yehuds, David Yellin and others, mainly from literary Arabic.26

But we shall concentrate here on those elements which were borrowed
spontaneously by the young speekers from Arablc dialects in Palestine since
the 1880°'s. ‘

7.3 As mentioned, the children of the First newcomers to Izlestine,
who were mostly from East Europe, borrowed not only from the Arabic children,
but also from Jewish children of the veteran population who used Arabic and
Judeo-Arabic dialects as their wvernacular, as they may have done also with
other children wﬁo were originally speakers of Ladino or Yiddish.27 At the
same time, they turned to "self-creation,” involving independent derivations,
extension and "regularizatioms" of patterns (sometimes involving the so-
celled "false analogies"), and the 1like. In this way, hundreds of lexical
jtems were borrowed from Arabic dialects, as a kind of "cultural terms," in
éddition to transfer of idioms and other usages, whether through direct or
"outright transfer" or "]oan-translation,"” etc.2 In the same way, also
Hebrew phonology and syntax were affected.

7.4 ﬁorrowing begins, of course, with the individual bilingual, as
interference effects begin with his idiolect. It will usually be multipliled
by the number of bilinguals involved, and their "collective" impact on the
general (recipient) language will be further reinforced Qhen followed by
other speakers, especially monolinguals unfamiliar with the contributing
language.

It was stated by Haugen that for any large~-scale borrowing a consid-
ersble group of bilinguasls has to be assumed,29 which was initially the case
in modern Hebrew. But that statement needs some qualification, i.e., that it

is usually a necessary condition 1n1tiallj. The crucial job. of consequential
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interference which has a panetrating and lasting effect on the borrowing
system is carried out, in my opinion, subsequently by the essentially mono-
lingual and the very poor "bilinguals” who cannot keep the systems apart.

7.5 BSince it is a case of an emerging language, some of the interfer-
ences remained undisturbed with the speakers through youth and even adulthood,
and with the new groups of fresh adults who were accustomed to those speech
habits, they entered into general circulation.3o

7.6 Let us have some sampling of the Arabic and "Arabicized" loans,
each case followed by a brief analysis, before moving on to deriving some
general conclusions about the effects of that child-bilingualism. Let us
start with the games.

The lexical list in this category is quite comprehensive. It is prob-
ably richest in the case of the game of "marbles." It involved hﬁndreds of
terms concerning the material of the‘"mgrble," its size, color, texture,
roundness, and the like. Then, terms in connection with playing with it,
e.g. the ways of holding (the grip) and throwing.it, forms and degrees of
hitting, and missing; varieties and sub-varieties of games with marbles which
involve different ways and shapes of arranging the marbles on the groﬁnd;
rules for conducting the various games, preparing the ground before and dur-
ing the game, etc., etc. BScores of those terms were borrowed from Arsbic!

Although girls would sometimes play some mild games with marbles too,
the real heated marble game was the domain of the boys. They would play it
for hours and hours, excited and tense, and it is hardly necessary to add
that it was very often accompanied by interjections, heated discussions, ex-
chenges of "compliments," quarrels and the like--and most of it was usually
richly flavored with Arasbic elements too.

In short, the game required an extensive vocabulary of precise terms
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for items involved (nouns) and for their description (adjectives), for their
functioning and the ways to operate them (verbs), etc. It was also accom-
panied by a variety of specilal idioms and syntactic structures under the im-
pact of Arabic.

7.7 Even the basic terms for designating the "marble" are illustra-
tive of a variety of lingulstic processes involved. The round "marble" may
be made of rock Oylmarble (now a collector's item), clay, glass, even metal.

Most common were the clay and glass ones.

There were basically three terms, gul/Zul [dZ%ul] and baldra, the first
two used to refer mostly to the clay "marbles,” while the last--to the glass
ones. In the meantime also the clay marble has practically disappeared, and
gul/éul became synonymous with balora. The difference is now basically a
geographical rather than a semantic one (i.e., they are in complementary dis-
tribution from the geographical point df view): around Haifa and the North,
béléra; in Jerusalem mostly gul-gila, and in the Tel-Aviv area, mostly Zul,
but elso gila and bandors. (see below).

Let us start with /baldra/. In the Arabic original it is /ballu:ra/,
i.e. with gemination of the [1/ [ballé:ra],sl a form which was used in parts
of Palestine and the adjacent Arab countries of Syria and Lebanon. In other
Places it was rather /bannu:ra/ (see below).

Not only the Arab children would pronounce it [ballé:ra],but also the
Jewish Arabic-Hebrew bilinguals (i.e., the Jewish children of oriental,
Arabic—speéking ancestry). However, the predominant Ashkenazi (European)
Hebrew-speaking children, those who had a very limited or little knowledge
of Arabic, and who did not have gemination in their Hebrew phonology, adapted.
it to their system and pronounced it /baldra/ (and mostly with a "uvular" /r/,

rather than the alveolar in Arabic). But they left the penultinate stress,
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which is according to Arabic phonological rules, but violates the formal
modern Hebrew stress rules (of the "Sephardi pronunciation"), as in baxurd
"girl, young lady."?2

The plural in Hebrew is /baldrot/, i.e., with the regular /-ot/ ending
of the feminine plural, but without the ultimaste stress which normally accom-

panies the /-ot/ ending (as in [baxurd:baxurdt] "girl:girls"). This is

probably influenced by the penultimate in the singular [baléra], and coin-
cides with the trend in other borrowed nouns wlth the unstressed /—a/ ending.
The /—a/ ending signals the feminine, except that in genuine Hebrew nouns it
is also stressed, as mentioned above.

Interestingly, children below the.age of L4-5 years may sometimes say
[balordt] with ultimate stress, applying their regular morphophonemic rules.

As mentioned above, there was in addition to ballo:ra (also ballu:ra!)
another common fbrm in Arabic, perhaps even more popular, i.e., bannu:ra33
(and a plural bana:ni:r). This form wo;ld sometimes be used (switched to)
by proficient Arabic-Hebrew bilinguals too (for instance, in the 1950's, in
sections of Jerusalem populated by oriental Jews who knew Arabic well); but
never by the non-proficient.

On the other hand, there were two other variants used by the Hebrew
children mainly around Tel-Aviv: bandura and banddra. It is obvious that
the "Hebrew" bandura is derived from the Arabic bannﬁ:ra, involving a process
of dissimilation which reduces excessive nazalization and dissolves gemina-
tion, since Israeli Hebrew disfavors gemination:

nn -» nd
This was already noted by Haim Blanc too.5u He states that bandura

displays a dilssimilation of the geminate sound nn, both because of its absence

304



- 295 -

in the Israeli Hebrew phonology and berause of "contaminatiorn™ ==th Ar=-—ic

bando:ra "tomatoes."55
Blanc was not evidently aware that even the form banddce= itself was
in use by quite a few childrer especially in the Tel-Aviv ar==, =2nd even in
"iglands" in Haifa (where the population was morme "mixed"). = hs-re firsc-
hand evidence that many of those speakers actually perceived s= ~tic corre-
lation between the red "roundish" tomato and the round colorfu. marble,. hence
the identification of names--banddra...
Moreover, some of the speekers were "convinced" that bandira was an

incorrect form, and "corrected" it to the "meaningful" form banddra ("tomato).

This is a kind of hypercorrection, with a semantic shift (bandira -3 banddra =

"tomato"), superimposed on a borrowed form which had already undergone a

process of adaptation (bannu:ra -3 bandura), including vowel reduction (u: — u)

and consonantal dissimilation (nn-» nd). OQur next example (Zula) illustrates
another kind of hypercorrection (among o£her things).

Obviously, only a "pseudo-bilingual,"” i.e., one witd & clear d=fi-
ciency in, or only a smattering of, Arabic could come up wisth such an identi-

fication and a "hypercorrection." We will see later some interesting exten-

sions of "interlingual identifications" (e.g., nd'al avixa).

We observed a similar process of dissimilation, etc. (of nn - nd), in

the form [lagdnda] used, for instance, when a marble is thrown far away, way

out of the playing area, e.g., in ‘af laginda "It flew to the Zanda....'

This expression was quite puzzling to me until it occurred to me that laééndu
v ‘ 6

is a metathesis of the Arabic form li-Zahannam "to hell."3 The preposition

1i "to" is adapted to the morphophonemic rules of its Hebrew counterpar®, and

becomes la; the /h/ is neutralized, since it is very rarely realized in native

informal (non-oriental) Israeli speech; and the final nasal is deleted. Thus,
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37 It then turns into laganda after the appi: -

the form lagdna is obtained.
catlon of the rule: nn -» nd.
And sure enough, Arab children use the corresponding expression tz:zrx

ligahannem "it flew to hell"” in a similar context. I also heard it from pro-

ficient bilinguals, who might combine it in a Hebrew sentence 'af lafahinr=m

"{t flew to hell."”

The proficient bilingual of Hebrew-Arabic knows the word gahannam
from other contexts too, and it is therefore very unlikely that he would
metathesize ligahannam ("to hell™) to lafanda. This could have been created
only by séeakerS'of Hebrew who heard it only in this context and d4id not
know its exact meaﬁing anyway. After having been in use for some time among
such speakers, 1t would be transmitted to succeeding "generations" of chil-
dren as an integral term of the Hebrew language of games. It is conceivable
that after being in circulation for some time, even native Arabic-Hebrew bi-
linguals could no longer recognize its origin and they might start using it
too. This is, then, one of the ways for metathesized "ignorant" loanshifts
to be fed back to proficient bilinguals, and to become part of their usage

in the borrowing language too (in this case, Hebrew).

All three forms, baldra, bandura, and banddra, have the feminine ending
/-a/, like in Hebrew (although in Hebrew proper this /-a/ is stressed,
"ultimate," while in the Arabic it is penultimate). For the plural, the
Hebrew speaker will not use the Arabic plural (bana:ni:r, etc.), but use his
Hebrew morphological and morphophonemic rules, i.e., add the plural feminine

ending -ot, which will yield baldrot, bandirot, banddrot. Retaining the

penultimate stress, instead of the ultimate, will be though in violation of
the formal Hebrew stress rules. But Hebrew child language is full of such

penultimatizations in loan-words. As mentioned, cven uative lleLrew words, wilch
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normally have the stress on the ultimate syllsble, may b=come —=nultimate ar.d
even ambepenultimate ‘which never cccurs Za iormal Hebrew), ir the langumge
of games. A few examples should suilice:

rZ%on "“first" (masc.) (normally risde)

%éni ""second" (masc.) (normally Seni)

£1{%1 "third" (masc.) (norm=lly 31is{)

revi'i/révi'i "fourth" (masc.) (normally revi'{)

And in the feminine: riSdna/r{Sona "first" (fem.) (normally rifoné), etc.

One may say that this counting is often connected with charting, which
does not favor ultimate stress, but it also appears in words that zre not
chanted (e.g., klafim "cards" and prasim "picture prizes" that were mentioned
above). On the other hand, elmost all the terms borrowed from Arabic are
penultimate, including the corresponding ordinel numbers: ‘'swwal "first"
(masc.), td:ni "second," etc. This may be more than a mere coincidence!

Tn other words, it is quite possible that the "penultimatization" of
the Hebrew language-of-gemes is due, at least in part, to the impact of Arabic.

In this process, the proficlent Arabic-Hebrew bilingual may be as much
responsible as the other, because 1t does not involve or manifest lgnorance
in one language or the other as in the previous cases.

7.8 The other terms for "marble," gul/gul, gila/ guld/gila (which
originally referred mainly to clay "marbles") display other interesting
processes of borrowing and interference.

Which of these variants is concelved as "genuine Arébic“ and which as
Hebrew?

Let us start with a vivid description by one of the foremost native
Toreonid novelists (born around 1920), Moshe Shamir, within a delightful chapter

38

abeud the children's game of marbles. It reads as follows: "Take between
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your Tingers, Tor in- .ance, that roundish slippery object which is (already)
zalied mowedays guls, in She Esbrew language. but in those days we still
usec. to c:all it plain r égl, in tke Arabic language, if it was made of clay,
and bandura > (also, in the Arabic language), if it was made of gless.”

Befor= analyzimg his stetements, let me quote a few lines from = con-
versaticn wizh a ten-year-o0ld girl (in Haifa, in 1958) about the use &
Arabic wcrds in the children's wvernacular. When she pointed out That é§lekh
is an A=sbic word, I asked her: "How do you determine that a word is A—=bic?"
She answered: "... I guess... As a rule, a word with /§/, and with /5/, is
Arabic--this is what determines...”

+ another point in the lengthy conversation with her, I asked her:

--Do you think that gila is Arabic?

—-gﬁlg--No! Gula is in Hebrew!--she replied.

~~Have you heaxd the form éﬁlg?

~—éé;§ is in Ar=bic!

Her statements and criteria, then, coincide with those of Mr. Shamir's
(in spite of the thirtyyear gap), i.e., that Zila is taken to be Arabic because
of the sound /é/, which is not part of the native phonemic inventory of modern
Israeli Hebrew, whereas gila is conceivéd as Hebrew, because it has /g/
rather than /&/.

The peculiar thing about é&i/éﬁlg is that it does not eﬁist as such
(nor as gull/Fulla) in any major Arabic dialect, while surprisingly enough,

gull/gulle (gulle) is the standard pfonunciation, not only in Egyptian Arabic

(where classical /&/-» [g]), but in all other Arabic dialects which I have

examined so far, especially in those where /&/ is realized as [J] (affricate
v v 4o

dZ]; or by some as [£]), not [g].

This raises a few questions.
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-=7F in all Arabic dialects the pronunciation is with /g/, rather
than /g/, how did <he /&/ creep into the speech of the Israeli children?

~-%Evidently, they themselves introduced 1it.

--Who are "they"--the proficient bilinguals or the pseudo-bilinguals
(or monolinguals)?

--Obviously the latiter, sirze the former knew very well that in
Arabic it is gull/gulla (gulle).hl

--Why did they introduce it?

-—fhis is actually a hyper-correction. They wanted to make sure that
this wérd, which they suspected was borrowed from Arabic, really sounded
Arabic! In theilr innocent mind, the identification mark of Arabic is the
/&/, not the /g/. They were afraid that their colleagues who borrowed it
directly from Arabic had already made the change (& -» g), so they wanted to
restore to it the "original" Arabic sound--therefore they changed it "back"
to f&/--and ended up with gula... It was therefore quite amusing to heur
some pseudo-bilinguals show off with their "knowledge" of Arabic by pronounc-
ing it not only as Zula, but even with gemination, as gilla.

On the other hand, through another process of interlingual identifi-
cation, they identified /gﬁ;&/ with the genuine Hebrew word ggfl)lé (which
may also mean 'ball," e.g. on a piilar), and therefore both of the above
mentioned witnesses, and many others that I have interviewed, maintained
that gule was Hebrew...

I should like to return for a moment to another aspect of Mr. Shemir's
statement, i.e., to his "historical" observations. According to him, earlier
in the history it was called "plainly Zul, in Arabic," and only later was in-
troduced the form gula which is Hebrew. Well, Mr. Shamir picked up history

from his own childhood days (i.e., in the 1920's and 1930's). But if we go
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back to the children o the Tirst influxes (around the turn of the century),
who made the first dirzct contacts with the native speakers of Arabic (voth
Arebs end orierta’ JTews). they undoubtedly started with gél!l)a, and only
those who obtaiped It from them second-hand changed it to gdla, out of igno-
raoce, to give it z more Arabic flavor....

7.9 Children's borrowings, especially those that we might call "second
degree borrowings" (i.e. direct or indirect borrowings by the non-proficient
bilinguals), often bemr a special flavor of innocence and naivety, even when
they =re slangish forms, vulger terms and downright profanity. This can be
easily concluded from their semantic extensions and shifts, as well as from
their interlingual idenﬁifications, and the like. It goes without saying

")4'3

42
that processes of "depluralization," and "degenderization, and the like,
which are commonly mentioned in the literature on bilingualism and interfer-
ence between language in contact,uu were quite common in our case too, as were

"semantic

those of "contamination" or "hybrid creation," of euphemism and
raising," and the like.

Here too, several representative examples should suffice for our pur-
poses: &bu "the father of." It is usually in the construct state, except
for connotation no. 3, where it is in the absolute state.

Following the Arabic it is used (1) for denoting "the father of" in
compound proper names, e.g. 'abu-bakr "Abu-Bekr" (1it. "the-father-of-Bakr').
(2) for designating "ownership, possession of ...," e.g. ‘abu-gull "the owner
of a marble," i.e. one who gained a marble in the game (all in Arabic); or
abu tne:n (Arabic) "the possessor of two," referring to one who gained two
marbles, or two other items in a different game, and so on. Incidentally,

it was quite customary to use Arabic numbers too, which means that almost

all "real" players of marbles, and a few other games, had to know to count
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in Arabic, at least till ten, as part of the game requirements (which by
jtself did not imply "bilingualism"). It is interesting, though, that one
who had no "kills," "the father of nothing” was not transferred in full from
Arabic ('abu sifr "the father of zero"), but resulted in a compound, "nybrid
Creation,"u5 using the Arabic abu-"father of" and the Hebrew éfes "zero,"
i.e., dbu éfes "the father of zero." If you wanted to know how many marbles
were already geined by your opponent during any individual game, you would

ask him dbu kéma ata "the father (owner) of how many [are] you?" where abu

is the element borrowed from Arabic and the rest being Hebrew. This, again,
corresponds to Arabic, word by word (and may be a translation thereof), but
not the entire expression was borrowed "gl1ive" from Aradbic.
Now, what is interesting here is that in Hebrew the term abu was used
not only Tor boys but also for girls, wﬁich is an instance of degenderization.
Another development took place later, in the 1930's, when abu-started
to be combined alsé with Hebrew numbers, e.g. abu-Sndyim "the father of two,™

' etc.

replacing the Arabic "abu tne:n,'

(3) A semnantic shift in the use of abu by Hebrew speakers (not shared
by Arabic speakers) soon took place when the semantic range of abu was ex-
tended from the ownership of gains to the galns themselves, to the "loot."
Thus, if you have some gained marbles, and you are "hit" by another player,
he will demand ten 1li et ha-abu Selxa "Give me the gbu of yours," i.e., your
"Joot." This special use was limited to children's games.b

7.10 But the use of abu + Noun became quite productive, especially
when the appended noun was in Hebrew, rather than in Arabic. It started with

constructions like dbu-drba' "the father of four [eyes]" (used as a derogatory

nickneme for one who wears glasses) which v..s adopted from Arabic ‘'abu farba¥.
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Since "four" in Hebrew and Arasbic sound "alike," the Hebrew word eyndyim

"eyes" was soon added to that nickname abu drba(sy ) eyndyim "The father of

four eyes." By the way, it was used for girls too--which is another case of
degenderization.

Then, there was another nickname, abu miSkafdyim "The father of spec-

tacles" (miSkafdyim is "spectacles" in Hebrew). Now, there is a parallel

expression in Arabic too (abu Eg__a:ra:t), and the question is, whether it is

a loan translation from Arabic or an extension of the productive construction
abu 4+ Noun developed by the Hebrew speakers themselves.

To be sure, if the first is true--then it should have been initiated
by proficient bilinguals who know both languages well and could safely trans-
late "useful expressions" like that from one language to the other. However,
if the second is correct--it could have been done by either kind (perhaps
more likely by the non-proficient bilingual). What is the truth?

A closer examination (and comparison with other instances which I en-
countered in this context) will reveal that, as a rule, translations of this
kind are initiated by the proficient bilinguals, mostly when they have to com-
municate with those who are not acquainfed with "the other language”" (in this
case Arabic) as they are, when they are afraid that a "nice expression" will
be lost on them. Moreover, pseudo-bilinguals in such situations would d0_
their best to retain the borrowed expression, perhaps to show off a little.
And it should be stated here that the tendency to show off with the knowledge
of Arsbic was quite strong among the Ashkenazi (European) descendants whose
home language was not Arabic, which is quite understandable. This tendency
was less common among the Oriental Middle Eastern Jews who were usually pro-
ficlent speakers of Arabic--some did not need it, and others did not want it,

especially those who may have preferred to sssimilate among their "prestigious"
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Asﬁkenazi brethren. Yet there were quite a few speakers of "Sephardi"
(Oriental) origin who were very proud of their heritage and would proudly
retain their Oriental pronunciation of Hebrew, and at the same time not con-
ceal their knowledge of Arabic. But they were far from belng a ma jority.

Naturally, once a translation of this kind is initiated by a profi-
cient bilingual, it may enter into the general circulation and become part
and parcel of a new language tradition, and as such be used by anyone, but,

‘

again, it must have started with a proficient bilingual! And there are other
examples to support it.

As & productive construction abu + Noun where "Noun"” can be supplied

by either Arabic or Hebrew, the form abu miSkafdyim would have been produced

by either kind. The extent of the productivity of this formulé can be more
fully appreciated from the fact that young Hebrew speakers with only a frag-
mentary knowledge of Arabic would sometimes substitute "Noun" with Arabic
words which may not be used at all by native Arabic speakers in that con-~

struction... It is, therefore, quite possible that abu miskafdyim was pro-

duced as an instance of a secondary ilmpact of Arabic which provided Hebrew
with a formula abu + Noun rather than the primary one of straight translation.
Naturally, such a case hés some significance for the general theory of bi-
lingualism too.

7.11 An emazing development is represented in the related form

avi-arba-eynagim which I heard from some children. The special thing is not

so much in the fact that abu was translated into its Hebrew equivalent ‘'avi-
(which is the formal construct state of ‘av "father"), but that this formal
construct-state was used at a2ll, since the children like to use the

(Aramaicized) form gba for "father; dad,"” rather then 'av, and then obviate

its construct-state form by using the periphrastic construction aba Sel...
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"father of..."

I might have been inclined to view the latter case as an inconsequen-
tial use by some “"formally, or classically minded kid" who resorted to this
use, if I had not noticed the use of aba by the children in the inflected
form too! But this requires some explanation.

In Biblical Hebrew, the possessive is expressed almost exclusively by
Inflecting the ﬁoun, adding the possessive pronominal suffixes according to

person, gender and number, e.g. sus "horse," susi "my horse,” susxa "your

' susex "your (fem. sing.) horse," etc. In post-Biblical

(masc. sing.) horse,’
' L
Hebrew we find also some use of the preposition §el, in the proper inflec-

tion, e.g. ha-sus Seli "The horse of mine" parallel +to susi, etc. Classicists

prefer the Biblical method; in informal modern Hebrew 1t diminished greatly;
in chlldren's language--it has almost disappeared. '

Why did it disappear in chilld language! We do not want to invoke here
the much debated principle of "least effort," but it is cléar that it is
simpler to use a system where the nouns remain in the absolute state and
only the preposition ég; is inflected, than inflecting the nouns themselves,
which lnvolves a host of morphological patterns and morphophonemic changes
(rules), in both the infiection of the nouns with the possessive pronominal
suffixes and in the use of the construct state. For this reason, the latter
1s avoided toc, through the use of ég; as mentioned above.

This has been the prevailing trend. And all of a sudden we hear not

only avi arba eyndyim (not: £ba Sel arba eyndyim), but alsc 'éved avixa

anf?! "your father's servant am I?!" (when asked to do some service to some-

one), involving both a construct-state and an inflection not ha-'eved Sel aba

Selxa ani?! "The servant of the father of yours am I?!," or in the curse

naal avixa "your father's shoe!"™ What is the rational?
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Apparently all of it was influenced by Arabic: "Am I your father's
servant" is a strailght translation from a similar Arabic expression (xadda:m
abu:k ane.) which has the same syntactic structure and with the same word

w7

order, and the etymology of two of the components is very close. No wonder

that avixa is Inflected too, like the Arabic Abugk.
As for "Your father's shoe!" as a curse, this is borrowed from Arabic
too, through a process of "contemination" and "hybrid creation" and "conceal-

ment," as it often happens in slang, especially in a bilingual setting. The

corresponding colloguial Arabic curse is (yin al, or) 'in al abuk "[May He]

curse your (masc. sing.) father" (remember abu~'"father"). As mentioned above,
Hebrew had no living tradition of cuss words. The adults could perhaps dig
up some classical curse, or resort to their Russian, Yiddish, etc. The first
Hebrew speaking children preferred to moke extensive use of the rich Arabic
cursing vocabulary. Many cuss words remained as loan words in Hebrew. OSome,
1ike the one under consideration, merited also loan translations and other
linguistic processes, as we shall see 1n this case.

'insal abu:k was, then, borrowed (alongside other cuss words, gemes

terms, etc.), and through assimilation in the Hebrew phonology it sounded

48
more like in(')al abuk. Soon some "blending" came in, in the form of

'in(5)al avixa, i.e. translating the part of "your father" into Hebrew, and

in the inflected (formal) form avixa (not gbs Selxa)! It is obvious that it
was done under the influence of the corresponding Arabic form abu:k. This

also allowed the "proper" use for gender and number too, e.g., 'in(9)al avix

to feminine singular, etc. In this manner, Arablc contributed *» the use of
the neglected inflection in the noun'
A subsequent development was in the association of the "Hebraized'

form in(')al (originally a verb) with the Hebrew noun ng(')a1 "shoe," and,

L
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as a matter of fact, in a complete interlingual identification, which pro-
duced strange "curses," like the following (which cannot maske sense without

knowing their Arabic origin): nd'al avixa bezugngg'aléyim "your father's

shoe for a pair of shoes," and ni'al avixa bezug na'aley imé€xa "your father's

shoe for & pair of shoes of your mother," and the like. This "identifica-
tion" too should have been initiated by the non-bilingual, who d4id not know
the exact meaning of ‘'ingal in Arabic.

Even without going into further detail, we can see how Arabic influ-
enced not only the domaiﬁs of play words and cuss words, but also some
processes in Hebrew morphology, phonology, etc. and how this case may be
useful for the general study of the processes of language interference in
child bilingualism.

One can take it for granted that the children did not know, in most
of the cases, the exact meaning of the cuss words they used in the heat of
the game, following the pattern of theif Arab neighbors. They needed some-
thing "powerful," and the stranger sounding a word in this area is, the
more megic and povs#r it may have. Therefore such words and expressions are
not usually translated as a whole. They may be retathesized; blended, sub-
stituted in part by a similarly sounding mdrpheme or word in the borrowir:g
language, and the like, but not translate it in full. If children understand
the exact meaning--then its uée in the borrowed form serves as a "cover"
(euphemism), to some extent; if they don't know the exact meaning--then all
the magic is in the strange sounds, which one would not like to change.

Let me mention one instance of profanity which was obviously not
understood by the children. A most common expression in Arabic is kus smmak...

"Your mother's wocmb... This was, of course, transferred by the native

Arabic-Hebrew bilingual into their Hebrew speech, and was lmmediately picked
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up by the other Hebrew speaking children. That the latter obviously did
know the meaning of the key word because they extended it to kus abuk "your
father's womb" as well, on the pattern of the aforementioned expressions

about the father in'al abuk —sn'al abuk _,naal avixa (Hebrew), which could

be extended to the mother too.

Apparently what such fragmentary bilinguals do is that they try to
meke full use of their limited speech samples by applying their general
construction rules to that linguistic segment too, and fhus come up with
constructions which are either unacceptable to the native speaker of the
other language, or that are semantically lmpossible (1ike in the last in-
stance). But we don't want to explore here the entire domain.

For studenﬁs of the development of slang I might add the following
data: the original form of "your mother's womb" after integration into the
Hebrew phonology sounded like Kuséma (the final consonant dropped and the
gemination eliminated). This form soon triggered a “contsmination” (often
for concealment) with the Hebrew word kus(s)met "spelt," on the one hand,
and with kos soda "a glass of soda!" where the Arabi "key word" was asso-
ciasted with the "similar" Hebrew word kos "glass," and a new original,
rather than hybrid (veiled), curse ceame into being: kos séda "a glass of
soda!l"

8. Before moving on to some conclusions let us have a quick look at
some phonological, derivative and morphological, and syntactic effects on
Hebrew through the children's bilingualism and théir language of games.

We mentioned before the forms Hul and Fula which were "hypercorrected”
by the Hebrew children, instead of the Arabic {unique) use with [g], because
the E hag become an identification mark for Arabic in the eyes of the innocent

Hebrew spesker. They had in active use such words with g as gora "pot, a hole
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in the ground for the game of marbles" and terms in the game like be-Eaxes/

bld Baxes, baldra xaldnfit (for a brand new, beautiful marble), min Soz

(see below), franZi ("European"), abu Z{lde (nickname), and many others.

The idiom min oz "from the pair" (between the two), produced an
interesting semantic shift. It was originally used as an announcement on
the part of a player who was aiming at two adjacent marbles, i.e. that if he
hits either one or both that it would be o.k. Now, if he missed both, his

colleagues would usially exclaim lo ba-min ve-lo_ba-$oz "neither in the min

por in the Foz," i.e., be hit neither the one nor the other. Thus, these
two words min "from" and foz "pair" were taken to be referring individually
to the marbles involved.

In connection with frangi we might mention forms like fasfus "tiny,"h9
fistuk "peanuts,”" falafel "fglafel, a spicy oriental food with a lot of
£i1fi1 'pepper,'” gélﬁg "s1ip" and the verb derived from it hitfalet
"slipped,”" and many others. The reason for mentioning fhis group is that
all of them violate the basic Hebrew phonological rules of the complementary
distribution of /b gdkp t/, especially of /b k p/ which are generally
preserved to date in formal Hebrew. I will not discuss here the entire
rule,50 but mention only one aspect of it, i.e. that in initial position and
after a consonant only the plosive allophone may appear and in final position,
following a vowel--only the fricative allophone may be used. In our exXamples
a1l initial and post consonentel positions were occupied by [f] as in Arabic
rather then by [p] as required by Hebrew phonology. The same applies to
euphemistic forms which were apparently created by the Ehildren through mal-

1
tiple contaminations between Arabic, Hebrew, and Yiddish5 (details else-

where), e.g. fisfes "to miss, fail," figle§/fikSef "to miss," fikfek "to miss"

and "secondary" snd "tertiary" derivations and mock derivations, such as
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finlgaux "fail," and the like.

On the other hand, in forms like xabub "darling (masc.),” ya xebibi

1"

"oh my darling (masc.)," rizdeb, rizdub (see below), skrab "scorpion"

(akrav in Hebrew!!), we have the stop allophone instead of the fricate!

What all that means is that penetration of so many violations of the
basic Hebrew phonological rules do not Jjust "remain in the lexicon." 1In
due course they affect the entire phonological system, which in my Jjudgment
was the case here too, i.e. children will often do the same thing in indige-
nous Hebrew roots too (as we described in other studies).

As for morphology, while the inflection of the noun was practically
bypassed by the children, as mentioned above (by resorting to the construc-

tion Noun + Zel-, etc.), the children were very active in the inflection of

the verb (of course, with very substantial changes which they introduced)52
as they were 1in the processeé of derivation.

We will mention here only one aspect--~the derivation of verbs from
borrowed nouns, sihgling out a few instances which affect the Hebrew root
system. |

We have Just mentioned some effects. on Hebrew phonology in forms like

hitfalet, fisfes, rizdeb, fikSesS, which aCéording to strict Hebrew phonology

should have been hitpalet, gispes, rizdev, pikEeE, etc. Some of those exam-

ples illustrate another point, i.e. derivation of verbs from nouns and
from quadriliteral roots rather than triliteral.

We mentioned before that the flexion of the noun was almost com~
pletely abandoned by the children. Thils means, among other thinQS, that
borrowed nouns could remain not bothered by the Hebrew morphological patterns
and paradigms (flexion), not even by the stress system, except for the sufifix-

ing of the gehder and number morphemes. As mentioned above, the borrowed
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nouhs retain the stress on the original syllable and the singular feminine
and the plural endings are appended without any significant morphophonemic
changes. Thus, the Hebrew noun became an open category.

The verb, however, is a dynamic one. It maintains its conjugations
and its inflected paradigms. It assimilates whatever it absorbs, by means
of its paradigms. In this way, the verb could not only "Hebraize" foreign
roots; but also conceal their foreign origin, except that the children
"spoiled" i£ to some extent by leaving certain alien phonological features
(see some examples above) and by their excessive derivation of quadriliteral
roots from borrowed words. It is true.that historical Hebrew had some
quadriliteral roots before, but it was basically a triliteral system. By
deriving large numbers of quadriliteral verbs, especially from borrowed
words, the children contributed significantly to the change in the appear-
ance of the Hebrew verbal system and the ratio between the triliteral roots
(which is a typical Semitic feature) and the quadriliteral (and even five-
radical ) roots.

We mentioned several examples. We might add timbel "to stupify" from
tembel "stupid, & fool" (Arabic tanbal from Turkish tembel), and the most
popular verb xirbén "to mess up, fix, etc." which is derived from xerbdn
"excrement, a mess, a fiﬁ, defeat, etc.,” which in turn is derived through
a contamination with the Arabic word xara "excrement." All of those forms,
like many others, have later moved on to the language of the youth and odults.

There are scoreé of other interesting cases, but we will mention
here only one more type of interference from Arabic which concerns the syntax
of the verb and verb'phrase constructions: following the Arabic, the chil-
dren will usually say caxak al- "laugh at (1it. laugh on)" instead of the

Q preferred form caxsk 1©... (1it. laugh to...), and similar uses.
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Of special interest are, for instance, constructions with the verb

axal "to eat" which are influenced by Arabic, e.g. axal makot "he ate blows

{(i.e. was hit, spanked)"; axal xerbon "he ate a defeat, failure (got in a
fix)"; axal xazuk--in the same meaning, xazuk being an Arabic word meaning

here like xerbon "failure,"

which was one of the original uses borrowed di-
rectly from Arabic, then inspired the creation of Hebraized and Hebrew con-
structionson this pattern.

8. Summary

We have seen how modern Hebrew came into being as a revived
living language, the sociolinguistic background, the contribution of vari-
ous fPfactions and factors to its development, and the role of the children
in it too.

In that context we studied the processes of the nativization of the
language by the children, how they created mainly by themselves a new "lan-
guage of games,”" how they borrowed terms and expressions from Arabic, and
how they initiated various processes of Arabic interference in Hebrew, some
of which spread beyond the confines of the children's language of games,
into the general language, and affected Hebrew phonology, derivation and
morphology, syntax and semantics.(Note als=s their contribution to Hebrew sling. )

From the point of view of bilingualism we have seen again that national
billingualism does not necessarily imply individual bilingualism. However,
gliven a special.sociolinguistic setting (like in the case of a revived lan-
guage, where children may feel a speclal deficlency in their special areas
of language and lore and fun), certain reasons for borrowing may arise, and
certain patterns of interference evolve.

‘Contacts between languages really starts with the contact between

individuals, which 1in turn may be multiplied and reinforced by the number

O
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of people involved. However, as we have szen in our case, only some effects
of borrowing and interference are due to the proficient bilinguals (e.g.,
loan translations), whereas other processes and effects (e.g., loan-shifts,
hybrid creations) are due to the activities of the innocent "fragmentary bi-

' The actual impact of the latter on the borrowing language may

linguals.'
be greater than thét of -the former, so that, from a certain point of view,
there is an inverse correlation between proficiency and interference.
Children's bilingualism in an immigrant society has its own features,
particularly in the case of a revived language. Here they are especially
free to create in their own way, bsrrow in their own way, and nativize the
language in their own way. While transmitting it to the densely succeeding
new generutions of children their innovatlons and borrowings go into greater

circulation and sooner or later they may affect the entire linguistic systemn,

whether the adults realized it or not, as was in our case.




Footnotes

1He is called by many "The Reviver of Hebrew Speech," but there were
others who objected to it. See details in A. Bar-Adon, "Processes of Nativi-
zation in Contemporary Hebrew," in On the Revival of Modern Hebrew, ed.
A. Bar adon (forthcoming), and The Rise and Decline of a Dialect (A Study in
the Revival of Modern Hebrew), The Hague: Mouton (in press). Also "S. Y.
Agnon and the Revival of Modern Hebrew," in Texas Studies in Literature and
Language, 1971/72 (in press).

2
Cf. S. Morag, "Planned and Unplanned Developments in Modern Hebrew,"
Lingua, 8 (1959): 248, fn. 1.

3Cf. E. Haugen, The Norwegian Lenguage in America: A Study in Bilin-
gual Behavior, Philadelphia, 1953.

qu. U. Weinreich, lLanguages in Contact: Findings and Problems, New
York, 1953; Joshua A. Fishman, "Language Maintenance and Language Shift: The
American Immigrant Case within a General Theoretical Perspective,” 196k
(mimeo); id., "Ianguage Meintenance and Language Shift as a Field of Inquiry,"
Iinguistics, 9 (1964):32-70; id., "Domains of Language Choice in Multilin-
gual Settings," 1964 (mimeo); "Yiddish in America: Socio-Linguistic Descrip-
tion and Analysis," Internafional Journal of Linguistics, 31 (1965), No. 2,
Part II, 9% pp.; id., Language Loyalty in the United States, The Hague:
Mouton, 1966, and other studies.

5There were numerous other languages used by sub-groups of the Jewish
component and by small minority groups of the rest of the population, but we
do not need to deal with them here.

6Strictly speaking, this term of Sephardim should apply only to Jews
of Spanish origin, @ the neme Sepharad suggests. Sepharad is the Hebrew
name for "Spain," and, indeed, the descendants of the original Spanish Jews
(who were expelled from Spain in 1492) did mostly speak Ladino, i.e., Judeo-
Spanish.

7Things have changed again in the 1950's, following the forced mass
emigration of Jews from various Arab countries and their immigration to
Israel. Yet, the Israeli culture is still predominantly "Ashkenazi," Euro-
pean.

8In the Arab sector there were fewer people who acquired Hebrew.
Cf. fn. 25.

9E g., W. F. Mackey, Bilingualism as a World Problem, Montreal:
Harvest House, 1957.

OSee fn., 26.
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llIn "The Role of Language in Forging a Nation: The Case of Hebrew,"

The Incorporated Linguist, January 1970.
12A. N. Polizk, The Jews in Palestine at the End of the VWer, Merhavia,
18h5, 27-3hL.

15quote from Rabin, ibid.

luInterestingly enough, even as late as 1943, the struggle against
Yiddish by Hebrew zealots was still going on. Following an act of violence
against a Yiddish paper, on June 29, 1943, a hot debate was conducted by the
leaders of the Histadrut (The Workers Union), and one of the leaders of a
leftist Party (Mr. M. Ya'ari) made a typical statement: "I have the great-
est love for Yiddish, but I object to it in the Iand of Israel."--See Korot,
Ed. J. Olitzky, Vol. 2 (1971), No. 6 (18), pp. 16 £ff.

lsHevleerarbut ("Culture Pangs"), Jerusalem: Mossad Bialik, 1946.
See especially p. 2kh.

16It:is treated in detail in a forthcoming study on the History of
the Revival of Modern Hebrew.

lTCf. H. Blanc, "Some Yiddish Inrluences in Israeli Hebrew," in U.
Weinreich (ed.), The Field of Yiddish, II, The Hague: Mouton, 1965, 185-201.
l8Cf. Noam Chomsky, Aspects of the Theory of Syntax, Cambridge, Mass.:
M.I.T. Press, 1965; id., "The Formal Nature of Language," Appendix A, in
E. Lenneberg's Biological Foundations of Language, New York: Wiley, 1967,
397-442, and in other publications (listed in A. Bar-Adon, below). Also,

J. J. Katz, The Philosophy of Language, MNew York: Harper & Row, 1966 (esp.

pp. 240-283); David McNeill, "Developmeutal Psycholinguistics," in Smith and
Miller (eds.), The Genesis of Languags, Cambridge, Mass.: M.I.T. Press, 1966.
More details and further bibliography in A. Bar-Adon, "Primary Syntactic
Structures in Hebrew Child Language,” in A. Bar-Adon and W. F. Leopold (eds.),
Child language: A Book of Readings, Englewood Cliffs: Prentice-Hall, Inc.,
1971, pp. 433-T2.

1
9See detalls in A. Bar-Adon, The Rise and Decline of a Dialect: A
Study in the Revival of Modern Hebrew, Mouton (in press).

20
Among them most of the recent or current lecaders of the State of
rsrael; e.g., the former Prime Minister David Ben-Gurion, the late President
Yitzhak Ben-Zvi, the present President S. Z. Shazar, and many others.

21See details in my Children's Hebrew in Israel, 2 vols., Jerusalem,
1959 (in Hebrew, with English summary), and "Analogy and Analogic Change as
Reflected in Contemporary Hebrew," in Proceedings of the Ninth Invernational
Congress of Lingulsts, ed. H. Lunt, The Hague: Mouton, 196L: T58-63.
22For details on nativization see my "Processes of Nativization in Con-
temporary Hebrew."
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:BExamples and details are included in "Processes of Nativization...,"
J
and "Analogy and Analogic Change...," mentioned above.

21¥I might add for the sociology student that it was normalized by the
subsequent generations of native parents.

25We mentioned in footnote 8 that there were more Hebrew-Arabic bilin-
guals than Arabic-Hebrew bilinguals. 1In other words, Arabs made a lesscr
effort in acquiring Hebrew (and this is not the place to analyze this socio-
linguistic phenomenon), but there definitely were some who did it, e.g. the
children of the Arab village of Ja‘uni in Upper-Galilee which was adjacent
to the Hebrew village of Rosh-Pinnah. Those children even learned it for-
mally for some time at school from a Jewish teacher, in addition to playing
with their Hebrew neighbors.

26As Ben-Yehuda himself stated in the Introduction volume to his
Thesaurus (p. 10), he made a special effort to liken the Hebrew roots to
those of Arabic. TFor details cf. I. Avineri, Kibbushey Ha'ivrit badorenu,
Marhavia, 1946; M. Pilamenta, "The Influence of Arabic on Ben-Yehuda's inno-
vetions," Leshonenu La'am, 12 (1961): 150-58 (both in Hebrew).

271t should be noted that many Yiddish-speaking children of the veteran
population (the "0ld Yishuv") of the Holy Cities in Palestine knew Arabic.
In effect, many Jews in the 01d City of Jerusalem, in Zefat, and Tiberias,
and perhaps elsewhere, were pretty fluent in all the three mejor vernaculars,
i.e. Arabic, Ladino, and Hiddish. Then Hebrew was added to them, until it
captured the hegemony. ’

28Cf.'U. Weinreich, Languages in Contact, New York, 1953, p. 471.

29"Th.e Analysis of Linguistic Borrowing," Lsnguage, 26 (1950), p. 210f.;
in revised form in The Norwegian Language in America, 1953, Vol. 2, 383f.; cf.
Bilingualism in the Americas, 1956, p. 14 and subsequent studies. (Cf. his
quotation from Hermann Paul's Prinzipien, 1886, Chapter 22.)

3%7n the 1940's there was a special flourishing of a Hebrew style
flavored with an excessive display of Arabic words and Arabicized structures,
used especially by the young men of the "Palmakh," the underground commando.
But we cannot elaborate here on this beyond stating that it was essentially,
in my opinion, an extension of the special Hebrew of game and fun of the
children, as described before.

3l/ballo:x‘ is probably connected with classical Arabic /billawr/
"beryl," and the 71/ is therefore the originsl sound, rather than /n/, in
/bannuzra/(see below). '

52But this coincides with a host of forms in the Hebrew "language of
game" which were made penultimate oy the children, e.g., /klafin/ "cards"
used by adults) vs. /kléfim/ "cards" used by children; /prasim/ "prizes"--
présim/ "pictures, and similar little 'prizes,' found in chocolate boxes;

etz."
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55It seems, that the form with /1/, not /n/, seems to be the basic one (cf,

f:ﬂ., 31 L4
u"On the Arabic Elements in Spoken Israeli Hebrew,'" Leshonenu la'am,
6 (1954/55): (Wo. 1): 6-1k, (No. 2): 27-32, (No. 4): 20-26. TIn Hebrew.

5593. cit., No. 2-3, pp. 28-29.

56Arabic gahannam may be derived from Hebrew geyhinndém "the Valley of
Hinnom, Hell," but the lay speakers are, of course, not aware of such a pos-
sible etymology.

37And indeed we heard lafanna too. Cf. A. Bar-Adon, "Studies in the
Lexicon of the Israeli Children," Leshonenu Ia'am, 18 (1966-67), No. 2, esp.
p. 64. In Hebrew.

5BIn Atidot, A Quarterly for Youth, Summer 1956 and Fall 1957, pp. 5-10.

59'I‘he Hebrew text is not vocalized, and the same symbol /w/ stands
for both [u] and [o]. Hence, one may read it either [bandira] or [banddra].
quost importantly, similar evidence is found also in the aforemen-
tioned study by Haim Blanc, who is.a great authority on Arabic dialects. He
emphasizes that in all the Arabic dialects known to him, the actualization is
{g]l, not [j]. See Leshonenu L'am, 6 (1954/55), No. 2-3, pp. 27-28.

ulBy the way, an etymological survey leads me to the assumption that
this Arabic word was influenced by Turkish....

h2A borrowed word in its plural form may be conceived as a singular
in the recipient language. When it has to be pluralized in the latter, its
origlinal plural marker willl be disregarded, and a new plural marker will be
superimposed on it; e.g., "Eskimos" in Hebrew are eskimosim, where the Hebrew
plural marker -im was appended to eskimos.

43

uqu, Weinreich, 1953; Haugen (1950); (1953); (1956), which were men-
tioned above, and in his new concise essay on "Bilingualism, Language Contact,
and Immigrant Languages in the United States: A Research Report, 1956-1970
(mimeo 1970-71), to appear in Current Trends in Linguistics, ed. T. A. Sebeok,
Vol. 10, The Hague: Mouton. We could mention also Vildomec, and others, but
it is not our intention here to give a full bibliography.

usAs Haugen calls it. See Haugen 1956, etc.

. u60riginally a relativization marker. Cf. Y. Hayon, "Relativization
in Hebrew: A Transformational Approach," an unpublished Ph.D. dissertation,
The University of Texss, Austin, Texas, 1969. A Bar-Adon, "Primary Syatactic
Structures in Hebrew Child Language,"”" in A. Bar-Adon and W. F. Leopold, Child
Language: A Book of Readings, Prentice-Hall, Inc., 1$71, 433-T72, esp. p. L56
f. See bibl. in f.n. 57 there.

I.e., disregard for the original gender; cf. the use of "abu-" below.
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uTThere is a similar expression in Yiddish too, but in different word
order, which add support to the original derivation from Arabic. Yiddish
perhaps provided reinforcement.

48In my opinion, it started here too with the proficient bilinguals,
although the etymology of abuk could easily be found by any Hebrew speaker.
I think that the form 'l(95al avixa was also used riore by oriental Jewiizh childiren,
like in the case of abu miskafayim.

L
90riginally meaning "a flea; a wart." It is often used with the

aforementioned Hebrew diminutive -on, i.e. fasfuson, and even with one or
more of the diminutive and endearment morphemes borrowed from Yiddish, e.g.,

fasfusonlik...

= Which I do to some extent in The Rise and Decline of a Dialect.

1 .
2 Naturaelly, the interference of ¥iddish is also part of that child
bilingualism, but we are now concerned mainly with the Arabic effacts.

52

114

See details in our Childrens Hebrew ... and "Analogy ...
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AFTER CHILDHOOD, THEN WHAT? -
AN OVERVIEW OF ETHNIC LANGUAGE RETENTION (ELRET)

PROGRAMS 1IN THE UNITED STATES

The recent development of bilingual education programs for those
groups whose native language is other than English has lent a new interes..
to the concept of ethnic language retention. The question has been
raised whether bilingual education (i.e., education through the medium
of Emglish together with some other language) is primarily a transi-
tional device to help out children of our ethnic minorities until they
become fluent in English, or whether one aim is the retention of the
vernacular even after (and in a sense independent from) the acquisition
of fluency in English.

If the Bilingual Education Act is intended to conserve our
language resources, then measures for the retention of the vernacular,
or ethnic language, should be built into our bilingual programs. And
measures should be taken nc= only within schools where formal bilingual
programs are in progress, but in all schools having ethnic speakers, and
particularly in those schools where foreign languages are offered which
are actually the ethnic languages of a number of the students. Thus time
will not be wasted in teaching students things which they already know,
and the ethnic speakers will make a very real contribution by making the
language come alive for monolingual students interested in «. quiring it.

For much'of our foreign language teaching is ethnic orientex.

It is not by accident that Spanish has been widely taught in the
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Southwest, that French is popular in New England and Louisiana, or that
Portuguese is taught in New Bedford, Massachusetts. Efforts directed
towards ethnic language retention are certainly not new in the United
States (most of our immigrant groups have formed organizations for this
purpose), nor for that matter is bilingual education, German-English
bilingual schools,both public and private, flourished during the nine-
teenth century and up until the First World War. Spanish and French were
also used in bilingual schools in New Mexico and Louisiana respectively.
Yet during the period after the First ¥World War public school bilingual
education ceased completely and the idea of any effort towards public
school assistance in programs designed to enhance ethnic language reten-
tion was so completely absent from the national scene that Brault could
claim in 1962 that his "Bowdoin Institutes! (the first of which took
place in 1961) sponsored by the National Defense Education Act in order
to train teachers and prepare materials‘for teaching French to ethnic
speakers, 'marked the first time in history that an ethnic group was
accorded federal support in its struggle to preserve its linguistic
heritage."1 The rebirth of bilingual education in our time seems to
have taken place in 1963 at the Coral Way School in Miami in response

to the needs of Guban refugees of that area, though the program has been
so successful that monolingual speakers of English have been included and
have benefitted from it. Foreign languags instruction in the United
States has, however, for the most part, ignored the needs of the ethnic

speaker, and with the exception of a few materials to be mentioned later

1Gerald J. .Brault, "The Special NDEA Institute at Bowdoin
College for French Teachers of Canadian Descent,' PMLA, LXXVII
(September, 1962), p. 1.



on, there is nothing commercially available for teaching ethnic

s
languages, and there is no organized effort or formalized structure
within which the teaching of ethmnic languages can be planned and
discussed.

Considering the fact that in the United States there may be
Bearly 20,000,000 people with some knowledge of an ethnic 1anguage,2
this seems incredible, particularly since our federal government evi-
denced its belief that people with a knowledge of a foreign language
constitute a valuable resource by making foreign language study eligible
for support under NDEA. In regard to these NDEA projects, A. Bruce
Gaarder of the United States Office of Education has stated that "The
Federal Government encourages a multi-million dollar expenditure aunually
for langu-r«e development (in both the 'common' and 'neglected' languages)
but no part of the effort is directed specifically to the further de-
velopment of those same languages in the more than one in ten Americans
who already have a measure of native competence in them,"3 (Brault's
"Bowdoin Institutes' constituting a unique exception). It is true that
Gaarder made this statement before the passage of the Bilingual Education
Act and some bilingual programs have attempted to remedy this anomaly.
However, more recent studies by Gaarder have been highly critical of

many bilingual programs precisely because of inadequate attention given

2Fishman's estimate is that in 1960 approximately nineteen
million people in the United States possessed a non-English mother
tongue. See Joshua A. Fishman, ""The Status and Prospects of
Bilingualism in the United States,'" The Muvdern Languagez Journal, XLIX
(March, 1965), p. 1l43.

3A. Bruce Gaaruer, '"Teaching the Bilingual Child: Research,
Development, and Policy," The Mr.lern Language Journal, XLIX (March,
19655, .p. 166.




to the ethnic language. In a recent essay cn the subject, he points out
that in the first seventy-six bilingual schooling projects supported by
grants under the Bilingual Schooling Act, there appears to be ''such
inadequate attention--time, resources, and understanding--to the other
tongue, as compared to the attention paid to English that, on the whole,
the concept of bilingual education represented by these plans of opera-
tion seems to be something less than the legislation and its advocates
intended."q Gaarder also implies that foreign language teachers should
be much more involved in bilingual education than they are by mentioning,
apparently as an exception, one program in which this involvement does
occur: 'Milwaukee sees the importance of uniting its bilingual schooling
project with the efforts of its regular foreign language teachers at the
high school level, and will offer a history and culture course for both
groups of students together."5

Long a staunch advocate of ethnic language retention, Gaarder
hqs insisted that bilingual education should be something more than simply
a transitional device to enable low income groups to become more accul-
turated. Another outstanding scholar whose work has been primarily in
support of ELRET 1is Joshua Fishman, who has made extensive studies of
the linguistic resources of our country, and the tendency.tovards main-
tenance or shift among the various ethnic groups. Major projects which
Fishman has directed for the Research Section of the United States Office

of Education have produced reports such as Language Loyalty in the United

QA. Bruce Gaarder, "The First Seventy-S5ix Bilingual Education

Projects,' Monograph Series on Languages and Linguistics, No. 23, ed.
James E. Alatis (Georgetown University, 1970), p. 163.

>Ibid., p. 173.
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States and, more recently, Bilingualism in the Barrio, which deals

specifically with linguistic habits of Puerto Rican families living in
the New York City area.6 Some relevant points from this study will be
mentioned later. 1In order to make the climate for ethnic languages more
favorable, Fishman suggests the establishment of a '"'Commission on
Biculturism (or Bilingualism) in American Life' with national, regional
and local subdivisions." He also recommends financial and oti . aid to
language maintenance organizations, and of more immediate interest, the
"preparation of special teaching materials for the bilingual child" and
the ''granting of credit for out-of-school language mastery."7

The prepgration of special teaching materials will be discussed
in detail. Granting credit for out-of-school language mastery, however,
is also extremely important because of the way our educational system is
"exedit point'" and "basic rgquirement" oriented, .The one way that we as
educators can show ethnic speakers that we feel it important that they
have kept up their language is by giving credit for competence and not
simply for patience. Let us hope¢ that more high schools and colleges
will allow competent ethnic speakers to receive credit through profi-
ciency examinations, and that College Board will extend its CLEP (College
Level Examination Program) to include languages other than English.

In mentioning scholarly work in ELRET, the name of Einar Haugen

should certainly not be passed over, Haugen's The Norwegian l.anguage in

6The first of these was published by Mﬁuton & Company in The

Hague in 1966, The second is supposedly available from the Bureau of
Research of the U.S. Department of Health, Education, and Welfare (Con-
tract No. OEC-1-062817-02%7), though copies are extremely difficult to
obtain. Articles from Bllingualiism in the Barrio appear in The Modern
Language Journal, LIII, No. 3 (March , 1969) and LIiT, No. 4 (April, 1969).

7Joshua A. Fishman, "The Status and Prospects of Bilingualism in
the United States,' The Modern Language Journal, XLIX (March, 1965), p. 153.
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America provides a somewhai heart-rendering account of how a once
vigorous ethnic language has succumbed to external and internal erosion.8
He has also produced materials for teaching Norwegian. Other scholars

whose works are pertinent include Uriel Weinreich, whose Languages in

Contact provides a framework for analyzing types of interference.9 And

the Journal of Social Issues devotes its April, 1967 issue to "Problems

of 3ilinguslism' where, in addition to artic1e§,by Gaarder and Fishman,
there are others by Susan Ervin-Tripp, John J. Gumperz, Del} Hymes, Heinz
Kloss, Wallace Lambert and John Macnamara. Lambert's research in partic-
lar has very positive implications for bilingual education and ethnic
language retention programs. His experiments tend to show that the bi-
lingual is less bound by rigid norms of a particular group and 'may well
start life with the enormous advantage of having a more open, receptive
mind about himself and other people."10 Gaarder refers t» the Peal-
Lambert study of bilingual ten-year-olds in Montreal which gives evidence
that "if the children are equally well educated in both languages, i.e.,
tbalanced! bilinguals, they are superior in both verbal and non-verbal
intelligence to monolinguals."11 This should give the ethnic speaker a
powerful reason for maintaining his bilingual ability independent of the

advantages to be derived from the knowledge of a particular language,

8Published by the University of Pennsylvania Press in two

volumes, 1953.
9Published by Mouton & Company in The Hague in 1967.

1OWallace E. Lamhert, "A Social Psychology of Bilingualism,"
The Journal of Social Issues, XXIII (April, 1967), p. 106.

11Gaarder, "Teaching the Bilingual Child," p. 173.
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although Lambert's experiments should be replicated with language
combinations other than French and English.

It is impossible to report here all the findings of scholars
which might have implications for ELRET programs. It seems to me,
however, that the most important single factor to be gleaned from
scholarly research can be stated quite simply and inequivocally, al-
though the implications for teaching will tax the best efforts of
material writers and curriculum planners who devote themselves to de-
veloping programs for teaching ethnic languages. The factor may be
called the "domain stability" concept. That is, an ethnic language
will be retaiﬁed as long as it continues to be the preferred language
within certain definite areas of activity. To again quote Fishman,f'

", . . If a stfict domain separation becomes institutionalized such that
each language is associated with a number of important but distinct
domains, bilingualism can become both universal and stabilized even
though an entire population consists of bilinguals interacting with

other bilinguals."12

Iin my own work wi;h Spanish-speaking groups, 1
have noticed that the Mexican American., or Chicanos, conserve Spanish
much better, even after generations of living in the United States,
than do the ' Neo-Ricans' or children of Puerto Rican parents living in
New York and in other large urban areas of the East, because the
Neo-~Ricans tend to prefer English in all domains and speak Spanish only
to older people. A questionnaire which a number of Neo-Rican students

filled out for me indicated a preference for use of English among those

of their own ags group for «ll purposes. Cooper and Greenf eld in

12As quoted by Gaarder, Ibid., p. 172.
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examining a group O¢ bdJ&rto Rican background living in Jersey City
conclude that "th# giyding that young people, in spezking among them-
selves, use Engli#h Mmysre often than Spanish in all domains, including
family, suggests #h,t pllingualism in the community under study is
characterized by My&ysR&e shife,nt3

The problﬂN’ then, for those of us who write materials and plan
programs designed gy efhance ethnic language retention is whether these
materials can be A% Quafitrived that they will induce ethnic speakers to
stabilize certain YyMgihs in which the ethnic language will be used in
their daily livess parﬁicularly for groups like the 'Neo-Ricans" for
whom such domain ﬁkéhility does not appear to exist at the present time,
The problem is no¥ 4 gihple one--it will, as I have said, tax our best
efforts--yet it i# 4ujte Possible that there is a good bit that we can
do, particularly AipQg our efforis now seem to go hand in hand with the
designs of youth Dbgani%ations among Spanish-speaking groups whose pur-
poses, according ty Quarder, are to acquire an education and to reaffirm

their ethnicity.1 Qgftain clues as to how to approach the problem may

be gathered from Biﬁin vualism in the Barrio in which it is pointed out

that Spanish doeg \4Ve¢ an important role in the lives of the youth of
Puerto Rican backg¥0hnd 1iving in the New York area. For example, it is
imperative that g L¢o¥ Speak Spanish when he is first introduced to his

girl friend's par®y¢y.~that is, when he is requesting permission to be
N N W

13Robert L Qooper and Lawrence Greenfield, ''Language Use 1in a
Bilingual Communij y,' The Modern Language Journal, LITI (Maxch, 1969),
p. 172,
14A Bru¢® fysgTder, '"Teaching Spanish in School and College to
Native Speakers gl 4pznish " (unpublished draft of report commissioned
by the Executive Qbu§011 of the American Association of Teachers of
Spanish and Porty&,2y¢gs 1971), p. 8.
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her formal novio.15 Fishman points out that boys whose command of
Spanish is poor look forward to this moment with dread and we can
certainly imagine they would be grateful for some pointers as to how to
handle the situation. Sample dialogs can be built in to materials, and
hopefully, the boy's future suegro will not discuss topics on which he
is tongue-tied., Also, Spanish continues tO be the language of the
piropo. The ingeniously worded little complement which the admiring
male makes to female beauty simply would not come off in English. It
has a tradition of its own which depends on Spanish, And Fisiwan points
out that the ability to invent clever piropos is highly valued.16
ELRET materials should, in short, take advantage of community
and family relationships and should serve to bring the school and the
community closer together. 1In complementation of Fishman's points,

menittioned earlier, Gaarder insists that there should be:

1. new, strong links between what the schools do and what
the community is and wants;

2. an end to the attitude of condescensicn on the part of
foreign language %eachers toward the language of tne
folk bilinguals.!
Regarding the first point, we might add that positive, understanding
efforts should be made to sell the community on the ELRET concept {are
they aware, for example, of the results of Lambert's studies on the
correlation of bilingualism and intelligence?). Parents who desire that

their children keep up the ethnic language often insist that it be spoken

in the home, Lacking this, it can be suggested (and such suggestions can

1sJoshua A. Fishman, et al., Bilingualism in the Barrio, 1,6 p. 67.

1%1bid., 1, p. 67.

1
7A. Bruce Gaarder, personal letter, January 19, 1971.
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be built in to the material) that the ethnic language should at least be
conserved in certain situations. A favorite is at the dinner table. TIf
this is accepted good-naturedly, it becomes a kind of a game in which
the person who accidentally utters a word in English must pay a fine or
do some other type of penance. Additional suggestions related to acti-
vities where the ethnic language might be used could involve club meet-
ings, summer camps, and ethnic festivals., . The important thing is to
have a certain group of activities which will always be carried out in
the ethnic language and on which its retention will be anchored. This
does not mean that the ethnic language need always be limited to these
activities, nor does it even mean, in my opinion, that there is anything

wrong with mixing languages in certain domains as long as competence in

" both English and the ethnic language is assured by the existence of

domains in which a single language must be used exclusively. Gaarder
is not happy about mixing languages, but I feel that his exhortation that
"every effort be made tc avoid this mixing of Sp;nish and English"18 is a
bit too severe, having found in my own personal experience that one of
the most enjoyable things about being bilingual is having two languages
at my disposal instead of one and in being able to use either of them
when in conversation with other bilinguals. It is fascinating to reflect
on why certain things are said in one language and not the other. Being
able to mix languages is really a bonus for being bilinguai.

Regarding the second point, since it seems to be pretty much

assumed that outside of formal bilingual programs, and particularly at

the secondary level, ELRET efforts will fall to the foreign language

18Gaarder, "Teaching Spanish in School and follege to Native
Speakers of Spanish," p. 16,
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teacher, the question arises as to what special training such a teacher
needs--special courses in methodology of teaching an ethnic language,
social problems of minority groups, or possibly more work in applied
linguistics with special reference to dialectology? It is crucial that
the teacher take a positive attitude toward the ethnic group and its
linguistic idiosincracies, For if domain stability is a central concept
to ELRET, then a corollary to this is that procedures for teaching erhnic
speakers should certainly not imperil domains in which the ethnic lan-~
guage is already used, however imperfectly, In regard to this, Gaarder
expresses the viewpoints of the AATSP Committee in the following manner:
The dialect speaker must be accepted wholeheartedly as and

where he is and must never be censured or subjected to pressure

simply because he speaks the dialect. The position to be taken

is that each style of speaking, each dialect, is appropriate to

certain situations, and that the pupil, eventually, is.to learn

a world standard in order to increase his repertorg of speech

styles and so increase his versatility and power.1
In other words, the ethnic speaker should learn the standard language.
But deviant forms should be considered matters of interest rather than
matters of scorn., - e,

In making a survey of materials now available, we find very
little specifically designed for teaching ethniZ‘speakers in the United
States~-~either ig'their language or about their language. Bilingual
programs often seek to make use of materials produced in other countries
where the language is native. Gaarder, however, laments the fact that
not enough attention is given to the develépment and procurement of

materials in the ethnic language, and points out that instead, bilingual

teachers '"are expected in most of the prcjiscts to create or assist in

1%9bid., p.-b. .
O
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the creation cf teacﬁing materials in the non-English tongue."20 Since
these teachers gTe uysually untrained in writing materials im any lan-
guage, the results can be disastrous.

What is being done is mainly at the primary level. The Spanish
Curricula DewelopPment Center, located in Miami Beach, has been set up as
part of a major effort of the Bilingual Progwrams Branch of the Office of
Education, "for the purpose of creating primary bloc Spanish curricula
to support Spanish-English bilingual education programs.' The Center
plans to develop '"48 multidisciplinary, multimedia Spanish Gurricula
kits' for use in the first three grades. 1Imn addition to focusing on the
language itself, these will include ''strands! in social science, fine
arts, science, and mathematics.21 Finzl completion of these materials
is scheduled for August 1974, and they will be available not only to
formal bilingual programs, but also "to interested school systems with
relevant pupil populations."z2 Ralph Robinetrt, the director of this
Center, had previoqsly worked as director of the Michigan Migrant
Primary Interdisciplinary Project which developed special curricula for
the children of migrant workers in the state of Michigan--The Michigan
Oral Language Sefies. This included a "Spanish Guide" for use at the
kindergarten level,

1 might add here that it was my own privilege to be contracted

by the Philadelphia Public School System to write ELRET materials in
P

s e e s
2OGaardel‘, "The First Seventy-Six Bilingual Education Projects,"
p. 167,
21Ralph ¥, Robinett, "The Spanish Curricula Dewe lopment Center,'
The National EleMentary Principal, T (November, 1970), p. 62.
22

Ibid., p. 63.
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Spanish for the 10-12 grade level, I have not yet received a formal
criticism of these materials, though I have been promised one and look
forwarci to it with great interest.
Before going further into the matter of specialized materials
for ethnic speakers at the secondary level, it might be convenient first
to discuss characteristics of the target groups and typical problems in
their language usage, It is not easy to make sharp cut-off points, of
course; ethnic speakers differ in their linguistic abilities and many
with ethnic surnames may have little or no knowledge of the language.
Gaarder lists as minimal qualifications for participation in a program
designed for ethnic speakers (in this case, Spanish), '"the ability to
understand ordinary conversation in the dialect of his parents and their
peers Plus the ability to follow simple instructions given in Spanish.,,'.'23
My comments at this point will be mainly limited to the grouyr 1 have
directly studied--the '"Neo-Rican'" college freshmen, children ¢ Puerto
Rican parents who have been reared and educated in the Unitec States,
usually in New York City or other large urban areas for whor Spanish is
the language spoken in the home but no# at school. (They did not have
the advantage of bilingual education programs.) In their use of and
attitudes toward Spanish, this group evidencés the following characteris-
tics:
1, They control the mechanics of the spoken language quite
well (their vocabulary is limited to terms that are common
in everyday use);
2, However, they usually prefer to use English among themselves
fwith an occasional Spanish word or expression thrown in)

though most state they would like to better their command
of Spanish;

. 3Gaarder, "Teaching Spanish in School and College to Native
Speakers of Spanish,' p. 3.

. Y
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3, Their phonetic habits are characteristically Puerto Rican.
That is, there is little evidence of deterioration through
contact with English;

&4, They can read when required to do so, though they do so
slowly ard are somewhat hampered by lack of vocabulary.

5. Their spelling of Spanish is very deficient. 1It is
influenced by their pronunciation habits and by English
spelling in the case of cognates. They usually refuse
to use written accent marks;

6. They are aware of their Puertc Rican heritage, but do not
'feel they belong to Puerto Rico. As one once said, they
prefer to associate '"with people like me--Puerto Ricans
who come from the United States or New York."

While different groups of ethnic speakers may differ somewhat in
regard to some of these points (some, hopefully, will show more evidence
of domain stability in the ethnic language), ome feature which I feel
they all have in common is the lack of ability in reading and writing,
which requires special training, as opposed to the development of oral
facility, which would come naturally from the environment. This fact
has important implications for materials and procedures. Some pronun-
ciation therapy may of course be needed, but basically ELRET materials
should not be audio-lingually oriented.

The foreign language teacher at the secondary level, not inwvolved
in formal bilingual programs, and seeking guidance and specialized
materials for teaching ethnic speakers, will find that such materials
are almost nonexistent. A pioneering effort in this area was produced
under the direction of Gerald J. Brault during his Bowdoin Institutes,
already mentioned, whose purpose was the ''formation and professional

24
perfection of our Franco-American French teachers at the secondary level,"

24Gerald J. Brault, Livret du Professeur de Francais Franco-

Americain (Brunswick, 1962), p. 1.
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However, the text, entitled Cours de Langue Francaise destiné aux

Jeunes Franco-Americains is not commercially available and is quite

difficult to obtain. According to Elphege Roy, founder of the Franco-
American Teachers Association, it is used in the largest public high
school in Manchester, New Hampshire, and "in a few schools in New
England.”25

Since this is the pioneering effért in the ELRET field, some
conments seem appropriate. According to the author, it is designed to
be used ty students who have already had '"six or seven years of French
at the Franco-American parochial school," who understand spoken French
and who can read a passage of medium difficglty.26 It consists of thirty
units whose format includes a short article, a dialog, an exp lanati n of
difficult vocabulary items, pronunciation exercises to correct typical
Franco-American or French Canadian errors, oral exercises of the pattern
practice type, and translation exercises to and from French. The pat-
tern practice component occasionally attempts to correct errors which
are typical in Franco-American although it may simply introduce a verb
form or structural feature, with no reference to existing usage. The
articles and dialogs involve points of social and historical interest to
Franco Americans and treat both French Canadian and French culture. For
one who has not actually used the book in question or taught the target
group, it is difficult to make a just criticism. Offhand, it seems to

resemble a text for teaching French as a foreign language too much, and

25Elphege Roy, personal letter, November 8, 1969, Information

regarding the text can be obtained from Mr. Roy at 103 Oak Street,
Manchester, New Hampshire--03104.

26Gerald J. Brault, Cours de Lanuge Francaise destiné aux
Jeunes Franco-Americains (Manchester, 1965), p. 7.
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except for the exercises involving corrections in Franco American usage,
a casual glance wouvld lead one to believe that it is exactly that. The
extensive use of controlled cral pattern practica so characteristic of
the audio-lingual method of foreign language teaching, would seem to be
dull and wasteful when dealing with ethnic speakers who already control
the basic mechanics of the language, who already understand spoken
French and can read passages of medium difficulty.

Independent of bilingual programs established under Title VII,
most of the work done in ethnic language retention has been carried out
with the Mexican Americans who appear to be somewhat ahead of the rest
of the country in the formalization of EIRET efforts. Consequently, the
exberiences which they are having need to be observed carefully to de-
termine their degree of applicability to other groups.. For example, in
June 1969 the Texas Education Agency published an unbound book Espafiol

Para Alumncs Hispanohablantes to provide guidance to junior and senior

high school teachers of the state in setting up special classes for the
Spanish speaking. Although this publication includes sémple lessons, it
is not itself a textbook, is not sold commercially, and is not made
available except to teachers, 1In the section on "Specialized Classes"
it is pointed out that '"Some school systems in Texas have been following
now, for several years, the plan for accelerated classes for native
speakers of Spanish, and that "The Superintendent's Annual Repor:t for
1967-68 shows 120 school systems which provide separate classes for
native speakers of Spanish at the secondary level.”27 There is also a

section recommending materials which might be used, These include a

27The Texas Education Agency, Espafiol para Alumnos Hispano-
hablantes (preliminary ed., n.p., 1969), p. 4.
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number of textbooks used in Latin America for native speakers of Spanish,
a few texts produced for teaching Spanisk in the United States
(particularly in the literazure area), and the only two textbooks
published commercially (%y National Textbook Company) for teaching an
ethnic language in the continental United States--Paulline Baker's

Espafiol para los hispanos, and Marie Esman Barker's Espafiol para el

Espafiol para los Hispanos is short and mainly designed to

strengthen and correct the student's use of the language at a basic
level and the author suggests that it be supplemented with litzrary
texts. There are explanations and exercises designed to teach proper
spelling and pronunciation, correct substandard usage, and increase
vocabulary, as well as a section on letter writing and on parliamentary
terminology.

Marie Esman Barker's text is much more ~omplete. It is divided
into twenty-one separate units, each centered about a particular point
of linguistic, literary, or cultural interest. The format for each unit
usually iﬁcludes two articles or short stories on the particular topic
in question, an explanation of some grammatical point, and a number of
exercises inyolving vocabulary, morphemics, syntax and pronunciation.
The book would obviously be very useful at the high school or even at
the beginning college level,

However, at this point a word of warning is necessary., Although
the titles of these two texts use the general terms hispano and bilingie,

they are so obviously aimed, both culturally and linguistically, at the

281b3d,, p. 159ff.




Mexican American of the Southwest--the "Chicano"-~that they are not
appropriate for use among other Spanish-speaking groups, such as those
of Cuban or Puerto Rican background. The cultural orientation of the
articles in Mrs. Barker's text is all towards Mexico and is designed to
enhance pride in the Mexican American cultural heritage. From the
standpoint of linguiétiCS, while it is true that, for example, Neo-Rican
and Chicano Spanish may share certain problem areas because of contact
with Engiish, there are also differences derived from corresponding
differences in Puertc Rican and Mexican Spanish. 1In addition the
Chicanos, living more in rural isolation and more determined to assert

their identity linguistically, have evolved their own caldé or Pachuco

dialect. Espafiol para los Hispanos, in particular, presents a wealth

of pachuquismos and their equivalents in standard Spanish, along with

transiation exercises involving Pachuco. A sentence such as "Anochi me
jambaron mi huacha y todo mi jando" would be incomprehensible to a
Neo-Rican.

And so we find that outside of Title VII bilingual programs,
almost all formalized ELRET efforts, and the only two commercially
available publications, are aimed at the Chicanos. Publishers of edu-
cational materials are naturally reluctant to enter a new field unless
a demand for the material is supported by a formal curriculum structure.
Even within the formal framework of Bilingual Education, it 1s interest-
ing to note the extent to which the Chicanos are favored. Of the first
seventy-six bilingual schooling projects supported by grants under the

Bilingual Education Act, fifty-eight are for Mexican Americana.

29Paulline Baker, Espafiol para los HispanoOs (Skokie, Illinois,

1968), p. 50.
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Sixty-eight of the total are for the Spanish-speaking, nine among these
involving Puerto Ricans. It is true that a very few of the bilingual
schooling projects which involve Spanish also involve one other lan-
guage, but even taking this fact into consideration, there are only
fourteen of the total seventy-six projects which deal with an ethnic
language other than Spanish.BO The reaéon for this of course involves
the socio-economic status of the Spanish-speaking and the fact that
Biiingual Education is aimed at the lowest income groups. Now there
is nothing wrong with helping people who are disadvantaged in the
socio=econcmic scale to better themselves by providing them with edu-
cational programs more geared to their needs, but if knowledge of
another language is really a resource, then efforts.shogld be made to
presérve it whether it is found among the lower, middle, or upper
classes.

One is amazed to realize, for example, that Italian, the lan- .
guage which accounted for the largest number of non-English speakers
according to-the census of 1960,31 and German, which according to one
report had the greatest number of speakers as late as 1964,32 are not

even represented in Bilingual Education Programs, and textbooks for

teaching Italian and German in the United States make no allowances

3OGaarder, "The First Seventy-Six Bilingual Education
Projects,'" p. 163.

31Theodore Andersson, "A New Focus on the Bilingual Child,"
The Modern Language Journal, XLIX (March, 1965), p. 156.

32Theodore Andersson and Mildred Boyer, Bilingual Schooling in
the United States (2 vols,; Austin: Southwest Educational Development
Laboratory, 19705, II, p. 22, quoting Seigfried H. Muller, The World's
Living Languages: Basic Facts of Their Structure, Kinship, Location
and Number of Speakers ( New York, 1964).
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for the large number of ethnic speakers. Andersson states that as far
as his own research can ascertain, ''no attempt has ever been made
throughout the history of Italian immigration to the United States to
. ] . ] . o33 ] .
instruct Italian Americans in the Italian language. Italian is of
course taught as a subject in most universities and in a number of high
schocls, and ethnicity is doubtlessly one reasom why students choose to

.. 34 .
take it. We can only hope that where a number of ethnic speakers are
involved, the perceptive and imaginative teacher can improvise materials
designed for their particular needs. One serious problem with Italian
is dialectal difference. "Standard" Italian differs quite considerably
from the home dialect of most Italo-Americans. Andersson points out
that most of the Italians living in the East are from the Neapolitan
provinces and from Sicily, whereas those living in the West are from
North Italy, and that many Italo-Americans 'were not even aware of the
great cultural heritage ass the [standard] Italian language

. . 35

and so they showed no desire .. p.eserve it and perpetuate i.. An
additional problem which Andersson cites is the negative attitude, par-
. . 36
ticularly among the South Italians, toward formal education in general.

At this point, needless to say, their attitude is drastically different

from that of the Puerto Ricans, who see formal education as a kind of

31pid., 11, p. 141

34Of the 33,038 total enrollment for Italian in Public secondary
schools in the fall of 1968, 6,795 were from New England and 15,610 from
the state of New York. See Julia Gibson Kant, "Foreign Language Offer-
ings and Enrollments in Public Secondary Schools, Fall 1968,'" Foreign
Language Annals, 111 (March, 1970), p. 443.

35Andersson_and Beyer, 11, p. 139.

36

Ibid., 11, p. l40.
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panacea. Since my own work has been with the Spanish-speaking, it is
perhaps somewhat risky to venture an opinion, but regarding the dialect
issue, it woﬂld seem that where theres is a large enpugh group speaking a
single dialect, such as Neapolitan or Sicilian, material could be pre-
pared for that group using comparisons between the dialect and the
standard, in somewhat the same way that Paulline Baker compares Pachuco
and standard Spanish.,

In regard to German, we have already mentioned earlier how the
First World War brought an end to their vigorous system of bilingual
education., Although there are still large German-speaking enclaves,
Andersson does not forecast a bright future for them, stating that it
is "ironic that we spend so many thousands of dollars teaching German on
the higher levels when a continuation of past language maintenance ef-
forts on the part of the German community itself could have supplied us
with a rich fund of teachers and educated speakers of German.ﬁ37

There is n.t time here to discuss each ethnic group separately.

Andersson's Bilingual Schooling in the United States gives a brief

overview of most of Ehem along with a comment on the status and ad-
visability of bilingual education and ELRET activities. And in my own
conclusion of this paper, I can only express again my heart-felt convic-
tion of the need for setting up more formal channels and organizations
through which ELRET issues can be aired and discussed within the educa-
tional framewbrk. The American Association of Teachers of Spanish and
Portuguese has taken cognizance of the problem by devoting two sessions

of its last annual meeting in December, 1970 to ELRET, and bv setzizg up

371p1d., 11, p. 126.

249

e



- 340 -

a committee of nine members, chaired Ly Bruce Gaarder, to prepare a
report on teaching Spanish to ethnic speakers. 1In this paper I have
frequently referred to a draft of this report, as yet unpublished,
And TESOL (Teachers of English to Speakers of Other Languages) through
its Committee on Socio-Political Concerns of Minority Groups in TESOL,
has issued a position paper as yet not approved by the entire organiza-
tion, which includes statements to the effect that the teaching of
English should be carried out so that minority groups will not sacrifice
"in the process of acquisition, at great emotional and psychological
cost, their native languages and cultures." The paper further requests
that the Committee be made a regular standing committee of the organi-
zation and that it have at least one annualimeeting aside from the
annual national meeting of TESOL.38

These are good beginnings, but more coordination of ELRET
interested groups will be necessary. ELRET may still bring pride and
power to ethnic groups who have been neglected. We are standing on che
thres..old of an era of unparalleled opportunities disguised as insolub’-
problems in which the dream of America of cultural diversity within
political unity may yet be-realized. Let us endeavor to exploit tha
possibilities fully and faigly so that all the strands in out coat of

many colors will shine forth in their true brilliance.

38"POSition Paper by the Committee on Socio-Folitical Concerns
of Minority Groups in TE SOL, February 1, 1970,' TESCL Newsle-ter, IV
(September/December, 1970), pp. 8-9. This paper is r=producez and
slightly amended in TESOL Newsletter V (June, 1271), -p. 6-7.




IITZRACY IN THE MOTHER TONGUE AND SECOND LANGUAGE IEARNING
Sarah C, Gudschinsky

literacy Coordinator Professor of Linguistics
Summer Institute of Linguistics, Inc. University of Texas at Arlington

Vo discussion of child language i1s complete without a concideration
of the speclal case of a second language acquired as a mediwn of instruction
in the primary school. It is the thesis of this paper that children who are
monolingual speakers of a minority lunguage will, in genemwal, learn a second
language as a medium of instruction morec readily and mor= effectively if
they are taught to read and write their ovm languapge first. Several prograns
whose success support this point of view are described iIn section 1. Social,
psychological, and pedagogical factors that might explain Ghis success are

discussed in section 2, as working hypotheses for further Investigation.

1.1. Sumary of hilingual programs

For some years the Summer Institute of linguistics, Inc, has been
involved in a practical way with literacy in the mother “iomgue as a tool for
second language learning, in the context of bilingual mrimary schools., SIL

has coopcrated vith the Peruvian Ministry of Education Zm the establishment .

of Bilingual Schools in the Peruvian Jungle. The Instftm== nas also provided
personnel for the dewvelopment of a pilot program in Quscima in the Peruvian
highlands. In Hexico, members of SIL have produced mmseTials for some of the
;ilingual projects of tre National Indian Institute anc. the linis ry of
Education, and have had some share in the training of =—stouc! TS (tpromotores!),

In South Vietnam, SIL is under contract with the South Viiestnomess Govormment
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and USAID to produce materials and train teachers for the Highlandexr liducation
Project. Elsewhere in the world, the Institute is participating in a number

of other similar programs that are not yet far enough élong for formol report.

1,1. The Peruvian Jungle program. (Ratto 1955, Wise 1969)

Prior to 1953 there were few schools available to Indians in the
Peruvian jungle, and those few had very poor results, It was difficult to
staff such schools, isolated as they were from 'civilization'., The Spanish
speéking teachers had difficulty communicating with their Indian pupils. And
the pupils seldom learned more than a mechanical ability to sound out Spanish
syllables and to write from dictation. They did not, learn to speak Spanish,

nor to read it with understanding.

In 1953, a bilingual education program was established for the
jungle Indians. Teachers for the program were recruited from among the Indians
themselves., In summer courses at Yarinacocha they were taught to read and
write their own language, to speak Spanish, and the Spanish primary curriculum
to Grade 2, ¥When they reached Grade 2 standard, they were given further train-
ing in Spanish and pedagogy that prepared them to b egin teaching. Over a
period of six years they taught in their own villages during the school term,
and attended further training sessions during the long summer vacation. In

this fashion they complete their own primary education while in service,

In the village schools, the pupil spends his first two years i.o—
coming fluent in reéding and writing his own language and in lcarning tc comeak
Spanishe In his third year he completes the requirements of the Spanish - =00l

ttransition! year, which involves reading and writing Spanishe In his fow 1

o2
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year he enters the Peruvian Grade l. In Grades 1 and 2 he fol.ows the
regular Peruvian curriculum, but with diglot textbooks (witih a vernacular
translation of thie Spanish material on each page.) In Grades 3-6 the jungle

pupils follow the regular curriculum in Spanish only,

By 1969, 240 Indians of 20 different language groups, who had come
through the bilingual program, were employed by the Ministry of Public Lidu~
cation as teachers in the jungle schools, Many Indian children from mono-
lingual communities not only finished the Spanish primary school, but have
gone on to secondary school, and in a few cases to university. Others have
received vocational training that has fed back into economic improvements in

their home villages,

A point of major interest is the success of the program in teaching
Spanish, The children in this program enter Grade 3 (the first grade in whicH™~
Spanish is the only medium of imstruction) competetive with Spanish children
at this level. It is of great significance that in most cases this competence
in Spanish is gained in a non-Spanish speaking community, where the source
of Spanish is the school teacher. (Now of wcourse, bilingualism is increasing
in the local communities, In many olaces the present generation of school
children are the younger brothers and sisters, or the soas and daughters,

of previous pupils who are bilingusl through the school program,)

1.2. The Peruvian (uechua Program. (D, BPurns 1968, N. Burns 1970)

In the Highlands cf Beru, where the Quechua Indians are located,
there were many more government schools than in the lowlzmds. However, no

more than 30% of the Quechua children of school age were mormally enrolled
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in school. And the academic record of those who did attend was Very poor,
monolingual

The/Guechua children as a rule, learned little Spanish. They tended to

repeat the transition year two or three times, and then to drop out in

discouragemeﬂt. The govermment, in 1965, provided for the'ﬁevelopment of a

five year piliot project for the Quechua, similar to the biiingual program that

had proved so successful in the jungle. In 1971 it has been decided to

expand this project to the remaining Quechua communities.,

The Quechua program is shorter than the program in the jungle,
(Perhaps this is possible because the Quechua are more sophisticated, and
have more contact with the Spanish spesking population.) 7The pupils have
two years of 'transition!se In the first year they learn tor ead and write
Quechua, and begin oral Spanish., In the second transition year they become
independent and fluent readers of Quechua, and learn to read and write Spanish,
completing the regular requirements of the transition curriculum. In the
First Grade, all materials are diglot, Spanish and Quechua, but considui. ..
attention is paid to the Spanish so that the child is ready for an all

Spanish curriculum in Grade 2.

The success of this program can be meen in the reduction of
droyipouts, and in the fact that the children coming through the bilingual
program are all doing waci above the average of those in the Spanish schools
who did mot have bilingual educatione The program has not been going long

enough to follow any pupil beyond the end of primary scho©l,

1<3. Mexican programs. (Vésquez—Barrera 1953, Castro de la Fuente 1961,

Modizno 1968)
In Mexirco, government schools taught in Spanish have been available

Rikjto most of the Indian popuwlation for many yearse. These sChools, however,
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have not effectively taught either spoken Spanish or literacy in Spanish

to monolingual Indians. In most Indian communities only a very small pcr—
centace Sf the school age children are actually enrolled in school. <the
usual pattern forAthose who do enroll is repetition of the preparatory grade
for two or three years, and then drop out without having learned to read
more than isolated syllables, and without having ..earned to spcak Spanish.

It has been my observation, although I have no statistical studies to prove
it, that success in school usually depended on having learned Spanish outside

of school——as a house servant in a Spanish home, for example.

The first bilingual program was established in the Tarascan
group in 1939 under President Cardenas. It isreported to have been highly
successful, but it was some time before a bilingual policy was spread to
other Indian groups. At ©h® presert time w...cre are bilingual schocls being
operated by both the National Indian Institute and the Ministry of liducation.
Both types of schools use bilingual Indians as the instructors or !promotorest.
The program is less extensive than its Peruvian counterpart. It consists of
a single pre=ycar in which the Indian children learn to speak same Spanish
and to read and write their own language before going on to the remular

Spanish schools,

Nancy Modiano (1968) reports on the success of the Indian Institute
schools in the Tzotzil and Tzeltal languages in Chiapas Mexd.co. She notes
that a significantly greater proportion of students in the Bilingual Institute
Schools read with significantly greater comprehension in the national language

than pupils in the all Spanish schools.
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1.4e The Vietnam llighlander Education Program

he lighlander Lducation Program in South Vietnam has not yet been
reported in the literature, and the following summary is based on private

comunications from my colleagues who work in the program.

In 1967, USAID and the Sout Vietnamese Govermnment contracted with
the Summer Institute of Linguistics, Inc. to provide materials and teacher
training in some of the Highland languages, in fulfiliment of the government 's
agreement that the Highlanders were to have three years of education in their
ovm languages, Previous to this project, the schools available to the
Highlanders were taught in Vietnamese. Teachers who spoke the Hishland languages
were oft - assigne i ontside their home area so that only rarely did a mono-
lingual child have a leacher that spoke his language. The performance of the
monolingual

/Highland children fcllowed the typical pattern, with low enrollment—-especially
of girls~—rcpetition of the same grade, and early dropouts with little

success in either literacy or language learning.

The llighlander Education Program provides for a pre-~ycar for all
Highland children, -in which they learn to read and write their own language,
to speak some Vietnam=se. and to control in their own language some of the
content material in a~ithmetic, hygiene, etc, When they enter first grade,
they learn to read and write Vietnamese, they study the contemt subjects of
the regular Vietnamess curriculum from textbooks in their own lanpguage, and
they review some of the content material in oral Vietnamese lessons., In the
second prade all toxizooks are diglot, and education is bilinmpual. In the
third grade the jupils move into a monolingual Vietnamese curriculum, except

for continued classes %z their own language and culture as subjectsas
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This program is still very new, and war conditions have prevented
the careful evaluation of each classroom that would have been desirzble.
However, favorable resulis are already evident in increased enrollment,especially
of girls, and in lowerea rsnetition rates., Most of the children who enter
complete the pre-year in a single year., There are scattered reports that
children entering first grade from the pre-year already know more Victnamese
than is usual for children finishing first grade with Victnamese as the mediwi
of instruction. There are also by-products in community enthusiasm for tlic
program, and a more favorable attitude toward the schools on the part ol the

monolingual parents,

2, Factors in the success of the bilingual programse.

It cannbf be assumed, of course, that the high degree of success

of the bilinrual programs outlined here means that such a program is a panacea
for every multilingual school situation. It should be possible, however, to
make hypotheses as to the factors that explain that success, and to use these
hypotheses for fufther observation and research. I would suggest the following
as a first approximation of such a list., Social and psychological advantages
of “he bilinsual programs include: 1) community understanding and support;

2) the minimization of culture shock for the child entering school; 3) aug-—
mentation of the child's sense of personal worth and identity; and 4) devclop-
ment of the childts habit of academic success. Pedagogical and linguistic
advantages of 1iteracy in both the mother tongue and the second languase, before
the second language is used as a medium of instruction, include: 5) full
utilization of the child!s fluency in his own language in learning the skills
of reading and writing; 6) the contribution to second language learning of

[ERJ!:‘ focus on the mother tongue (a by-product of literacy); 7) the development

T
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of basic concepts Tor the content subjects, in the mother tongue; 8) the

use of readings as a tool in second language learninge

2.1. Comunity understanding and support.

4n outstariding characteristic of the bilingual programs described
in this paper is community support for them. There may be several r easons ior
this. Since beginning instruction is in the language of the monolingual pupils
and their monolingual parents, the parents know what the children are learning
and can understand what is going on in school, Aﬁ the same time, oral
instruction in the second language pleases the parents that are anxious for
their children to learn the prestige language. Furthermore, the instructors

are drawn from the local community. In every case, the ideal bilingual teacher

is considered to be one who speaks thec vernacular as his own mother tongue.
It is true that he must also know the second language—but often his bilingualism
is via instruction in the second language as part of his teacher training.
These people are at home in the community and its culture, and are able to
reassure the parents and the community leaders as to the plans_and purposes

of the school.

2.2. Minimization of culture shock for the child entering school,

One factor in the success of individual children is the minimization
of culture shock at school entry. 1y is probable that most children experience
some shock in the transition from tﬁe relatively free pre~school environment
to the more rigid, formal, structured environment of the school, This shock
is especially traumatic to children who are faced with a foreign language

and foreign cultural values as well as the strangeness of the school environ-—
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ment. In the bilingual schools described here, the shock is limited to the
transition to the school environmente The first ¢lasses are taught in the

child!'s own language by teachers who share his cultural values and customs.
His introduction to a new language, and to a new set of values, is gradual and
i$ mediated constantly by a teacher who understands his struggle and is

sympathetice.

2.3+ Augmentation of the child!s sense of personal worth and identity.

This point is closely related to the previous one, but is not
identical with it. One important element in the failure of children of the
ethnic minorities in the schools of the dominant culture is undoubtedly their
1loss of a sense of personal worth. A child who is punisned for spitting on
the floor or throwing stones may feel that he is being unjustly treated and
rebel, or may learn to conform, But a child who is pﬁnished for speaking
the only language he knows can only believe that he is inherently bad or
inferior—for his language is an essential part of what hé is. The teacher
who does not speak the child!'s language has no choice but to insist that he
use the dominant language—— and so in some measure punishes him for using his
ovm. This subtle alienation of the children does not happen in the
bilingual programs which are built on a respect for tﬁe child's language and
culture. ‘The assurance of his own worth and identity provides a firm base
from which he mokes the transition into a new language and participation in

a new culture,

2.4e Development of the child's habit of academic success.

School T ailures and dropouts are often blamed on a long history of

failure which has led to an e xpectation of continued failure. The child who

G
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fails completely in his early s choolwork is unlikely to become a great

success 1ate;. Such early failure is nearly inevitable for a large percentage
of children ﬁho enter a echool taught in a language they do not know. In the
bilingual schools, howevér, the child is conditioned to success not failure.
Learning to read and write in his own language is relatively easy for him,

and this early success leads him to expect—and to obtain-—success in the

more difficult transition to another language.

2¢.5. Full utilization of fhe childt's fluency in his own 1aggyage in learning

the skills of reading and writing.

A person becomes literate only once in his lifetime, ILearning to
read additional languages and scripts after the first one is a matter of
enlarging his inventory of syubols and using his literacy skills in the context
of a new language structure. He can become literate, however, only in a
language that he speaks, as seen in my definition of literacy: That person
is literate who, in a language he speaks,.can read and understand . any thing
he would have understood if it had been spoken to him; and canAwrite, so that

it can be read, anything he can say. (Gudschinsky 1970)

Goodman (1968) has described the reading process in a way that
emphasizes the role of the learner's oral language in reading. In his model,
the beginning reader is seen a: . 'ng an input of letter shapes, groups
of letters, and word shapes, and 2) -ecoding tﬁem as phonemer groups of
phonemes, or word names, 3) miiing this with an aural input—- his knowledge
of the language and its pafterns——to L) further recode it as oral speech,

which he then 5) decodes for meaning.

350



The child who learns to read first in his mother tongue can make
full use of his competence in the language. He recodes letters and word
shapes to the phonemes and words that he already knows and uses; his aural
input comes from a native speaker!s control of the patterns of the languz:c;
and his decoding process is in terms of familiar vocabulary and discourse
structure, To extend this basic liteiracy to a second language is a
relatively small task compared with the overwhelming difficulty of lecurning

to read for the first time in an unknown language.

2.6s The contribution to second lansuage learning of focus on the mother

tongue.

Learning to read involves some conscious focus on the structure of
the language to be read, Minimally, the child learns to focus on the
phonemes represented by letters or letter patterns, and on the units
represented by‘orthographic words., In the readiny method that I have been
developing, the reader is taught to recognizelthe phonemes of his speech,

and the orthographic patterns of the written language, as contrastive
substitutions within a pronounceable matrix (syllable or couplet), lle uses
this recognition for recoding (or decoding) content words. He is taught to
recognize the fﬁﬁ}ors (affixes, clitics, funcfion words) at sight in the
context of granmatical structures at word or phrase level. This means that
the child develors considerable conscious conﬁrol of the phonological and
_am ... cu- structures of his own language. 1t is my conviction that this
conscious coﬁtrol of his own language is of value in learning a second language

in the formal school setting.
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Admittedly, this kind of control of a first language is noi a
prerequisite for learning a second language by free and friendly assc ation
with Speakérs of that second language. In thie schools outidned here,

however, there were no such normal contactsy.and the secomd langrmre was
learned largely from the school teacher in forv. i classes. Where ==
teaching depended on conscious focus on fegrres of th. second lamziie,

practice in similar focus on the mother tocmagwe ' ~rilitzted the learn::

2.,7. The development,in the mother tongue, of tassic concspbs drs s

content subjects.

Unfortunately, in the unnatural situstion of the schowl, most
learning is not by dé:’mg end experienci;ng, it by rote memory an:..
verbalization. 1t is possible for an indivicual to do a great Jdend of
verbal learning ILIhiCh is oniy a manipulatinmg —f word tokens witioyh =easing.
This is especially true in a language whick the pupil does not lkyaw- we i,
He may learn to parrot the appropriate collocations of words, =zod st bave

no real notion of what is meant.

In the bilingual schools, the chi’< is in‘brodlicé:d to a wiude range
of new ideas in his own language, for which b= has adequate real worlai refcients.
In most of the programs, he makes the transitson to using lLhe seconc lonpuape
slowly,. with diglot texts and instruction in both langaages. By thr tune
he is working monolingually in the second larsu=ge, he has a fair unc - .anding
of what is Leins talked about, nnd a aa.it ol e xpectin,  to understm .2

words he is manipulating. - . - .
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Aruitoxt provided by Eic:

248« The use of reading as a tool in second language learning.

When it is necessary to iearm a second language from a sinzle
teacher, there is & serious limit on how much the lamg. = can be heard and
practiced in normsl speech contexts. The use of wribba .zaterial can
substarrtially increase the child!s exposure to the langy .. 77, amd enhances his

chances of learning it. In the bilingual programs, 1% <wecy i the motiior

tongue is followed immediately by learning to reud anc w=- - 1 the.sccad

(eice?f n +the Mle. oz PrOgrames)
lanrmage. Thereafter the child has diglot materials,whiw’ el him in

learning the second language—reinforcing and expandizy v ol L learns

orally.
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Z+ Conciusion.

This paper, with its observational reporting and its prelimi..axy
r-pozhess=s, can only be taken as a stariting point for more rigorous
ressarck. -here is a need for more studies like Modiano's (1968) to
quartify anc: cenfirm the nature and degree of the success of the bilicgs
PIS Grams .

—~ has been said that mobody has ever taught a language tc =

small c°ic. There is need, therefore, for a careful study of what bkmopper .o

In this cormection, there is need of specific studies of the role in
languar®= le=rning of conscious control of the structure of the mother =—ar =
and of ~he wsefulness of reading. There is also need for rescarch thac
compare: thz processes of learning language in terms of well known conc *pts,

and of Jearning language and new concepts simultaneouslye.

It is hypothesized here that literacy in themother tongue
minimizes culture shock, and augments the childt!'s sense of worth and
his expectaiom of success. There is need for résearch into the relative
usefmlness of mother tongue literacy for this purpose, versus other less

costly =trategies.
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BIT.INC s AND BEDIA;TCTAL. EDUCATION: AN ATTEMPT AT

A JOIT MODEL FOR POLICY DESCRIPTION

Joshua A. Fishman
Yeshive University =
New Yoark

.+ basic conczptual premise of modern sociology of languz;e/
sveiviingruistics iwx that the fanctional diversification of the
languzge repertoire »f a speech zommunity can be analyzed
along =ssentielly Zientical d-_mensions regardless of the societal
view or the nature :T the coc¢:3 or varieties involved therein.
Thus, whether it commsists of several '"languages", or whether
it ccmsists of several "dialec=s” or "sociolects", or whether it
consists of hoth different "lamrmages" and different ™dialects/
secialects™, the Tuncticnal allocation of varieties withim ithe
community is felwz to be describebie in much the same way.

Yhetiher the anzlysis is im terms «=f situations and their
counterparts or xn terms mf‘domagzs and thefrr counterparis is
Telzited net mo &ny distinction b=stween "languages™ om it one
mand mnd "dialecis" on the other, but, rather, at best, <o the
T=wwel] of analysis Tequired by the researcher for the particular
at
LTy l=m under siugy, orz\worst. to the level indicated by the
limi-s of his own professional imdactrination. 1+ either case
the distinction brtween "langu :'-zs" and "dialects" is considered
¥ Currently on lecave as Co-~Direstor of The International Hesearch

Txuject om Lenguage Planning YrocessesyCoordinator of the Israeli
Section thereof, and Visiting *rofessor at the llebrew University,

. ruselem. This paper was prepared for the "Conference on Child
- :nguage"™ (Chiczgo, Nov. 1971, Theodore Andersson, Chairman).
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to be Dasically e withim—community functional-evaluative
distinection, rather thar ome that can be made on the basis

of obl=zctive extermal criteria. Certainly a diachronic view

amp_:y supports this approach (revealing any number of once

"mere™ Jdialects, that were subsequently functionally, evaluatively
anc: suructurally "elewat.ed" to the position of languages as

‘ve.]l == many cases of the reverse progression), however much

a crochronic wview wmay reweal objective differences between
coexistving languages and dialects with respect to such matters as
extent of elaboratiom and codification.

Given the foregoing view that all varieties in a community's
repertoire can be subjected to sociolinguistic analysis along
identical dimenstions — regardless of the functional-evaluative-
structural differences that may characterize them —- this
paper zttempts to examzne the further guestion as fo vhether
+ single integratiwe mmdel is also possible with respect to
educational policy deseription when such policy deals with
separat= languages om the one hand and with separate dialects on

. the wother.

A model for bilingmal policy description will be examined
fixst, namely tha+t derived from my paper on '"National languages
and Jdlaxguages of wiier communication in the developing nations"
(Fishman 1969), Ia its initia} formul@ation the model proved to
be useful to me and to some others (Kelman 1Y71, whitely 1970)
for the purpose of discussing national language policies in genera’
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On further examina-ion, this model may hold forth some promise
also for the purposes lo be discussed here.

Tyvpe A policy fcermulations with respect to bilinguwal education

transpire im those séftings in which educational amthorities
feel compelied to select for educational use a lamnguage which
is not a mother-tongue within the administrative umit of
educational policy decision ( a country, & region, a district,
etc). This is done when none of the varieties natively available
within such units is considered to be integratively school-worthy,
j.e. to correspond to a great tradition of past, present and
future integrative authenticity and integrative greatness. Under
such circumstances an outside Language of VWidex Communicuation is
selected to Ffulfil most educational functions.

The immediate practical consequences of conducting a
school—-syswem in a language which is not the motﬁer tongue of
fthe vast mejority of) the students are many. The first consequence
is that the Type A policy msesbwm itself must initially be set aside
for the earliest period of education, no matter how brief this
may be, so that at least a minimum of one-way communication
(from pupils to teachers)is possible from the outset. A frequent
further comsequence is that teachers too must begin by using the
MT of their pupiis, or at least, by being receptively familiar
with it and with some of its contrastive features vis—a-vis the
LWC which they must implement. All in all, however, the
bilingunal education that results from Tyvpe A policy decisions is
minimal and transitional. Even if this stage is recognized in

teacher training or in the preparation of learning and teaching

materials the goal is to leave bilingualism behind as soon as
. 3 ) - DR
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possible in order to transfer all educational efforts to the
selected external LWC. Several countries of West Africa (e.g.
Gambia, Sierra Leone) have made national policy decisions of this
type, as have Latin American countries with respect to the
education of indigenous regional Indian populations, as have
most host conntries with respect to the education of locally
settled immigrant groups, particularly ithose of low social
standing. |

Further consequences of Type A policy decisions re bilingual

educations also inevitably flow from the adoption of an external

LWC. Since the language adopted is & mother tongue elsewhere

(outside of the administrative unit under consideration),; it

must be decided whether the curriculum and standards in effect
"there" should also be implemenfed "here", or whether indigenously
determined conteat,methods and standards are to be employed.
Frequently the former view has prevailed at the outset and the
latter view has been accepted only later and reluctantly. Finally
the consequences for adult literacy of Type A policy decisions

are clearly fargoing. Those beyond school age have even greater
difficulty in achieving and retaining literacgzs in a foreign
language than do those who are still of school age. Even the
latter experience difficulty in both of these respects given

the high drop out rates and tlie lack of poét—school functional
exposure to or reliance upon the sechool language which mark

most settings in which Type A policy decisions are reached.



- 3.0 —

Do Tvve & policies (which,in effect, restrict bilingual education to

tlhiebarest minima consistent with transitional goals) huve their
counterparts in the area of bi-dialectal education? Obviously there
are many similurities, particularly where social mobility is low and
role repertoires are narrow. Under such circumstances dialects/
sociolects that are common in other parts of the country/region/
district may be generally unmastered and non-functional within
particular administrative units. To the extent that the transition
to the school variety (D) is unreasonably hurried, and to the extent
that use of other varieties (d1, d2, d3) are cosidered contra-
educational (contra—cultural, contrn—integrative) at the same time
that role expansion is restricted or non-e)igtent, then obviously,
an educational burden is being'placed upon those least equipred to
carry it and a barrier +to future mobility is being erected against
those least likely to scale it successfully. Such an approach to
"non-standard" dialec's is still common in connoction with the view
of Black English and Chicano Spanish held by many American school
districts, as well as the veiws of non—standard_French, Spanish,
Russian,Hebrew and Arabic still common in the countries for which
the standard (or classical) versions of these languages are the only
ones administratively recognized.
In none of the_above cases is the view widespread that whereas a”

schools should teach all students something in D and some stuqﬂgts
many things in D, there are also at least some things that should
be taught to all students in 4 and some students most of whose
education may well be in d rather than in D. The insistence on D

and D only for all students for all subjects 1s non-fu.ictional

370



- 361 -

in many ways. 1t artificializes education in that it identifies
it with 8 variety that is not functional in the life of +the
community. It threatens the viability of the student's primary
community and of its primary networks in that it implies that only
by leaving his native speech repertoire behind can the student enter
a new role repertoire land a new reward schedulé). It causes education
10 depend wupon outsiders to the community -~ a verit:able army of
occupation and pacification on occasion —-— rather than permitting
it to be a partially shared function across communities or a
community controlled function. It tends to impose educational
content and methods amd standards upon communities that are not as
meaningful or as indigenous or as appealing to pupils as would be
the case if the native life patterns (including the native speech)
of the community were also viewed as schoolworthy.

All in all, the similarities between Type A policies when L1, L.

L3 and LWC are concerned, and Type A policies when d1, d2, d3 and D

are concerned are both greatAand disturbing. In both cases local

populations are relatively unconsulted and decisions are made for

them by elites marked by broader integrative philosophies but slso
by self-status protective interests.

Type B policies at the inter-language level pertain to

bilingual education of a somewhat more permissive sort. [Type B

policies held that an internally integrative great tradition does

exist at the unit level. Nevertheless, for one reason or another
additional traditions too must be recognized. Cn the one hand, there

may be smaller traditions than those that are unit—-wide which have
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their own place and deserve some acknowledgement in the cultural-
educational sphere. On the other hand there may (also) be certain
larger traditions than those that are unit-wide and these (too)
reay require ‘tor demand) recognition. All in all, therefore, Txpé

B roiicies obtain where administrative units do_ recognize an

overriding and indigenous integrative prinéiple, but yet provide for
local variation under and beneath or over and above it.

Such might be considered tlhe between—-language situation in
the Soviet Union (vis a vis Kussian and (aut least) the larger
local national languages), in Mainland China (vis é vis common
spoken and written Mandarin and at least larger regional languages),
in Yugoslavia (vis a vis Serbian and the various larger regional
languages),in the Philippines (vis a vis Tagalog and the various larger
ri.gional languages), and, perhaps, within time,in the USA (vis a
vis knglish and the more entrenched minority languages). Certainly
such policies result in a series of practical problems of their own.
How many and which languages should be recognized and what should
be taupght in them and for how many years? Tihe fact that bilingualism
is not viewed as mefely transitional in nature does not, in and of
itself, provide a single answer to such questions. As indicated
elsewhere, bilingual education in the monocentric context (aund,
therefore, normally for the minority child alonc) may still be merely

oral or partial rather than full (Fishman and Lovas 1970).
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At the level of between-dialect policy decisions Type B policies

certainly also obtain. Once again these policies hrve a distinct
similaxity to those that exist at the between language level. Unce
again there is one variety (D) which is viewed as having indigenous
cross=unit validity. Some subjects, it is believed, should be
taught in this variety everywhere and to everyone. However, in
addition, and parficularly in the elementary grades ,there are also
other subjects that may well be taught in various parts of the polity
in the local d's that parents, children and school-teachers alike
share as the everyday varieties of various soccial functions, Only
in the upper grades =— in schools which are likely to be regional
rather than local in mature —— is it expected that glmost everything
will be taugh in D, but; then,such schools are either not expected to
serve everyone to begin with or, in addition, by the time students
reach them, they will have had eight or more years of time to master
D, at least in writing if not fully in speech.

The foregoing approaches to bidialectal education is encountered,
in most parts of Germany (see Fishman and Lueders;, in press), in
most parts of Italy, in most parts of the Netherlands, in many parts
of Norway and Great Britain, in various sections of German-Switzerland
and elsehere. The burdern of acquiring and mastering D is primarily
reserved for the written language and falls primarily upon those best
able to handle it, namely, those with the most education and, fherefore,
with the expectafion of the widest role-repertoire and with the best
chonces for real social as well as geographic mobility. Teachers
(particularly elementary school teachers) and pupils are commonly

members of the same speech community. The school is not viewed as
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a foreign pedy thrust upon an unwilling local populace, but,
rather, as a place in which local speech, local folklore, loc:ud
history and local authenticity have their rightful place. Iliowever,
the local who aspires to the wide role repertoire that is the mark
and the distinction of the professional and the intellectual must
also prepare to rub shoulders with peers from other localities

than his own, and, therefore, he must master D, as well as di

(or socially differentiated d1, 42, d3). All commanities recognize
and respect D, bul all communities also feel themselves to be
respected and consulted partners in the overall enterprise which

D symbolizes.

Finally we come to Type C policies with respect to between—

language relationships. In this connection we find that no single
integrating indigenous tradition @xists, but, rather, several competing
great traditions each with its numerous and powerful adherents.
Thus, regional differences, far from needing protection or
recognition, neéd, instead, to be bridged or momentarily set aside
if the polity is to survive. It is well recognized ‘that pupils

will be educated in their oWwr mother tongues. The only question is
whether they will also be sufficiently educated in some other tongue
that they can use for communicating with fellow citizens of another
mother tongue. llere bilingual education is of two kinds: sometimes
in one or another of the several coequal (and often mutually
sensitive) regional languapges, and sOmetimes in an

exterior LWC that may appear non-threatening to all concermned. Such
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bilingual education is common in Belgium, in Cansda. in

Switzerland, in India. Sometimes such polities l=cx a rez_ link
language and, oniy a small bilingual elite exist= tm hold togethexr
their multicentricity. Switrverland is an example of how stable ewven
such arrangements can be (although German probably fructions as an
overall link language more frequently than is offi: :1ly recognized

to be the case).

Tvype C polities also have their‘countegjbart& at the betwéen—
dialect level although these are few in number. Just as there are
several polities with locelly well entrenched languages, such that
each locality must be educationally concerned with teaching a link
language for communication with the other localities of the same
polity, so there are (or, at leasf, have been) counterparts of this
situation at the between-dialect educational policy level. There
are, of course, also polities in which each region teaches in its
own dialect without any concern at all for a limk-~dialect, due to
the fact that the dialects themselves are of high mutual under-~
standability and of roughly similar social standing. The United
States and several latin American countries may be said to be in
this situation;'

In recent years, a noteworthy Type C policy at the interdialectal

level existed at the height of Norway's efforts to link Riksmal and
Land@mal via a manufactured $amnorsk. However, if we go back

earlier in history we can find a few more instances of this same

type. These are instances from setéings in which language standardiza-

tion was not yet well advanced and veracular education was primarily
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regional rather than national. Indeed,wherever vernaculer

education became well established in advance of unifying pel  timal

or industrial development (Germany, Italy, Ireland) it was tme w=ifying
standard that had to fight for a place in education rather than

the regional variant. Nevertheless, such cases tend to be self-
liquidating in developing settings. Where a single standard wecomes

accepted it tends to lead to Type B policies in the bidialechal

education field. Where no such standard becomes accepted bi-
dialectalism in education is not a meaningful problem.

Conclusions

Generally speaking, the same theoretical model of educational
policy decisions may be said to be useful for the description of
bilingual as well as for bidalectal education. Indeed use of
such a model indicateS that the same administrative units may well
vary with respect to their policies at these two levels. Some
units may bé vefy permissive at one level but entirely non -
permissive at éthers. Thus, some units are more permissive with
respect to dialects than they are with respect to languages (e.g.
German-Switzerland, Italy), whereas others are more permissive with
respect to l&wﬁuaqes (e.g. India, where only standard llindi may be
taught even though there are tens of millioms of speakers of regional
varieties of Hindi). In addition jthe use of a similar model for
both kinds of variation renders more easily comparable any data
pertaining to questions re degree (e.gz. number of years),
curricular content, etec. Once again, educational units vary widely

in these respects when their bilingual and bidialectal p®licies are

X .
[]{B:Compnred. Finally, the use of a single model for both levels of
PAruntex: provided by nic 3!?6



analysis facilitates comparisons at diffeg:ﬁng edministrative Levels
and mey make it possible to mox= quickly compar= not omnly polifies
with polities and districts with distr.=zts, but also io undertiake
simultaneous beiween polity and withim polity studies in order to

compare botlh of these sources of pelicy variations.
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CULTURAL. CONTRASTS IN ENGLISH-FRENCH BILINGUAL
".JSTRGCTION IN THE EAELY GRADES

by
W.H. Giles

According to Piaget, the sources of intellectual operations are
to be Tound, not in language, but in the preverbal, sensori-motor perimd
when schemams are elaborated which prefigure certain aspects of the structures
of classes and relations, and the elementary forms of conservaticon and
operative reversibility. The formation of representational thought is
contem»oraneous with the acquisition of language. Both of these are se=n
to be aspects of the symbolic function in general. In this, the first wverbal
utterances of the young child are intimately linked to, and contemporaneous
with symbolic play, deferred imitation, and mental images as interiorized
imitation. Thought -as its roots in action. Before the appearance of language,
or of the symbolic function in general, the baby has overcome.its initial
perceptive and motor egocentrism by a series of decentrations and co-ordinations.

Language is seen as one of the instruments which enables the child
through the symbolic function generally, to represent reality through the
intermediary of signifiers which are distinct from the objects of the actions
that they signify. This capacity to represent reality by distinct signifiers
had its roots in early imitation.

If, however, it is true that the first words the child uses are
signifiers of the object or actions which they signify, it is equally true

that children do not start with words. They start with syllables which arc

O
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often i11 pronounced, and are often an atteﬁpt to imitate either the whole
or a part of the desired signifier. Thus, even the attempts at the first
word, retain the imitative character of the symbol, imitated in iso;ation.
The child who uses the sounds in an attempt to replicate words usually does
so as part of an expression of a possiﬁle action = an expression of a demand
or a desire.

Much of the speech learning done by the child immediately after
birth is relatively independent of adult vocal stimulation. The crying and
wailing of the young child, the methods of short sharp inhalation and prolonged
exhalation are fundamental to the speech which is in the course of evolution.
The lip, jaw and tongue movements required in all languages are repeatedly
practiced. This physical activity is fundamental to speech readiness. The
non-crying sounds of grunts, gurgles and sighs include most of the front
vowels, the consonants k, 1, 8, and the clottal catch (a plosive sound made
by suddenly releasing the air stream that has been held back by the closed
glottis).

The effect of duck imprinting (Hess) where ffeshly hatched goslings
were given a mechaniéal decoy which said "gock" led to the young goslings
preferring the mechanical "gock" to the honk made by the adult goose. Even
‘ if geese are not human, we still know that institutionalized childreﬁ learn
more slowly than those who interact with their parents and with even two
days of conditioning (Rheingold) three moﬁth old children have made substantial
advances in sound‘production; The use of reflex sound tend to be followed
by babbling which starts about 8 weeks after birth with little vowels such
as ee, ih, uh and others made at the front of the mouth a.few m's, b's and

consonant 8ounds, juxtaposed with an assorted variety of gurgles and grunts.
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At about tae azn month in a normal unprecipitated context {in
the sense of Burton Wmite™s experiments) visual control over the hand
resulting im a grasping Aand sucking schema which is then co-ordinated with
socialized voczl play, s characteristic of the average thild. Such vocal
exercises are customarily employed to obtain attention, to support rejection
and to express demands. This stage is often characterized by syllable
repetition or the doubling of sounds (i.e. da da) which will be practiced to
the exclusion of oLher sounds for weeks at a time. In fact, prelinguistic
utterances durimg the first six months undergo parallel development for both
deaf and for hearing children, thus indicating the importance of the physical
structure of the liuman animal, or as Chomsky might describe it, of inborn
biological factors.

At about the eighth month the child begins to use inflections in
the babbling. Until this period the repertoire of sounds could probably be
that of any language group.

Between eight months and a year, the sound vocabulary increases
especially in the development of front vowels and consonants. Back vowels
(u, U, o, D)are now used more extensively, and these appear to be fundawental
in the development of early speech. It has been noted (Irwin & Curry) that

927 of all vowels uttered by babies are front vowels as opposed to 49% for
adult speech. During this period babbling occuples a dramatically larger
portion of thé child's time as compared with crying. Speech sounds appear in
meaningful words, singly, doubly, usually in a playful context. The first
words of the child often resemble those of the adult. Many of them are of
the "abracadabra' variety - such as when the child says '"mama'" and mama
appears. Essentially the words used are words employed in a situatiomnal
context as part of a total schemata.

1 At abews! % months the ‘mythical average child has a vocabulary of
©
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from one to twenty-five words. Many of these are one sentence words of a

sort exprassing demands or desires. As the child experiences a particular
sensori-motor schemata by manipulating it, and an adult intervenes to provide
the word, the child will, on repetition, come to recognize the words as part
of the total experience. The child of this age employs a rich jargon in a
seemingly purposive way, talking to people, animals and toys. The child's new
teeth en&ble him to produce new sounds which must be practiced. Sometimes the
child begins to parrot back what the parent has said.

At the agé of two, the age chosen for beginning our formal consider-
ation, the average child is talking. Language has become not only a safety
valve, but also a tool. Simple and compound sentences have arrived and if the
jargon has largely disappeared, his speech rhythm is uneven.

The verbal growth in the third and fourth years are especially
important. The explorations of the child require an expanded vocabulary and
a larger area of traditional syntax. He must expand his coﬁtrol of certain
sounds, i.e., the tongue tip 1 and r sounds for the labial w, the use of the
k and g plositives for t and d, and many combinations and blends.

In the learning of one's mother tongue, thg child proceeds through
a co=ordination of sensori-motor schemas which have been actively built up
during the first 18 months of life, starting from hereditary reflexes, and
which take place while language is being heard. The child's actions are often
described in language terms with the young being conditioned to hearing certain
sound patterns describing objects or activities. "By naming objects, and so
defining their connections and relations, the adult creates new forms of
reality in the child, incomparably deeper and more complex than those which

he could have formed through individual experience®, (Luria, 1966, p. 11)..

&34



O

ERIC

Aruitoxt provided by Eic:

- AT -

He acquires a verbal label as one of the multitude of sensory attributes of
an object, and a bond develops between word and referant.

In the case of the Luria twins, children of 5 used their own
private sounds and words to communicate. This "language" was phonetically
impaired, as were their physical games. The same thing is true for the
younger normal child whose ability to understand another person's normal
speech is dependent, not on a simple accumulation of vocabulary, but rather
on a process of gradual discrimination of the verbal signals from which words
are made up, and the physical situation within which the verbal signals are
first presented.

An examination of the role of generalization, and classification
of whole words, tends to underline some of the inherent problems in the
learning of one's mother tongue. First, we should note that words not only
have many meanings, but when juxtaposed with other words can be modified still
further. Vygotskii's work has tended to show that changes in semantic
structure is accompanied by changes in the inter-relationship among
psychological processes comprising cognitive activity.

During the initial stapges of development, discourse is understood
by a child only within the limits of a specific concrete situation. Word
meaning thus depends less on the relationship amongst the words than on the
connection with a specific situation originating in the perception of some
object which is recalled by a sentence.

In working with words differing by a single phoneme, Shvachkin
showed that the general course of phonetic development in children aged 11
months to 1 year 10 months, phonemic development in Russian for native speakers

passed through the following stages :
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1) differentiation of vowels,
2) differentiation of the presence of consonants,
3) differentiation of sonants (all sonants have one common
feature: in articulating a scnsnt the organs of speech
form an obstruction to the flow of outgoing air, but there
always remains a free passage either in the mouth or in the
nasal cavity. 1In Russian the consonantsUQ§nd P are sonants;
in English the sonants are such sounds as b, v,'w, and d,
being sounds in the normal production of which the voice
plays a part) and articulate plosives (in English any one
of the six consonants p, b, t, d, k, g, characterized by the
breath stream at some point in the sbeech mechanism followed
by a sudden release),
4) differentiation of hard and soft consonants,
5) differentiation of sonants,
6) differentiation of plosives.
Put in another way, repeated exposure to particular kinds of
perceptual discrimination problems greatly favours educability. As a
consequence of inter~problem learning aﬁd the formation of learning sets,
discriminations are made more rapidly (Harlow; Reese). Learning how to
learn means learning how to perceive. The growth of phonemic hearing in
preparing preschool children to read El ‘Konin and Zharova), the development
of children's abilities to discriminate pitch and rhythm, (Vetlugina) follow
within this pattern. It is not clear if this is totally or partially
naturalism, but & shift in judgmental activity between the ages of 5 and 7

years leads the child from simple dependencs upon sensori-perceptual
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qualities to a reliance upon more inferentional conceptual manipulations.
This is reflected in social judgments (Gollin), conceptual styles (Kagen,
Moss & Sigel) and in conservation (Piaget, 1960). It is argued by some
that there are allegedly optimal periods of readiness for every type of
cognitive skill, and the child who faiis to learn the skill at the
appropriate age is forever handicapped in acquiring such skills at a
later date (Fowler).

Shvachkin also notes that hearing plays an important role in
distinguishing nuances in both the earliest stages of phonetic perception
and the latest. This was seen as being especially important in the
differentiation of consonants whose articulation have a close resemblance
(i.e., between voiced, and unvoiced consonants). Gvozdev established that
in Russian the assimilation of new sounds takes place as a gradual process
through intermediate sounds. This classifying characteristic was carried
further by '3l 'Konin and Zhurova. They trained 5 to 6 yéar old children
to distinguish sounas in their mother tongue by classifying the phonémic
nature of the words. Thus, by changing the "e" sound in the word k&t
(meaning catfish) to "o'", the child sees the production of a new word,
kot (meaning cat). The child begins to recognize the role that patterns
make and the auditory discrimination which was taught, produced significant
advances resulting in earlier effective teaching of reading, writing and
the more complex types of oral speech.

This type of research has been continued in English and we have
seen that, by the age of 3, over 90% of native speakers of English have
mastered the vowel sounds in English, even 1if the consonant sounds are
normally not all mastered unti1 about 8 years of age. ‘''he nature of the

progression of the learning of children's speech sounds in English seems to
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indicate that varied factors, such as socio-economic status, the number of
siblings and adults in the immediate environment, parents’® education,the
physical, mental and emotional growth of the child, all influence develop-
ment. Indeed, in English, no single ‘“developmental sequence' has been
identified in the acquisition of articulatory skills. It seems likely that
more thanr one sequence is possible (Healey) and, in any event, girls seem
generally to pass boys at age 3 during the years 4 and 5.

At the age of 5, it would appear that both boys and girls have
in English acquired the consonants p, b, m, h, w, d, n, k, t, q, and ng, and
that girls will have also acquired 1, leaving the normal sounds of y, j, tr,
to be acquired during the year 5, and zh, wh, tr, to be acquired by both
boys and girls at 6, with girls also acquiring'ch, sh, r, and }j. At the
age of 7, boys traditionally acquire £, 1, r, ch, éh, s, Zz, th, v, with
girls acquiring the s, 2z, th. The consonant blends tr, bl, pr, etv. develop
between the ages of 9 and 10, these usually arriving about one year after
the single consonants have been acquired (Healey). Thus it is clear that
in English at least, the phoneme basis of the use of one's mother tongue
is not fully formed until about the age of 10 years. It has recently been
observed that the earlier assumpticn that a child's whole grammar was
acquired before the age of 7 is substantially inaccurate in at least the
area of syntax (C. Chomsky). When one looks at the problem of positive
transfer between one language and another in respect to devglopment of
phonemes, morphoneg or syntax, or negative transfer, it would seem that
special problems exist for the bilingual due to the interference of the one
language with the other, and it is at least a reasonable hypithesis that the

late delay of English language development, may perhaps lead to either a



- 376 -

retardation in development or to a more enriched classificatory system of
both syntax and sounds.

The mental processes which the child goes through during the
stage of intuitive thinking (ages 4 - 7) are characterized for the most
part by what Piaget calls *transductive thinking'". That is, the child tends
to link together neighbouring events on the basis of what the individual
situations have in common. If we had a collection of groups of materials
differing in shape and colour, then we might say that groups 1 and 2 could
be linked by colour, and 2 and 3 by shape, with 3 and 4 linked again by
colour.

One possible inference from this is that early reading and
language learning in a bilingual school should be in the language with
fewer exceptions, and one with more regulax patterns. Thus we begin our
first language of formal instructigs in French, rather than in English. Ue
recognize that early learning will veflect a kind of slow motion film state
with the child moving from the particular to the particular. Variants in
physical form, as in language, are introduced té ensure that when the child
is mature enough to pass beyond the level of linear succession to a multi-
pPlicity of similarities and differences leading to hierarchical inclusions,
he will hkave the experiences to be able to advance.

The movement of the child through the non-graphic state (in which
the child is beginning to develop an understanding of logical clasées) arrives
during the learning ol different ways of discriminating more and less,
bigger and smaller, thicker and thinner, and, generally, the same or different.
These.concepts and the vocabulary associated with them are learned perceptually
in action. If the child has a tendency to focus on only one aspect of a

comparison, then a variety of physical interactions coupled with language may
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enable the child to acquire the eXperience necessary to go beyond this
preliminary stage. Depending upon the child, it would seem that, between
the ages of 7 and 8, the child is able for the first time to co-ordinate
representative relaticns, and to conserve the idea of sameness, and to
reverse ideas. The differences in languages which are marked in the child
of 5 and 6 begin to be separable on a developmental basis at 7 and 8.

The developmantal levels in English found by Carol Chomsky and
William Healey respectively for syntax and for phoneme development may be
the normal levels in average children learning only in English, given the
types of environment, including the education, of the individual children.
Knowing what we do about linguistic transfers, the juxtapesition of several
languages together is at least likely to cause initial confuzion both in
syntax and with respect to phonemes, and this is exactly what our experiences
have indicated im ar own school.

When the native sSpeaker of English first comes to our school as a
student, he has progressed, for the most part, through the development
indicated. He brings to the school that chain of physical experience for sound
making which is peculiar to native speakers of English. At the age of 3-3%,
he enters our nursery classes which are entirely conducted in French as they
have been for some 13 years. Since we know that passive learning devoid of
sensori-motor involvement is relatively ineffectual in bringing about verbal
assimilation, our programme is structured about games of a sensori-motor
character. Children in their third year learn the names of things two to
three times more quickly if they are permitted to handle them while learning
the names (Razrar). Thus we attempt to make oux learning situation imitative

of real life, senscri-motor in character, and active in involvement. The use
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of mime, and drama becomes a must in the context, as does the involvement
of the child in games in which the child's own choice of toys is of real
importance. In our pre-school classes, the language of instruction is
French, and French becomes the obligatory medium of instruction after a
short period of time, for the Nursery, Junior Kindergarten, and Grade 1I.
In Grades II and III, the students have up to 8% hours a week in English
to cover the normal programme taught during Grades I, II and III in all
other alli-Englizh schools and to deal with -at least some of the problems
generated by the nature of the programme.

The fact that we start reading in English only in Grade IX
produces a number of side ¢ffects. We succeed in creating high standards in
reading in French, and in avoiding the confusion which would probably have
resulted if we had taught both Eunglish and French reading in Grade I, at
the same time. On the other hand, we may have delayed phoneme development
in English by not providimg instruction in the language at the Kindergarten
and Grade I year levels. Thus, the child who knows how to read in French
will have acquired a phoneme association with that language. Because of a
variety of factors, including the methods employed to teach reading, a
significant percentage of our children read in English before having had a
specific programme for.English reading, albeit many do¢ so with a French accent
(see Table I). These results have beén consistently achievad in the same
1,300 - 1,400 children who have passed through our Grade I. At the end of
our Grade IV, our children have achieved equally interesting re#ults (see
Table 11).

If our reading programme, despite phoneme confusion, achieves

exacting results, our spelling programme produces resultsg which are

A
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predictable for two reasons. Firstly, creative writing is taught entirely
apart from spelling, and the clash of phonemes produces a written form of
English which is phonetically based, and confused as between English and
French. The kinds of spelling errors typified by this type of approach,
would include those set out in Table III.

A typical mistake found in other material is the simple addition
of an extra e at the end of a word. Of course, our basic problem in English
spelling is that there are more vowel and consonant phonemes in English than
there are vowels to represent them. The relations amongst stress, spelling,
and pronunciation constitutes a further variable. In some areas of spelling
difficulties, the sound patterns are normally acquired for the first time at
ages 7 and 8 in an all-English school where reading is firmly established in
the mother tongue. The failure to teach these sounds formally may be a
contributing factor in the failure, if any, within the normal pattern of
acquisition of such sounds, at the ages of 5 and 6 years. Equally, the
higher levels of achievement at later stages might also be a bl-product of
the richer structural pattern of expgriences within our schéol.

Striking problems in early spelling levels in English in The
Toronto French School in Grades II and 1II, based on standardized tests, continue
to ameliorate in Grades IV and V, in Grades VI and VII (gsee Table IV). We
teach patterns in spelling early, and the exceptions somewhat later. This
experience, like all bilingual experiences, is not really generalizable,
because it probably depends upon the teachers, their linguistic training,
the class size, the hidden curricu}um of the home, the structure of the pro~
gramme, the extent to which the programme is actually followed, the emotional
environment of the classrooms, and & number of othexr significant variables,

such as the economic use of what is being learned, the status of what is being
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done, the social content of the language, the juxtaposition of native

speakers of the other language, cultural supports which exist apart from
native speakers, etc. OQur bilingual speakers in Toronto are not the same

as the bilingual English~French speakers in the Province of Quebec. Develop~
mental patterns probably are somewhat consistent, but it is questionable
whether other aspects, in different situations, follow the same pattern.

In some ways our progression in spelling resembles one matched
pair experiment which we ram with our Grade II children some years ago. We
wished to explore the effect of teaching English children who had been
entirely taught in English in Kindergarteﬁ and Grade I, again in French in
Grade IX. We were looking at progress in English fer these children when
they were deprived entirely of English throughout the Grade 11 year, as
compared with their control group which received a regular 7~hour a week
English programme. We were loogking at such questions as word recognition,
vocabulary, reading, spelling and creative writing to see what effect, if
any, a total absence of instruction in English at school would have on |
English res&lts. Tests were given at Christmas and at thé year end.
Differences to the .05 level of significance existed in every area at
Christmas but by the year end, the déprived students were achieving results
which were statistically equivalent except for spelling results and those in
creative writing. In the spelling area, on the tests employed, our average
child in the normal Grade II seems to move from the Grade levels of 3.2 in
Grade II, to 4.7 in Grade I1I, to 5.9 in Grade 1V, to 7.9 in Grade V, to 9.2
in Grade VI. A systematic exposure to conflicting structures seems to
provide the children with a better understanding of the phonetic base in

both languages - but not immediately. The immediate result is confusion and
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only when the child has developed the classificatory rules sufficiently
can he separate English from French in this area. Having done that, the
child seems to become much more aware of differences than the children
reflected within the norms of the standardized tests.

Many types of linguistic confusion in syntax exist with English
French bilinguals. The kinds of confusion may be a product of age, or the
kinds of informal or formal learning patterns presented to the learner. As
in other instances, our problems of confusion seem to be due to structural
interference arising from parallel construct;on.

At the ages of SJand 6, the constructions most frequently confounded
in our school are those set out in Table V. It will be noted that in the main
they consist of idiomatic expressions which must simbly be learned via pattern
drills or generic games. The constructions are literal translations from
English despite the fact that no translation from English to French is
permitted at any time in the classes. What this seems to indicate is that
native speakers of English who reside in an all English environment, where no
French is spoken in the home, still seem in many cases to have a tendency teo
impose English syntax upon the French language even when all of his formal
instruction for one, or two, or even three years is entirely in French.
Perhaps even So small a thing as the existence of a French T.V. station, and
the opportunity to obtain some reinforcement outside of class would modify the
pattern. Our students do not seem to experienée syntactical confusion in their
English due to their learning in French. These two factors taken together
might well be taken to lead to a conclusion that for the majority of our

students, English is still dominant at the age of 8 or 9.

We know that classificatory exercises of all kinds increasec learning

from the very first days. Thus experiments involving the verbal description
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of action and its visual depiction, have increased the learning of paired
pictures (Reese). In addition to the normal development of classification

in mathematical areas, we can regularly see children grouping items according
to perceptual properties, a:d the self directed use of linguistic terms for
characterizing objects demonstirates a gradual course of development (QUlver
and Hornsby). A researcher has found that a minimum amount of language is
necessary for adequate performance on a sorting task (Stodolsky).

The age of five to six appears to be a transitionai stage in
orienting effectively against the suggestive power of strong stimulii. By
the seventh year, it would seem that most children's motor systems have been
sufficiently influenced by verbal classificatory experience that the systems
themselves have become amenable to regulation by a verbal system of elective
connectiong. Learning of this latter kind which conforms to.prescribed criteria,
rather than to transductive associations, must be initiated by an orienting
or organizational process which is inherently complex, consisting of a
preliminary representation of the product, then the process iteelf, and
Einally a system of reference points which allow the task to be performed .
(Gal'perin and Talyzina). The gradual replacement of concrete actions with
verbal ones, reflects the gradual advances of the child towards a generative
form of language and structure. It seems clear that both through published
research, and our own experience, that a close linkage exists between verbal
and non-verbal conceptual development, and that the organizing of reading,
and spelling through‘patterns, tends to accelerate development in the skills
area, by creating artificially the classificatory means which enable the
child to advance. Generalizing of words and structures do lead to early

confusion, but consistert approaches with regular reinforcement gradually
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ameliorates the problem. Language by its nature is generalizing, and thus
ensures cognitive feedback from perception of response into stimulus, with
the one concrete and sensorily disclosed, and the other verbal. Words are
probably more amenable to exact definition than sensori-motor responses,
with the result that verbal interaction inevitably seems to lead to greater
classification and differentiation.

Teaching through a second language has proven to be an effective
tool in eliminating poor learning methods. After teaching through the medium
of French we stopped using many traditional approaches because we found that
the filter of teaching through the second language, eliminated understanding
unless the learning programme was of a kind which would make up for an
inadequate language control, and hence inadequate ties between the language
used and cognition. For instance, we have learned that children with visual
perceptual handicaps, when taught to read in French, do not acquire reading
skills in English in Grade I, whereas those who have no such problems generate
reading skills in English on their own on the basis of the approach learned in
French. This has necessitated special approaches for all children in Kinder-
garten. Since it is commonly said that nearly 20% of all children have either
minimal or substantial perceptual difficulties (L. shannon), the size of the
problem cannot be ignored. Thus, while the filter aspect can be an advantage,
it can also produce enormous human disasters unless honest evaluation
constantly leads to the rejection of poor teachers, poér curriculum, and poor
methods in bilingual schools.

It may be argued that in the long run exposure td broader
classifications of sounds through bilingual education will lead to greater
classificatory understanding, and hence greater cognitive development in that
area. No doubt this may be true if the learning is well structured and

effectively organized, but such results have not been achieved consistently
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in the bilingual schools for native speakers of French in Ontario, and in
New Brunswick where a French English bilingualism has existed for over 50
years. It has also been suggested that there may be critical learning
periods during which deliberate exposure to certain constructions would
result in learning, but denial of the teaching might inhibit the develop-
ment for all time (C. Chomsky, p. 102).. This has implications for second
language learning in general, and of course, it has particular implications
for the whole question of whether one should suppress the teaching of a

second language, until the first one is soundly acquired.
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TABLE I

Reading and Language Achievement in Grades I
(without English) and Grades II (with English) according
to The Metropolitan Achievement Primary I Battery Tests

with Regular Classes at The Toronto French School.

Grade I ) Grade II
Word Knowledge 1.8 2.9
Word Discrimination - 2.8 3.7
Reading 2.4 3.6
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TABLE II

Reading and Language Achievement in English
in Grades III, IV, V, VI, VII, VIII with a variety of

Tests, on the graded level.

Metropolitan Achievement Tests

Language

Word Word Steady Social
Knowledge Discrimination Reading Langquage Skills Skills
Grade III 5.2 4.9 5.0 4.4 N/A
Grade IV 6.8 5.7 6.4 6.1 N/A
Grade V 8.8 N/A 8.3 7.7 7.2 7.1
Grade VI 8.8 8.3 9.5 8.4 8.4 3.3

i
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TABLE III
should chood - as in chéne
chare cheir - as in cher or char
other ather - a as in mal
my mi - i equals y
mad made — silent e at the end of a syllable in
French to sound the syllable
because ’ : bicose - i as in lire
ose as 1in chose
S w 2Z
hurts herts - er as in herbe, terminer
easy isi - i =Yy
- s = Z
does das =~ a as in mal or tasse
always allwes = non accentuated e
tease tise = i as in litre or tisse
s = 2
laugh laf = gh = £
a as in mal
f as in affaire
class classe = as in classe
friend frent = hearing difiiculty between t and d
make mek = as in wécano
to tu - as in tu
lunch luche = silent e
then thenne - doubling of con *"nts between win:als
as in ennemi
sure shur - s = ch as in choux
have av ~ silent e removed as in English
O

F29
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Aruitoxt provided by Eic:

mad
gate

who

why

she
sky
come
can

come

of
blue

December
fish

remcembered
could

touch
friend
their
know

knew
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mat - hearing difficulty between t and d
gait - as in gaité

hoo, ho -

1€

is silent, as in houx

wys, whi = =Yy

i

E:is silent letter

chee -~ asnghxggpt

skace, seky, skie, sei - influenced by ski
cam - 0 = a as in camavade

can, cane, cann, kane -~ 5_ = C as in canne
conme, kum, cum -~ as in comme

ov - £ = v

bleu - influence of French spelling

Desember - s = ¢

fich - as in iiche

rememberd - e omitted because of French influence
as Ln perdre

cold, cod - 1 owitted due to French influence of
code

tuch - English ou = French u

frind - as iu pin

there - as in mtre

no - k and w arc silent letters - no as in domino

new - silent k

lyke ~ i =

<

korn - ¢ =

=

wi = English ¢ = French i

nife - silent &

4Q0



- 391 -~

few fiu =~ iu = French i and English u

lots lottes - as in bottc

math mathe ~ e as added at cnd of French words
he hi - as in hibou

dentist dentiste - influence of French spelling
soft solfte ~ ¢ as added at end of French words
very veri - as in véritable or vérité

towel towl - silent ¢

can . kan - ¢ = k

agrey grai - as in Eﬁﬂipe or graisse

hair her - as in herbe

wait wate - English a plus French e at end of word
she che - as in cher

A number of errors dre due to the interference of both English

and French phonetics. For example :

S = Z
i = Yy
rr s r
nm = m
i = é

Further errors may be due to hearing difficulties as in the case

of £ = vV, and t = d, or to silent letters such as h and e.

It is to be noted that in an American school which is somewhat famcus for
its work with children who have visual perceptual difficulties - the Gowl school in

South Wales, New York - c¢h ldren as a practice are not poermitted to learn French

O

ERIC 401
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because their ongoing experience is reputed to show that Romance Languages
in general cause enormous problems in English, and the French problem is
most acute. Latin, on the other hand, which might be defined as the mother

of French, does not appear to cause such confusion.
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TABLE IV

Spelling Results in The Toronto French School in

English on The Metropolitan Achievement Tests, Pr'i ry II

Battery, Elementary Battery and Intermediate Battery.

Actual Average
Grade Grade Level
Gr;de Iz 3.2
Grade IIIX 4.7
Grade IV 5.7
Grade V 7.8
Grade VI 9.2

i

Average
Percentile level for each Grade

65

70

75

85

87



TABLE V
Correct Usage Typical Error
Jtai faim Je suis faim
J'ai soif ) Je suis soif
J'ai froid ' Je suis froid
J'ai chaud Je suis chaud
J'ai fini Je suis fini
J'ai cing ans _ Je suis cing ans
Je suis un gargon Jfai un gargon
J'ai mal & la gcrge Jfai mal au cou
J'ai un crayon J'ai a un crayon
Ma maison Mon maison ou moi maison
C'est ma maison ' C'est la maison de moi
C'est la plume de John C'est John's plume ou
La John plume
C'est 2 John C'est Jchn's
C'sz: A moi ou c'est le mien C'est mon
J'attends John J'attends pour John
Quelle heure est=-il? | Quel temps est-il?
La robe rouge ‘ La rouge robe
A la tél§vision Sur la télévision
J'ai parlé A John au télé&phore J'ai parlé a John sur le
té&léphone
Je vais chez le docteur Je vais au docteur
Je vais chez le coiffeur Je vais au coiffeur

P
N



Je vais chez le dentiste
Je vais au cinéma
Puis~je me laver les mgins?
Puig~je avoir un crayon?
J'écris mon devoir

Tu es joli

Je 1'ai vu (le chat)

Je t'aime

Lundi c'est ma f[&te

Mes cheveux sont courts
I1 s'est moqué de moi
C'est pourqQuoi faire?
J'ai 8 ans, 9 ans

Le bonbon Trouge, etc.
samedi, j'irai

Le matin, Je

Je le donne & Jacques (la,

C'est mon cahier (6u c'est le mien,

le tien, atc.)

Je SUiS allé (tl.l, il. etc')
tombé

Tellement
Il ressemble 3

Je viens de demander

Je vais au dentiste

Je vais & le cinéma
Puis-je laver mes mains?
Puis-je unr crayon?

Moi écris mon devoir

Tu regardes joli

J'ai vu 1le

J'aime toi

Sur lundi c'est ma f8te
Mon cheveu est court

Il a ri de moi

Qu'est-ce que c'est ga pour?

Je sguis 8, 9

Le rouge bonbon, etc.
Sur samedi, j'irai
Dans le matin, je

Je donne le 3 Jacques (la,

C'est mon (ton, son, ma, etc,)

J'ai allé (tu, il, etc.)
tombé

Si beaucoup
Il regarde comme

J'ai juste demandé



I1 fait chaud, froid, etc.
Il m'emb&te

Il faut

C'est ce que je voulais dire
Je dois mettre

Je peux apporter

Je vais

Ils se battent

Aux

- 3502 -
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C'est chaud, froid, etc.
Il emb&8te moi

Je faut

C'est qu'eét—ce que je voulais dire
Je dois mis

Je peux porter

Je vas

I1 bat (ou il batter)

a les

a le

de les

de le
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is found a valid need for inner language for purely personal
purposes in reflecting, musing and thinking, then, the social
purpose of using expressive language in communicating must not

be the only emphasis in language learning.

The Best of Both languages

Fishman has stated'that more tﬁan half of the world today
uses more than one language while engaging in the activities
basic to human needs.1 With rapid technological advances in
transportation and communication, this proportion of bilingual
endeavors is bound to increase. It is important to consider
thoughtfully the educatibn of those children who are presently
living and growing in dual language settings. The language
variables must be arranged to create a maximum of benefits and
a minimum of burdens. There appear to be several known
conditions conducive to promoting success and preventing failure
for children engagéd in the acquisition of two or more languages.
It would seem that parents and/or teachers should keep the
languages growing in separate contexts so that coordinate
language asystems may result. Coordinate systems appear less
gubject to interference and ccnfusicn;3 It is vital to have
the best language models available in both languages as children
will readily imitate errors in phonology, intonation and stiructure.
As language, one or several, grows out of experience, it 1is
essential to provide children with a rich and varied background

of environmental encounters so that sensory impressions, images,
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percepts and concepts may be tested, verified and encoded in
language. The press for early school achievement in the weaker
language should be avcided. Since the school world, even on

the primary levels, demands an extreordinary proficiency in
receptive and expressive use of verbal symbols, every effort

must be exerted to insure that the child's language competency

is commensurate witsn thé school's expectations. When the larnguage
of the home is not that of the school nor of the majority culture,
extra care must be taken to engender feelixgs of acceptance and
equality. A child's fir%f':anguage learnings take place in the
warmth and intimacy of his family. These learnings carry with
them memor;ea and emotions which are part of himself. When his
language s valued he feels hinself and all tﬂa+ ie a part of
him valued as well. FExcessive demands for contwol of tite covi-
ventions of the writing systems in either the native langugge or

the second one should not be made. Reading and writirng sk vills

auditory symbols. It is logical to expect that the normal child
will read and write first the language which he controls well

in its oral form. The implications of arranging a program of
dual language learning which provides for an appropriate
sequence of skill development are self-evident. Though many

of the social, economic and political variables affecting the
outcomes of the dual language learning process are outside the
sphere of influence of educators, such factors as acceptance

of the child's unigueness, respect for his native language,
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appreciaticn of his cultural heritage and attention to ais gpegcific
language vequirements will contribute greatly to his successful
acquisition of iwo or more languages. , The world needs speakers

of many languages to share new ideas, %Q exchange technological
knowledge, to preserve history and to téik together for peace

in the universe. Wherever the dual langusge talents of young

children are found, they must be nurtured and preserved.
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Some things children seem to learn naturally; others they have to be
taught. Unalded, they seem to learn to walk and to perceive the world visually;
on the other hand, nearly all children have to be taught arithmétic. Language
is a peculiar embarrassment to the teacher, because outside school children
seem to learn language without any difficulty, whereas in school with the aid
of teachers their progress in languages 1s halting and unsatisfaetory. It is
common experilence that when translated to a town where their native language
is not spoken children will become reasonably proficient in the new language
in the space of six months. It is equally common experience that after six
years of schooling in a second language, whatever the teaching method, most
children emerge with a very poor command of the language. The first set of
experiences shows that children are possessed of a very powerful device for
leafﬁing languages; the second set of experiences shows that the school
harnesses this device only in a most inadequate manner. This in turn argues
that weAhave a poor understanding of the natural device for learning languages.
My paper is about this device, about common beiiefs as to its scope, and about
the implications of what we know of the device for the language classroom.

| The function of the human language learning devicé is defined with

reference to a natural language such as English or French. If we could specify
exactly the code which we call English, we would have taken the first and most
important step in the direction of specifying the nature cf’the language learn-
ing device. The second step would be to specify the actual learning process
whereby a person grapples with the code and masters it. The trouble with this
approach is massive, however: we are very far 1ﬁdeed‘frcm being able to spec-—
ify a code like English, and we are even farther from being able to specify the

language learning process. Of any natural language we know that it has a
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lexicon, a sound system, and a set of structural rules. But anyone who is
even vaguely familiar with linguistics knows that each is the subject of
vigorous controversy. Katz and Fodor (1963) have made an interesting begin-
ning in the description of the sort of lexicon which English users carry about
in their head: Quillian (1967, 1968, and 1969) has gone further than they did,
and attempted to bulld a computor model of a human lexicon; but I (Macnamara,
1971) have argued elsewhere not only that thedr work is defective in detail
but that they have taken the wrong di?ection. The obscurities of phonology
and syntax are acclaimed in every book and paper one reads on these subjects.
The work of structural and transformational linguists amounts to a very con-—
siderable deepening of our understanding of the rules of phonology and syatax.
However, every linguist would I think agree with Professor Lakoff’s (1970)
statemenﬁ in a recent paper that we can scarcely claim to have done more

than introduce the subjects.

The essential obscurity of language is in its loose relationship to
that elusive and inapprehensible process which we call thought. A single
word, like EE&E; can have many meanings (e.g., resr part of a body, to wager),
while a single object or idea can be expressed by several words (e.g., drink,

intoxicated). A single syntactic device can have quite different semantic

functions (e.g., I have a pin; I have a pain), whereas a gingle semantic

relationship can be signalled by means of a variety of syutactic devices

(e.g., My hair is black; I have black hair). To make matters even worse,

many ideas are conveyed without the use of. any explicit linguistic device.

For example, the directive, close the door, does not carry any explicit in-

L

dicdtion that you has been deleted and is understood. The problem is even

more deeprooted than this example implies. The command, put on your shoes,

does not express the you, but neither does it specify where the shoes are to
be put (on the.feet, not on the hands), nor even on whose feet (yours rather

aAR4
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than mine). So rich and powerful is the human interpretative system that
much can be left unsaid. To express everything one intends is to be a bore -
it may even be impossible in principal. One result of all this 1s that the
line which ﬂiVidesnléngugga and thought is a very thin one, and there 1is
usually doubt about where ig'éhéﬁldrbe drawn. In thils connection see Uriel
Weinreich's (1966) reintroduction Qf”tpe medieval problem of relating seman-
tic and grammatical categories. He raises serious doubts about whether one

can usefully call categories such as noun and verb grammatical, while one calls

categories such as animate and inanimate semantic. On the other hand, Noam

Chomsky (1965) had great problems deciding whether to treat the selection
restrictions on lexical items as grammatical or semantic. In other words,

should we regard The stone loved as ungrammatical or just nonsense. All in

all, then, it is difficult to say what we learn when we learn a language.
It is even more difficult to specify the learning process. Several

factors which have an effect on certain types of learning have been isolated

by psychological research. But I think it fair to say thai the core of the

process. still eiudes us. However, I will return to this topic later in my

paper.

Cognitive basis of language learning. .

If we were to ask teachers, as I have often done, what 1s the essential
difference between the classroom and the street as a place in ;hich to learn a
language, they would answer motivation. I am sure that the teachers are right;
we do not seem to have adequately motivated children in classrooms to learn a
language. HNotice, ﬁowever, that in so answering, teachers avoid the problems

with which we have been dealing. They do not seek in the essential nature of

language or language learuning for the difference between the i:lassroom and
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the street. Neither do they attribute the difference to ;Ea essential nature
of the language learning device. They seem to say, rather, that whatever the
nature of that device, it does not functilon properly unless a person 1s highly
motivated to make it function.

I have argued elsewhere (Macnamara, in press) that infants learn their
mother tongue by first determining, independent of language, the meaning which
a speaker intends to comvey to them, and then working out the relationship be=
tween the meaning and the expression they heard. In other words, the infant
uses meaning as a clue to language, rather than language as a clue to meaning.
The argument rests upon the nature of language and its relation to thought,
and aiso upon the findings of empirical investigations into the language learn-
ing of infants. The theory is not meant to belittle the child's ability to
grapple with intricate features of the linguistiec code. These must be grésped
even if the clue is usvally - though by no means always - to be found in mean-
ing. The theory claims that the main thrust in language learning comes from
the child's need to understand and to express himself.

Contrast, now, the child in the'street with the child in the classroomn.
In the street he will not be allowed to join in the other children's play, not
be allowed to use their toys, not even be treated by them as a human being, un-
less he can make out what they say to him and make clear to them what he has to
say. The reward for success and the punishment for failure is enormous. No
civilized teacher can compete. But more to the point, the teacher seldom has
anything to say to his pupils so important that they will eagerly guess his
meaning. And pupils seldom have anything so urgent to say to the teacher that
they will improvise with whatever communicative skills they posses to et their

meaning across. If my analysis of infant language learning is correct, as 1
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believe it to be. it can surely explain the difference between the street
and the classroom without placing any serious strain on the analogy between
first and second language learning.

The solution then is té make the language class a period of vital com-—
munication between teacher and pupils. How simply that is said! Of course
I have no practical hints. Thﬁugh I was a language teacher for several years
myself, that was a long time ago and in any case I was a slave to public ex-
aminations. Moreover, there is no point in my entering into competition with
talented teachers who did not surrender their minds to the last half century's
talk about methods, and always saw language as essentially linked to com-
munication. Neverthéless, the theory I am proposing does suggest some broad
strategies which I may mention with impunity.

An infant could not guess what his mother was saying to him unless
there were a good many surrounding clues. Mother usually talks to a small
child only about those things which are present to the senses, things that
the child can see, feel, smell, taste, hear, things which are happening or
which the child or she herself is doing. Nearly always, too, a mother's
speech carries exaggerated intonational patterns. Indeed a mother's speech
to an infant is intonationally often quite distinct from her speech to others.
All of this together with the mother's facial expressions is a strong clue to
her meaning or intention. It enables the child to determine hexr meaning and
use it as the key to the code she uses to express her meaning in. The teacher,
then, would be wise to provide as many aids as possible to his meaning. And
he should encourage the pupils to guess. This probably implies that he should
be slow to give the child the meaning in the child's native tongue.

Parents are proud of any effort which a small child makes to express

himself in words. They welcome his phonological innovations; they accept his
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bits of words; and they understand his telegraphese. As a matter of fact,
parents seldom correct a small child's pronunciation or grammar; they cor-—
rect his bad manners and his mistakes on points of fact (see Gleason, 1967).
Somehow, when a child is vitally concerned with communication he gradually
society accepts his speech. That 13, vitally engaged in the struggle to
communicate and supported by the approval of his parents, he makes steady
progress. His parents' attention is on his meaning, not on his language,
and so probably is his own. And curiously he and his parents break one of
psychology's basic learning rules. Psyéhology would advise that he should
be rewarded only for linguistically correct utterances, whereas parents re-
ward him for almost any utterance. But then the folk wisdom of the Italians,

which is clder than experimental psychology has created a proverb which gives

the lie to psychology and agrees with parent and child -- sbagliando s'impara
(by making mistakes we learn). Perhaps in all this there is a lesson for

the schoolmaster. Perhaps he should concentrate more on wﬁat the child is
saying and less on how he says it. Perhaps the tuacher should lay aside

the red pencil with which he scored any departure from perfection, and re-
place it with a word and a smile of encouragement. The Irish too = not to be

outdone by the Italians — have their folkwisdom: mol an 5;53 ggyéﬁ;iochfaid

_5; (praise youth and it will come).

Some dubious folklore.

Just to show ;'mvnot a complete reactionary who accepts everything from
the bosom of the race, I will devote the remainder of my paper to a critical

analysis of two common beliefs: (1) the child learns a language informally,
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whereas the adult learns it formally; (2) the adult is a much poorer language
learner than the child.

From what I have said about the possibility of specifying the elements
and rules of a language, it follows that the term formal learning can be
applied to language in only the loosest sense. If we cannot reduce language
to formula, we cannot learn it by formula. The extent to which we cannot
formulate a language 1s the extent to which 6ur learning of it cannot be
formal, and this is to a very great extent. On the other hand there are
useful rules or formulas which capture some of the regularities of a language.
It 1is the case that these are often explicitly taught to adults, and they
are never taught to infants. May we not speak of the adults learning as be-
ing to this extent formal, and that of the infant as informal? And if so,

is this zn important difference? A firm answer is of course impossible, but

We are familiar with all sorts of rules which will serve to illustrate
the problem. The beginner at chess is taught the rules of the game and vhen
asked he is usually able to state them. On the other hand the boy who is
learning to cycle is usually not taught the rules of .balancing the bicycle,
nor does anyone explain to him the complications cfvfcllcwing curvilinear
paths at different speeds as he alternately presses on the left and right
pedals. Furthermore the cyclist cannot normally state the rules he applies.
Rules, then, can be possessed in an explicit or stateable form, or they may
not. Take now the man who is learning to ski. His tutor gives him many
rules to follow, but he also tells him that he must not be satisfied until
he has formed thé rules in his legs. As he makes progress he begins to feel
the rightness of the rules; they take on a new existance in him, though he

still can state them in the explicit form in which he learned them.
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It is my belief that in the skilled performer all rules must exist
in a non-explicit form; they may exist in an explicit form as well. It is
further my belief that in the initial stages of learning explicit rules
can guide the comstruction of structures which implicitly incorporate the
rules. It is these structures, not the explicit rules, which control skil-
led performance, Thie I believe to be true even of the chesaplayer: he
does not whan playing recall explicitly all the rules which inform his
perception of the board. However, the gap between explicit rules and per-
formance is less in chess than in skiing. From my earlier remarks on
language it foliows that language is closer to skiing than to chess, at
least in the relationship between rules and performance.

Though we cannot be certain that infants are unconscious of all the
linguistic rules which they develop, they certainly must be unconscious of

’ many of them. Similarly, the successful learmer of a second language has

a great many implicit rules which he is unable to formulate. And only when
he has developed structures which implicitly incorporate those rules thch
he learned in an expllcit form will.he be able to apply them with mastery.

What I want to say is this. The human language'learning device serves
to construct in a non-explicit form a set of non-conscious rules which guide
listening and speaking. ' The device can either extract the non-explicit rules
from the corpus of the language which is to be learned, or it can construct
them on the basis of explicitly stated rules of the sort one finds in grammar
books. The whole process is very obscure indeed, but I don't see anyﬁhing
against explicit rules and, with two provisos, they are probably a great help.
First, the student must not expect to find rules for everything; he must
trust his common sense or linguistic intuition. Second, he must learn to

get on as soon as possible without exﬁlicit rules; he must be prepared to
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surrender himself to their automatic operation. I imagine that the only
reason for distrusting explicit rules is the faect that some people have dif-
ficulty in abiding by these two counsels.

The second common belief which I wish to discuss is that one's language
learning device atrophies rather early in life. The evidence for this is that
babies pick up their mother tongue with what seems like great ease, and young
children in suitable enviromments pick up & second language with little trouble,
whereas adults seem to struggle ineffectively with a new language and to im—
pose the phonology and syntax of their mother tongue on the new language. The
argument has been supported with some evidence from neurophysiology (Penfield
and Roberts, 1959), but the value of this evidence is dubious, to say ché
least.

I suspect that the evidence which most supporters of the theory draw
upon confounds two phenomena, the child in the street and the child in the
school. 8Small children don't go to school; older ones usually learn languages
in school rather than in the street. We have already seen that these two
phenomena must be distinguished. But besides all this many families have
the expérience of moving to a new linguistic environment iq which the children
rapidly learn the language and the adults don't. This happened frequently to
English families which moved to ome of the colonies, such as India. In such
cases, the linguistic experiemce might well be attributed to unfavorable at-
titudes towards the new language which the parents but not the children adopt-
ed. However, Italian families which migrated to the United States often met
with a similar linguistic fate - the children learned English, and the parents,
despite favorable attitudes, did not. 1Is this conclusive evidence that language

learning ability atrophies?
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No! Let us take clear examples; let us compare a man of forty with
an infant. We could not prove that the man was less skilled in language
learning unless we gave the man an opportunity equal to that of the child
to learn a language. We would need to remove the man from the preoccupa-
tions of his work amd supply him with a woman who devoted a large part of
her time and energy to helping him to learn the language. Further, ths
woman would have to behave just like the mother of a small baby, which among
other things would include treating anything the man sald in his mother
tongue as she would treat a child's babbling. Naturally such an experiment
has never been carried out, and for that reason there are almost no grounds
for the general fatalism about adults' ability to learn languages. On the
contrary, what experimental evidence we have suggests that adults are
actually better than children. Smith and Braine (In press) found adults
superior in the acquisition of a miniature artificial language, while
Asher and Price (1967) found adults superior at deciphering and remember-
ing instructians given in what to them was a foreign language. Thus there
are graunds for optimism ip this area.

However there is evidence that adults and even teenagers generally
have difficulty in mastering the pronunciation and intonational patterns of
a new language, or even a new dialect. Labqv (1966) found that persons who
moved to Manhattan after the age of twelve seldom came to sound exactly like
persons who grew up there. Similarly, pers#ns who learﬁ a language after
adolescence usually sound a little bit foreign. 3But this does not mean that
they do not communicate in that language very effectively and even quite
normally. It is unwise to overemphasize their phonological difficulties.
Apart from this there is no evidence that after adolescence one cannot learn

a language as rapidly and as well as a small child.
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Conclusion

| One of the main tasks of linpuists and psysholinguists is to make
a systematic assault on the language learning dewice which is so remark-
able in man. At present we know nothing of it in detail. We do, however,
know that it is essentially geared to human thought and tc its communica-
tion. It does not seem to function at all well unless the learner is
vitally engaged in the act of communicating. This seems to be the reason
why language teachers have lald such stress on motivaticn# It is my be-
lief, however, that there has been quite a lot of confusion about the nature
of such motivation. It has commonly been concelved (see for example Lambert,
1967) as a general desire to learnm a language, and some attention has been
paid to different grounds, "instrumental" or “integrative”, for such a
desire. This approach has led to interesting results. However, the logic
of my paper demands a quite different emphseis; it demands that we look for
the really dmportant part of motivation in the act of communication itself,
in the student's effort to understand what his interlocutor is saying and
in his effort to make his own meaning clear. All this is not of course
unrelated to a more general motivation tc learn a language. The fact that
superior attainment in language is assnci#ted with integrative motdivation
argues for a close relaticnship; after all thie integrative attitude is de~
fined as a general desire to communicate witﬁ sprakers of the new language.
But more pressing for most students thaﬁ a general desire to be able to
communicate at some future date 1s a specific desire to dbe able to com-
municate in some actual situation where what 1s being ccmmunicaﬁea is of
vital concern to the persons involved. It is in the exploratioﬂ of such

specific motivation that I look for substantial advances In language teaching.
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With the expansion of bilingual :ducatiown, the need for
curricuiar resource matertals in the home language has in-
ereased proportionately. Neithe: curriculum components of
bilingual projects nor commereia. interests have been able
to keep pace in curriculum development. To help meet the
growing demand, the Bilingual Edication Program Branch of
the U. S. Office of Education has set in motion acquisition
and production projects of natioual scope. One such pro-
Jeet is the Spanish Curricula Development Center, which is
charged with producing Spanish c.rricula materials for the
primary level, As the materials are written, they are pi-

loted in loeal Pilingual program:, then revised and prepared

for distribution to other bilingual projects serving as
field trial centers in various piots of the country. With
the assistance of a curriculum adaptation network supported
by federal and private foundation monies, these preliminary
materials produced as a general odition will be comverted
to multiple editions which reflect the inputs of local and
regional interests.

for the staff:

m&g F. Robinett
Project Manager

1420 Washington Averue, Miam' Beach, Florids 33133
September, 1973
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INITIAL READING [N SPANISH FOR BILINGUALS

For the most part, Title VIl programs funded through Tﬁé Bilingual
Office Branch of the U.,S5. Office of Education focus on development of oral
language in children that are served by these programs. Oral tanguage
development also is the aim of many other programs for foreign language
speaking or non-standard Eng. . sh-speaking children., There are, of ~<ourse,
programs that undertake to teach children to read as well as to develop
their oral facility with language. In many cases these programs involve
the teaching of reading in English, A number of programs are also in the
process of developing reading programs in Spanish,

in an informal series of discussions regarding the teaching of reading
in Spanish it was found that relatively |ittle was known about the teaching
of reading in Spanish‘+o the Spanish~speaking child, or of the process of
transferring reading skills from Spanish to English, As a result of these
discuséions, and with the encouragemén+ of the Bilingual Branch of the U.S,
Office of Education, the proJect "Initial Reading in Spanish" came into
being. The main emphasis of the proJect was to produce a detailed, descrip=-
tive analysis of procedures used to teach Spanish-speaking children to read
in their native tongue.

Prel iminary inves*igafrcns into reading programs in the United States
revealed that Spanish-speaking children were being taught to read English
as well as Spanish utilizing the same procedures that are employed to teach
monol ingual English speakers to read their native tongue. Many methods in
the teaching of literacy in Englitsh include ingenlous and complex devices

to show the underlying system in a written language that is intricate and
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often times irregular. The Spanish writing system, on the other hand, has
a relatively uncomplicated phoneme-grapheme correspondence with few irregu-
larities. It seems then that many of the methodologies employed to teach
literacy In English do not apply to the teaching of that skill in Spanish.
Where does one go to learn methodologies and materials used in effective
teaching of |iteracy in Spanish? What better place than a Spanish-speaking
country itself. Mexico, betng geographically near and having an educatton
system which responded to tnitial inguiries enthusiastically, was selected
as the site for some preliminary fteld study of the reading process in
Spanish as taught to Spanish-speaking natives. Through the Ministry of
Education in Mexico City, arrangements were made fo visit a number of schools
in which inttial reading was being taught to Spanish speakers. A number of
classrooms were visited in order to glive a generous sampling of procedures
used by different teachers. Videotapes were made in each of the selected
classes so that a permanent record would be avatlable for reference and
study.
Examination of the videotapes revealed the following generslities about
the process used by most Mexican teachers observed.
I. A phonic methed was used In which children were taught to sound
out individual letters In order to decipher words from the printed
page. In some cases letter names were used to identify the letters
of the alphabet, Some teachers preferred to refer to the letters
of the alphabet by their "sound names", The letter "s" was refer-
red to with a syllabant, hlssing sound, the letter "d" with the
sound "duh", and so forth.
2, Since almost all of the teachers used the textbooks provided by the

federal government, the sequence of presentatlion of vowels and



- 504 =

cornisonants differed very Iittle, Vowals were introduced initially
starting with "o", continuing to "a", "e", "i", and "u". In order
that these voweis might be presented in whole words, fthe consonants
wgn o ngn o MmN apd "+" were introduced in the first few lessons.

Two or three lessons were spent teaching single words, but the
teachers rapidly moved to the presentation of short phrases or
sentences in order to teach new letters. |In effect, then, children
were reading short stories made up of four or five three-~word
phrases within a week or two from the beginning of reading instruc=
tion.

3. Vowel and consonant presentation is normaliy |imited to one vowel
or one conscnant per lesson. In later lessons several consonants
are presented in the same lesson. Apparently, teachers and text-
book writers feel| that the alphabetic principle has been established
one letter at a +ims.

4. Vowel-consonant clus+eré are presented in l|ater |lessons after all
letters of the alphabet have been introduced, The consonant
clusfersv"cr”, "gI" and so forth, are normally introduced in
combination with the five vowels, A reading Is then given in which
these clusters appear in combination with the vowels in order that
students mighf practice reading them,

5, An important phase of the instruction is the practice of writing
and printing the letters that have been learned in the reading
lesson, The reading books used in the Mexican schools tncorporate

. this procedure. There are pages provided facing the readfngrpage

on which the students can practice writing and printing the letters
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+hat have been introduced on the previous page. A good deal of
t+ime is devoted to this practice. Both work on the board and at
individual desks provide opportunittes for students to practice
their writing and printing skills. It should be pointed out that
Mexican students learn cursive and manuscript writing concurrentiy.
Children in the observed classes learned to print and write both
upper and lower case letters in the same lesson.

6. In all classrooms the instruction was carried on using the entire
group of 40 to 50 children . There were no instances observed of
individual reading instruction or of small group reading classes.

7. Student responses were mostly gliven in choral repetition in the
large group. Children often read together as a total class, wrote
from dictation glven by the teacher and responded en masse to the
teacher'ts questtons. In some instances, teachers called children
to the front of the room or had them stand at their desks to read
aloud to the rest of the class.

Although the large group Instruction sounds formal, there appeared
to be an interesting and warm interaction between the +eachers and
students in Mexlcan schools. The noise level in such classes was
htgh, but 1+ appeared to be a happy nolse or at least one that was
generated by work and interested Interaction. Teachers readily
accepted comments and questions from puplils, although the questions
may have been lrrelevant or at least an astdé from the work at hand,
Often, when a single child was called upon to read or perform at the
blackboard, the rest of the class was busy performing the same work
at their desks or coaching aloud the student at the board.

8. Because of the emphasis on writing In the reading classes, students
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accumulate a large number of worksheets and papers. The Mexican

schools put these papers to an interesting use. At the end of the

student. According to the teachers who were interviewed, the book
serves as a review reader for the student, and in several cases,
serves to teach others in the same family to read at home.

The aforementioned description of the reading process employed in Mexi-=
can school!s is a generalized éne. There were, of course, variations from
this generalization. For example, a school in Mexico City identified as an
experimental school was using Gategno's words in color to teach reading.
Another class in the same school was studying a variation of a structural
grammar. In other schools, a type of language-experience program was being
utilized to teach reading. One set of videotapes recorded in Mexico City
presents an entire method, with demonstrations by several teachers, of a
syl lable based phonic reading program. In all of the reading progréms
mentioned above, much attention is paid to the traditional phonic reading
program, This is the way that reading has been taught in Mexico and any
new methods seem to refer back to the phonic method. This is also under-
standable since the Spanish graphic system is a fairly regular one, thereby
making it more feasible than English to sound out words,

There was one variable that éould not be considered in the Investiga~
tion of initial reading in Spanish in Mexico} that variable was the student's
language. in Mexico, all of the students were monolingual Spanishespeaking
children. For our purposes and for the application of the reading techniques
that we had discovered in Mexico, it was necessary to constder the language

and abilities of children who were bilingual, English-Spanish speakers,
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For this reason the initial reading in Spanish for the bilingual program was
conceived. The idea behind the program was to fTeach bilingual English=-
Spanish speaking children fo read in Spanish, uttlizing the same methods,
materials and other devices that were used by teachers in Mexico, The pro-
Jject was designed so that it could accumulate information regarding the
teaching of initial reading in Spanish in a systematic fashion. The infor-
mation was to be taken from observation reports, teachers' lesson plans,
anecdotal records and analyses of the teaching practices used by the native
Spanish-speaking, foreign-trained feachers of initial reading In Spanish,
%he project was sponsored by a grant from the United States Office of Educa-
+ion under funds from the Title VIt Bilingual Program Branch, Four field
sites were selected at which the project teachers would carry out their
instruction. The children to be included in the classes were to be fluent
speakers of Spanish who were entering public schoo! as first grade students.,
The proJect was hosted by the Houston independent Schoo! District with the
first of the sites located in that city in a predominantly Mexican-American
naighborhood. The other sites were (n the cities of San Antonio, Alice,
and Abernathy, Texas. Some of the children in the study were to be regular
members of a bilingual education program while others would receive no extraw
ordinary instructton other than Initial reading In Spanish.,

Since collecting information was the primary goal of the project,
several forms were developed to standardize the procedures for data collec-
+lon. The first of these, the observation form, was used by the observer-
recorder who sat daily in the classroom as the Tnitlal reading in Spanish
instruction was carrled out., The observer~recorder's observations were
guided by the categortes contained on the observation form. These categories

included: (1) "obJect naming," in which the recorder would write any nouns
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that were given special emphasis or explanation in the classroom; (2) "ques-
t+ion words," in which interrogatives were recorded; {3) "gender and number
influence on verbs," in which verb endings were recorded; (4) "object descrip=-
+ion," in which adJectives were |isted; (5) "words that indicate position or
direction," a category in which function words were recorded. From these
categories a vocabulary |ist was composed at the end of the proJect. The

list is basically one that contains all of the words that were given special
emphasis in the classes and an indication of their frequency on a scale from
one to five,

In addition to these categories, the observation torm contained sections
where information regarding the types of exercises or activities could be
recorded. The additional categories of words with multiple meanings and
idiomatic speech allowed the obhserver-recorder 1o preserve the occurrence
of such language usage. The observation forms were filled out daily in each
of the classes. The final report of the project contains |ists of each of
these categories taken from the observation ferms from each of the sites.

An interesting portion of the final report is that of the pupil~teacher
dialectal differences. A list of the conflicts between the language used by
the teachers in the classroom and that of the students was recorded. These

dialectal ditferences include slang, local substitute words or synonyms for

standard items.

The remaining dialectal ditferences that were reported can be classi«

tied into the following four groups: (1) archaic forms--words carried down
from old Spanish which because of the Isolation of Mexican-Americans from
other Spanish-speaking people have remained in use; (2) anglicismse~words
taken from English and adapted to Spanish wherever there was a need for the

word; (3) interchanged letters—-~words in which cartain letters have been
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used in the wrong order or position and (4) pronunciation errors made be-
cause of the substitution for the letters "f", "R, and "J".

Dialectal differences also are accumulated In the final report in the
form of a word list that separates the differences according to frequéncy,
and identifies them as to the site or sites at which the forms were used,

Another form was used to record pupil pronunciation errors. In this
case, the error was one produced when a child attempted to read a word from
the text or matertals supplied by the teacher. In general, the kinds of
pronunciation errors that were observed reflected some of the dialectal dif=-
ferences that were reported previously. The final report presents these
pronunciation errors fn a |ist that ls coded according to frequency and
geographic location as to where the pronunctation errors occurred.

A complete description of the materials that were used In the project
is also contalned tn the final report. The basic fexts are (isfed‘and
described In terms of their use In the classroom, The Mexican reading
teachers were permfffed complete freedom in the selection of textbooks. AT
the initial meeting with the teachers at the beginning of the year, the

teachers as a group agreed that they would | tke to use the same fextbooks

furnished them by the federal government In Mexico. Because of the fact

that these texts are not readily avallable In the United States through

fmport, an alternate set of fexts were selected, The textbooks which they
selected were very similar In format to those publ ished by the federal govern- g
ment In Mexico. The three basic books used by all four teachers were:! ﬂL

Libro Magico, a basic reader with provision for writing and printing practice;

Mis Primeras Letras, a supp lementary practice book and reader; andsFelicidad,
—

a reader and book of activities, Some supplemenfary books also were selecfed

as well as a small |ibrary of readers or read to books, A detailed |ist of
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these books as well as their zources is |isted in the final report of the
project.

Care was taken to prese:s all of the games, rhymes, songs, stories,
and other devices used by the 'z=rhers in their classes. In the case of
games, the name and the rules for 2laying the game are given in the final
report. Rhymes and their use also are given in the report and |isted in an

- index. Songs, for the most part, are referred to by name with Thé verse
occasionally given if the song is not generally known.

Each teacher was requested to submit lesson plans weekly, samples and
summaries of which are reproduced in the final report of the project. Some
evaluations of méferials and description of specially-made materials also
are included in the teachers' reports. The teachers employed a large number
of specially prepared forms and charts. A description of these and their
texts are supplied in the teachers' reports.

One appendix of the final report summarizes the sequence of presenta-
tion of letters of the alphabet. The reports of the observer-recorders
contain anecdotal records of the presentation of the letters by the teachers
at the different sites, When a teacher employed specific and unique methods
to teach the formation of vowels or consonants, it was reported in detail in
the observer-recorder reports. The final report contains the rhymes, special
instruction or games used in the teaching of the letter shapes.

Because the use of children's writing was so extensive, samples of
children's handwriting are also Included in the final rep@r%. Observers of
the videotapes and samples often are impressed by the qual ity of the chil-.
dren's handwriting, particul!arly the examples of cursive writing, since
children in the United States normally are not taught cursive forms until

the third grade. The samples of the children's writing taken from the Texas
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classrooms compares favorably with the samples shown on the videotapes re-

corded in Mexico City.

Summary Analysis of Teaching

Classes began in most of the sites tn September of 1970. The general
pattern for class organization and teaching sequences was similar at each
of the sites. This was to be expected, since all four ot t+he teachers had
been trained in Mexico in similar teacher=tralning institutions. At each
site, an initial perlod varying from a few days to two weeks was used o
accomp| ish some pre-reading practice. Teachers used songs, games and other
instructional materials durling this perioed,

Extensive videotaplng also was done in the four classrooms in Texas.
This technique permitted revexamination of a class session and has also
allowed us to preserve examples of the teacherst work. These videotapes
have been assembled [nto eitght videotapes of approximately 15 to 30 minuves
each In length. Each of the tapes shows samples ot a specitlic technique or
techniques employed by teachers in the Texas projJect, One tape, for example,
presents several different class sessions in which the teachers are using
writing as a reinforcement for reading practice, Another shows teachers
using reading charts to teach children to read sentences in sequence to form
a logical paragraph. Duplicates of these tapes are available to interested
educational agencles.

The following summary Is a compilation of the largest section of the
report in which the teaching methodologies used in the Texas classrooms are
described,

. When actual reading instruction began, all teachers taught vowels

first. The teachers all used a phonic method to infroduce The

vowels. Rhymes were used as mnemonic devices to help children
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associate the sound of the letter with its graphic symbol. Like

The teachers in the Mexico City classrooms, the Texas teachers
referred to the letters of the alphabet by their sounds.

Consonants were then taught until the entire alphabet had been
presented, using the sound of each letter to identify it, rather
than a letter name. This practice was common to all the teachers.
Needless to say, vowels and consopants were not introduced in +he
same order at each site. There was, however, a general consensus
among the teachers for sequence of individual letter presentation
which reflected the teachers' preference for the State textbooks in
Mexico. The pa++erp consisted of presenting the vowel sounds as
quickly as possible, foilowed-by presentation of some consonant
sounds and letters to make up simple sentences that the children
could read. The teachers paid caréful attention so that each child
produced the sound of each letter as it was introduced. The read-
ing "lesson" consisted of presenting the word oso and teaching the
children the iden’ification of that letter form with its sound.
Other words were introduced which contained The new IeTTer' in tThe
initial position.

The teachers genera!ly focused on the practice of sounding out words
letier by letter, When children hesitated or stumbled in'read?ﬁg,
the teacher would help them sound out each letter of fhe word, and
then blend Thcée letters info the pronunciation of the word In ques-
tion. One of the teachers used the practice of multiple repetitions
of a word so that children could memorize lts pronuncilation, This

amounted fo rote learning. The practice, however, was |imited to

one c¢lassroom of the four and did not seem to be a general practice

*Edﬁ
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used by Mexican teachers. Drill on Individual words or letters
usual ly was accomplished through games, songs and repetition.

Whole class participation, however, was the most commonly used mode
of classroom instruction.

Much of the work in these games, songs and repetitive drills was
done using the entire class in a choral repetitton. Individual
children were called upon to point out letters as the class sounded
out the words. Chtldren often were called to the front of the room
to polnt to a letter or a sentence on a chart,

The use of writing as a reinforcement of reading instruction was one
of the most singularly outstanding practices In the program, Pre-
reading instruction included practice Tn the basic movements needed
tor handwrittng. This involved large motor movement practice
usual ly accomplished at Individual desks. The students were asked
+o write letters in the alr or on their desk tops, using their
finger tips. Some of the other practices tncluded writing at the
board, usually by one child, while the rest of the class practiced

+he movements in the air or on their desk tops.

Group handwriting practice began with the first letters and words
t+hat were Introduced for reading, The children were provided
practice sheets on which to copy words and letters from the board
or from their reading lessons. From the beginning, both manuscript
and cursive forms of upper and lower case letters were presented
simultaneously and then practiced by the students, The children
progressed from writing single |etters to words, phrases and sen-
tences as the readling material in the lessons became more complex.

The teachers used dictation frequently to vary the handwriting
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skill. Dictation most often was based on familiar sentences that
had been previous|y presented in the reading lessons.

The sequence of vowel presentation and consonant presentation dif-
fered from classroom to classroom. The general procedure, however,
was much the same; the teachers introduced vowels early in the read-
ing tnstruction, then proceeded to present one new consonant per
reading lesson, All The teachers proceeded from single letter
infroduction to syllables and then to reading words and eventually

whole phrases or sentences,

The reading and instructional materials used were selected by the
teachers themselves. Their only limitation was the availabil ity

of materials. For this reason, the materials used at the four

sites were not duplicates of The materials used in the ftirst grade
in Mexico. The Mexican federal texts are not available for importa-
tion to the United States. Each of the teachers had brought
materials with them that they had previously used in Mexico,

These materials, particularly the teacher's guides, helped them

to establlish the sequence of presentation of reading matertal,

The books that they did use were rearranged somewhat so that the
order of the lessons coincided fairly closely with the order as

seen in the Mexican federal textbooks. The final report includes
several indices and charts showing the order in which vowels, con-
Scnaéfsj phrasesraﬁd whole sentences were presented by the teachers,
The teachers made extensive use of printed matertals for display.
Some had brought with them large charts which duplicated whole pages
in an enlarged form for presentation ‘o the whole class, All of

the teachers prepared supplementary ditto sheets for practice in
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reading and writing. These were sometimes pages taken from other
texts, and at other times were t+eacher-made lessons. The chalk-
board was used extensively to present written storles for choral
reading and for chiidren fo practice writing woirds and sentences
that appeared in the reading lessons. Chart and flannel board
pictures frequently were used by the teachers for both reading
practice and language or concept development, The teachers indicated
that the lack of Spanish language development In their American
students was one of the basic differences between thelr classes in
Mexico and those that they taught In the United States. The
teachers all felt that the bilingual youngsters in thelr classes
had, in general, |imited Spanish speakling ability. For this reason,
+he teachers moved at a slower pace, spending more +ime on develop~-
ihg oral language than they would have with mono!tngual Spanish
speaking children, The oral language practice was, for the most
part, concept or vocabulary development.

An tnteresting phenomenon observed incidentally in the :lasses was
that of the Interaction between the students and teachers. In
general, the classes séemed notser than one would expect an Ameri-
can schoolroom to be. Although the class was conducted as a total
group learning together rather +han tn small groups, the teachers
seemed, for the most part, permissive In their contro!l of movement
about the room and parttcularly of talking by the students. They
readtly accepted correct, Pncorrect and sometimes lrrelevant quesw
t+ions or responses from students, The chtldren appeared free to
ask questions or make comments during any part of the reading

lesson. In some of the classes, students moved freely from thelr




- 516 -

seats to the teacher, who was standing at the front of the room
addressing the class, and after asking a question or making a
comment or showing a paper to the teacher, would move back to thelr
seats again and the lesson would continue.

Aside from the extensive descriptive analysis resulting from the
Initial Reading Program in Spanish, an evaluation was made of the
students'! progress in learning to read both Spanish and English.
The English reading was generally delayed, except in cases where
parents or school personnel objected, The evaluation and compari-
son of reading progress by students in and between the sites was
difficult, because of differences in socloeconemic status as wel |
as the distances between the project sites. The sample differences
between the various classrooms and the varfations in the population

densities of the four sites presented further difficulties, Because

Ing of the evaluator was that the within-site evaluations offer
the best probability for interpietation of success of the students
in reading. A test was developed to evaluate the Spanish reading
prograss of the students at all the sites, The results show that
the children did indeed learn to read Spanish at a level that was
somewhat above average. The conclusion was that their progress in
Spanish reading was s|ightly better than normal progress, with one

site showing extremely good progress.

Achtevement in reading Englsh was also shown, Only three sites
reported on this phase, In one, the children In the Inltlal Spanish
reading proJect learned to read English as well as the control

group. tn addition, they learned to read Spanish, At the two
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"other sites, however, the English achievement of the students was
somewhat below that of their control group counterparts. The results
also established that learning to read in Spanish was related signi-

flcantly to the ability fo learn to read English.,

The final report contains the statistical data from various tests
and evaluations that were administered in the program. In summary,
the results are basically these:

I. The children who scored stgniflicantly higher on the Spanish
reading test were students participating in both a bil ingual
education program and the Spanish reading program, Apparently
the combination of the two programs resulted in the highest
degree of Spanish reading ability. There are many variables
to consider in a study, such as ability, socioeconomic
status, and educational opportunity. The fact that the
other three sites were statistical ly allke, however, leads
to an assumption that the children's success can be attrib-
utable to the combination of the bllingual program and the

Spanish reading program,

2. tn two ot the three sites, the control groups had signifi~-
cantly higher English reading ability than did the Spanish
reading students. This would seem to Indicate that reading

ability at this level 1s a function of the time spent in

!
§
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i

ﬁ practice, The control éroups did spend more time learning
to read English than did the Spanish reading program chile~
drén; At one site there was no statistical difference,
which would lead to support of the theory that children

experiencing early success in their reading will make a
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language.

There were significant difterences in the English scores
from one slta=to another. The statistics indicate that the
one group showing the lower scores were perhaps of slightly
lower ability. It also should be pointed out that the
teacher at that particular site was the |east secure of

the four, and relied Heavi!y on rote learning to teach
reading.

An attempt was made to get an overview of all the reading
groups on both English and Spanish tests, The overview
indicated there was |ittle difference in the various per-
formances or both tests. This would seem to support the
position that the children in the project did learn both
English and Spanish reading. A final analysis was made of
the redationship between the Spanish reading test scores
and the Engl ish reading scores. There were strong relation=
ships found which would indicate once again that there are
individual differences among children, and those who scored
high on the Spantsh tests, also scered high on the English

test,

The evaluation report contained in the final project report
goes T%+c detal! concerning the relationships and results
reported above. tnferpréTaT[Qn ot the results, of course,
must be cautious. In a program such as the one that | have

described, It 1s extremely difficult to contrel the many

529



1d00 FIGVIIVAV 1SHH WO¥d (1T

- 519 -
variables. The interpretations given here and in the report

are presented, not as truths, but as stimuli for further

investigation.

Enough was found in this project, of both a descriptive and
tnferential nature, to bring about gréa+§r insights into the
teaching and learning process as it relates to Spanish speak-
ing bilingual children, [t is hoped that the knowledge and
information gained through the Initial Spanish Reading

Project and contalned in the final report and the videotapes

<A

will stimulate further investigation into what is most cer-

s

children,
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one method of teaching early reading in my book, How To
Teach Your Baby To Read, 1 do not hold that this is the
only effective method. I think there are probably many
methods that will work —- 1f only you start early enough.

I have been asked whether I know of cases where harm
has come from early reading. Often the actual question
is whether harm can come from "pushing" a child into early
reading. I may say I have never seen or heard of any harm
coming from early reading. I think some harm might come
if there was too much "pushing" on the part of the parent;
fortunately children have very gffective ways of letting
you know when you are pushing too hard.

I have always liked the story of the young lady who
was asked by her anguished mother why, oh why she had
queered her chances of getting accepted at an exclusive
private kindergarten by giving the wrong answer when the
school psychologist asked her whether she was a girl or a
boy. She responded disdainfully, "A stupid question de-
serves a stupid answer."

I am sometimeé asked whether I have ever seen evi-
dence to suggest that a child might hurt his eyes by
attempting to read print before his eyes were ready for

it. No, I have never seen guch evidence. As I have said,
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I favor starting with letters three inches high, but that
is not to prevent eyestralin, whatever fhat may mean, but
simply to make it possible for the child's :mmature visual
rpathways to deal with it until dealing with it matures his
visual pathways.

I am sometimes asked how I can be so0 sure that the
ideal age for learning reading 1s identical with the ideal
age for learning speech. I am asked whether I can cite any
controlled studies supporting my belief that reading should
be considered a neurological function, just like hearing
and speaking, and not an academic function at all.

I wish I could respond to such questions by reporiing
that within our 6,000 case histories we managed to isolate
1,000 pairs of identical twins, identically brain-injured,
and had half of them reading fluently before they entered
school, and allowed the other half no opportunity to learn
reading until enrolled in school. I wish I could say that
we then folloewed both groups for 40 years and determined
that the early readers scored higher scholastically, rose
higixer ecomomically, and produced far fewer misfits, ne'er-
dowells, and criminals. Well, of conurse, we havenﬂt had 40
yvears, we haven't encountered any p=irs of identically in-
jured, didentical twins, and 1f we had, I very much doubt

whather we could have persuaded any parent to deprive one
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twin of the joys of early reading, 1f 1t was clear that the
other twin was thriving on it. As a further problem, I
doubt we could get agreement even within this group on how
to define success.

I'd like to turn the question around and challenge those
who are so worried about the possible adverse side-effects
of early reading to produce the studies on which they rely.

Mostly they seem to rely on a study made iIn 1927 in
which i1t was found that the first graders who did the best
in reading were those who had made Fhe highest ratings in a
school entrance test aimed at measuring mental age. Some
interpreted this as meaning that if children eatering the
first grade with a mental age of 7 did better at reading
than children entering the first grade with a mental age
of 6, then perhaps 1t would follow that the lower group
would be well advised to start & year later.

If this be sclence, give me hypothesis and conjecture
every time. It leaves entirely out of account the liklihood
that the tests were measuriung reading aptitude rather than
mental age. It ignores the possihility that whatever the
tests were measuring, whether mental age or reading apti-
tude, those who got the highest ratings might have been

those with some extra measure of preschool exposure to books
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and reading. It starts from the premise (rather than tests
the premise) that reading instruction should start in the
school rather than earlier.

In terms of controlled studies, the best we have are
those conducted by Dolores Durkin in the Oakland Public
Schools. She identified the first graders who were reading
when they first enrolled, and she followed them through six
grades to see whether they took any harm from reading early.
She found no evidence of adverse consequences, and much
evidence of favorable consequences. She found, what 1is
more, that those who started ahead - stayed ahead.

Although 6ur work at The Institutes does not satisfy
the reqhirements of a controlled study, I am personally

satisfied that we are on fairly safe ground in drawing

certain basic conclusions. One 1s that children -- ours
anyway -- can best learn to read in exactly the same way
they learn spoken language. That 1s to say, they can learn

tc attach meaning to the printed words they see in exactly
the same way they learn to attach meaning to the spoken
words they hear. Neurologically these are almost identical
processes. If fhere is a difference, then perhaps reading
can be learned somewhat more easily, and at a somewhsat

earlier age, granted equal opportunity.
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I am further satisfied that there are unqualified
advantages to learning reading and speech at the same time.
instead of deferring reading until school-entering age.

Becazuse I have no controlled studies to offer, let me
offer instead a few more isolated reports of successful
early rEading, selected from the many hundreds of similar
""*xl_et,t/éf;s in The Institutes' files.

A mother writes:

"None of my friends believe Suzy could really read
book8 at age two-and a half -- until they heard hér. Then
all, without exception, decided to try it with their own
children, and all are having successful results. I am
fullY conwiiiced that it is far easier to teach a very
young& child to read, than to wait unfil age five."”

4 school headmaster writes:

"At the Waterloo Primary School, we recerntly admitted
a 5 vear old who was already reading at the 1eve1lof a 9
or 10 year old. I feel she has a great advantage over the
others, but we are going to have an interesting time meeting
the challenge she presents to uc....'"

A father writes:

"At age three and a half my daughter's favorite game

is pretending she is a teacher and reading to her dolls. In
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just over a year on the program she can read 25 books."

Another mother writes:

"Once our son finally began to talk, he had a lot to
say about things that had happened earlier, so I am sure
you are right about children taking things in long before
they can pléy them back."

Another father writes:

"You will be pleased to know that your method works
with Mongoloids, too. Just 3 months ago, we began it with
a boy of 6 years, and already he can read 24 words easily.
What's more, the reading has greatly improved his speech."

There 1s, of course, much, much more information in
the files of "he Institutes for the Achievement of Human
Potential than could be summarized or even referred to in
this Paper. Any investigator wanting to dig deeper into
the cases I have cited would be most welcome to write us
for further information.

Additional information is also to be found im the
following four publications, each by one of the Directors
of The Institutes fcr the Achievement of Human Potential.

Brain-Injured Children
by Evan W. Thomas, M.D. (Chas.C.Thomas $§7.00

Human Neurological COrgantzation
by Edward B. LeWinn, M.D. (Chas.C.Thomas $8.50)

A New Start For The Child With Reading Procblems
by Carl H. Delaca‘o (McKay $§5.95)

How To Teach Your Baby To Acuu
by Glenn Doman (Random House $§5.95)
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THE DUATL LANGUAGE PROCESS IN YOUNG CHILDREN
Eleanor Thonis, Director

Marysville Reading-Learning Center
Marysville, California

The outstanding intellectual achievement of any child is
his acquisition of language. When a child acquires two languages
and uses them effectively in controlling the world around him,
his accomplishment is a remarkable triumph in human learning.
The young child who lives and grows in the midst of dual
language opportunities may enjoy great benefits of mental
flexibility or may suffer great burdens of mental confusion.
Whether his early exposure to languages other than his mother
tongue becomes an asset or a liability is dependent upon a
number of highly complex variables. Among these are genetic
endowment, parental education, econcomic status, cultural group,
social class and life opportunities. In addition to these
influences, both internal and external, there are other factors--
the age at which the second language learning begins, the degree
of proficiency in the first language, the Qquality of the language
experiences, the relative political positions of both languages

and the acceptance afforded the speaker in each cultural milieu.

The Child'g First Language

In the natural course of his‘zgzgg development, the normal
child acquires his first language, fhe system of sounds which
accompanies his experience. As the child encounters his physical
and psychological world, he takes in irnformation. He 1receives

sensory data, images, symbols and sounds. He sorts a vast amount

=



of undifferentiated stimuli and begins to attach meanings to
them as he becomes increasingly aware of objects, people and
svents in his environment. These are his personal realities
which he encodes in sounds imitative of those whu care for
him. He soon discovers the wonder and the power of words.
He understands what others are saying to him and can act or

choose not to act in response. Others understand him and <>

respond in return. There are now perceptual constants and
conceptual certainties to be shared by means of a mutually-
understood symbol system. He perceives, listens, talks,
smiles, feels good about himself and about others. His own
world is a fairly steady, reliable place. The specific
symbols used to describe and to explain it are reasonably
dependable and unchanging. Real.and symbolic boundaries
expand consistently with enriched experiences and improved
language. Mastery in first language learnings is commensurate
with the £hild's inner potential and the diverse conditions
outside him. )

The Child's Second Language

The young child may begin his second language at precisely
the same moment when first language growth gets under way. If
parents, grandparents, household members, or others ressponsible
for his infant care use a second language, *hen, he learns to
listen, to speak and to attach meanings to sound systems of
more than one speech community. When both languages are

available from the start, the child may become very proficient
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in one language, partially competent in the second, equally.
poor.in both, or any other combination of possibliities ranging
across the many dimensiong of sounds, structures, vocabulary

and semantics of bo*h languages. The variations are endless

and unigue to the individual child. Should the child have a

good start on his first language prior to his second language
exposure, there are some previous learnings which he may bring

to his new language task. He already has a background of experi-
ences, sensations, percepts, images, concepts, sounds and symbols.
He possesses a storehouse of informagion about language, what it
is made of and how it works. He has imitated and internalized
the symbol system of his first language. The extent to which

he has done this is dependent upcn the depth and breadth of his
initial language acquisition. He now has to learn to attach

new sounds and/or different comjinaticas of them to the reservoir
>f knowledge he has presently stored. He may also have tc under-
go new experiences, specific to the cultural environment in

which %u:0 new gpeech community exists. It is necessary for him
to listen to the second language, 1o understand which scunds
stand for which reality he already has encountered, to meet

new, unfamiliar realities, 10 remember the order of sound combin-
ations, 1o imitate accurately the available speech models and
finally, to speak fluently. The degree cf success which he enjoys
in the dual language learning process is determined by the strength
of his first language, the existence of interference, the number

and kind of experiences, the accompanying feelings and expectancies
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and countless other forces which shape human speech. It is
difficult to state whether he is to be blessed with a second-
language accomplishment or burdened with a second-language
handicap. DLike matrimony, it may be for better or for worse,
for richer or for poorer but it may be hazardous to predict

the outcome 2t best unless the concomitant conditions are known.

Two Languages -~ Burden or Benefit?

The literature is replete with studies which report the

destructive effects of dual language learning on speech pro-

duction, concept acquisition, vocabulary growth, intellectual
power, social adjustment and personality development. Negative
impact on speech inclides errors in articulation, voice distortion,
faulty rhythm and inappropriate stress. Inhibition of language
maturity is seen in fewer words, shorter sentences, confused

word order, grammatical errors and poor idiomatic expression.
Slowness in intellectual growth is related to the imprecise use

of two languages inadequately developed to serve as instruments

of thought. Educational retardation begins early when written
language tasks of reading, spelling and handwriting are
insufficiently supported by a broad base of oral language abilities.
Access to the fields of knowledge by way of the weaker language
results in limited achievement. Personality disorders and
character disturbances reportedly accrue from the tengion and
stresseg attendant upon straddling two different cultures, seeing

the world from two different points of view and using two
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different symbol systems to express them. There is certainly no
shorsage of ordinary perils during the period of childhood.
From these gloomy prophecies of the many deleterious conseguences,

the weight of dual language learning is seen as overwhelming.

There have been raised, however, the dissenting wvoices of
theorists who state emphatically that the problems attributed
to dual language learnings in early childhood have been grossly
exaggerated. This more positive view insists that the failure
to control significant research variables has led investigators
to overstate the severity of speech difficulties, to describe
inaccurately language developmental delays, to distoxt unrealistic-
ally intellectual limitations, to emphasize unduly educational
retardation and to magnify without adequate documentation
personality disintegfation or character disorders. Many scholars
claim advantages of dual language izarning both for the individual
and for the society in which he lives. Jensen has provided an
excellent research summary of the effects, both good and bad, of
childhood bilingualism.2 Because increasing contacts among
different nations and diverse individuals is greater than ever
before in Man's history, adequate communication skills have
become prerequisites for survival. It is imperative to examine
all the possibilities, good and bad, and to draw conclusions

based on more careful research.

Dual Language Tearning and Thought

The relationship between a child's acquisition of language
and his ability to think is not very clearly understood. Three

major positions are to be found among the scholars. Language
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and thought are identified as the same entity; they are said

to be separate entities, or they are considered as somewhat

loosely related entities. It is very difficult to observe

what happens when children are engaged in thinking and it is
almost impossible to arrive at a univerally acceptable definition
of thought. Among the several raw materials of thought, however,
are symbols, both verbal and ncn-~verbal. Thinking then, may rely
totally upon the quantity and quality of verbal symbols; may
depend partiaslly upon these language proficiencies; or may not
require specific verbal abilities at all, depending upon the
theory of language-thought relationships espoused. 1If and when
children use verbal symbols as an accompaniment of thought, this

inner language5 is usually the mother tongue. It is reasonable

to assume that the more precise the language used, the clearer
the thinking results, when other conditions remalin the same.
Language carries content--ideas, generalizations and relation-
ships concerning the child's reality. When the child's experi-
ences and encounters with the environment are clarified, stored
and available for retrieval in careful precise terms, it would
appear that he would have an incisive instrument to use as his
intellectual power in reasoning, judging, remembering, and under-
standing unfolds. There is great need to explore further the
language-thought relationship and to consider the effect of dual
language learning on the cognitive processes. Central to this
guestion is a consideration of refining the mother tongue even

when it is not the dominant language of the community. If there
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