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Klaus F. Riegel Roy Freedle
University of Michigan ) Educational Testing Service
Ann Arbor, Michigan ‘ Princeton,.New Jersey

In the folloﬁing presentation we w;ll consider Black English to be a
structural system distinctly different from Standard English, and we will
maintain this supposition regardiess of whether we afe considering spoke; or
written language and whgthe}, in addition, we prefer to-regard northern, south-

ern or British English as different language cystems or not. As we hcpe to

Y

make clear, our concern wili/iiyifflggivéi;‘ﬁith education and the technology

-

" of trainingngiiffgfff;ghie relate to the conditions under which any two
ﬂg__—,,,/—«’iiggggge’sy ems are to bg learned.

t

Provided that we und?rstand Black English to be structurally different in

<

v by
phonology, syntax, and lekxicon, there rémains the additional question whether

psychologically the dialec%s are or.can be unified, partially overlapping, or

distinct cognitive systems: ,Labov (1972)° has shown that structural rules which .
. L N - o . N

govern confraction and delgEEOQ\?f Standard English have a close relationship

—

[

with structural rules of contraé&?on anjﬁdeleti ‘bég.Black English. One must
not be misled here into overgene?h iziggxihg i port‘gf such a correspondencq¢~
Psychologically, a language user who kn%ws bo;h ialects may cognitively
separate these two dialects as functional systems in spite of the demo;stratgd
linguistic co;respondences.' Indeed, Hall and F édle (1973) and Freedle and
Hail (1973)‘have analyzed sentence imitatiod datp obtained from Bla;k and White
children v;erein both groups v;ere presented‘ ith Eentences representing Black

English and Northern White English and found correlational patterne within and

across the two dialects indicating that these dialects operate as coherent and
[ / .
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somewhat separate systems. However, across dialects they detected either no ™

.

influence (zero correlations), some positive overlap in the systems (positive

3

* correlations), or cognitive interference effects (negative correlations) de-

pending upon the particular grammatical structures which were examined. One
could not have deduced these psychological patterns from knowledge of Labov's

rules of grammatical correspondence. Thus,iissues need not be tied just to

s ’

- / 9
linguistic @nalyses)and the topiq of cognitive proceffigg_yhich are raised in

3y

1

the next sections have special dmport of their own for psycholinguists working

in the area of subcultural‘Socioliﬁgﬁistics.
: e a

' Earliér Research. ‘_;he/épesent time, minority groups of Blacks, Chicadnos,

. “ 3

Puerto Ricans, Orientals, and Native Americans represent the largest contingents
of bilinguals in the Uﬂi;Ld States. There exist, however, small groups of bi-
lingual children from homes with relatiively high educational and economic

; ' .

levels. These are the children of prdfessionals who have emigratqd.ﬁo this

« f -

country and found it advisable to rai?e their children under bilingual and

often bicultural conditions. Needless to say, ‘both groups of bilinguals

are psychologically and sociologically far apart from one another. These dif~

fgfences have been brought about by unequal educational and economic opportuni-

ties.
. . )

‘In the past, notably during the 1930's, a considerable number of psycho-

logical investigafions were conducted with bilingual children (see McCarthy,
1954). A few féports.on the well edeaEed children of the latter grouﬂjhave
provided insigihts into the compatibility of two linguistic systems and about

some psychological problems in p}ocessing such information (Leopold, 1939-

P . . H
1949). The bulk of research was conducted, however, on childzéi from minorﬂ@y
groups, mainly in New York Philadelphia, Los Angeles, and Hawaii. They raised

the possible interpretation that serious é%ficiencies existed not only in the

.
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use of language via udydle—class norms but in other psychological skills as

well. In the interpretations, the sociolinguistic hasis of psychological
performance Wwas rarely emphasized with sufficient strength. e research’whs
all too often restricted to sets of purely psychological varigbles operating
in a context-free vacuum and, subsequently, overgeneralized and sleading

conclusions were drawn about the lack of motivation, ability and intelligence

of these children.

A more instﬂuctiveiand positive approach has been used and, subsequently,
more positive results have been obtained in recent studiesaof French-English
bilinguals in Canada hj’Lamberf and his associates (Lambert, Havelka & Crosby,
1958; Lambert &Tuckers d'Anglejan, 1973). Although differences in educational
and economic opportunities seem to exist between Canadian subgroups, these dif-
ferences are not as large as those betweeh the mirority and majority groups in
the United States.l Their results, briefly, indicated that the cultural con-
ditions under which the two languages were learned affected the cognitive
organization of these systems and this structural difference in turn affected
psychological performauce. Thus their work raised the possibility that‘éif-
ferences were due to cultural—historical differences. Further below we will
refer in greater detail\to some of. the studies of French—English bilingualism.

The work of Lambert and his colleagues supports the view (see Riegel &
Riegel, 1972) that the consideration of psychological factors in a cultural-
historical vacuum leads to fictitious constructions which are, by and Iarge, of
little value both for gaining knowledge in sciences as well as for helping
children gain knowledge of theirvworld. In the following presehtation, we

will emphasize that psychological constructions stem from linguistic inter-

actions in the physicalrsocial environment. Before we can sketch this theory

N
[}
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two major comments are necessary, the first addressed to the social basis of

language, the second to the structural properties of the linguistIc system to

~ which the growing child is being exposed.

Social Basis of Language. Languages do not exist as isolated entities

guch as in the fcrm of a singie grammar, but as collections of repertoires

wﬁich have appropriate occasions (setting, topic, éocial status of the respec—.
tive speakers and listeners) for their realization in speeeh or other communi-
cation modes (Ferguson, 1973). The speech community defines optional and oblig-
atory modes of communication ——.eacP repertoire has its phonology, syntax,
~ “and semantics as well as psycho-social rules to observe to appropriately ful-
£111 it; s%ecial QOCiél functions. The study of the interconnection between "
formél linguistic system and its realization in the 'social setting is sometimes
referred to as the ethnography of communication (Gumperz & Hyﬁes, 1972). Psycho-
linguists have yet to examine many -of the§e psycho-social variables in their ’ s
construction of a relevant foundation for examining cognitive problems in éhe
choice and use of various speech repertoires (Freedie, 1973). Thi; paper‘is‘
an attempt to construct a theory which examines some cognitive consequences of
a lahguage use; who must learn one or several dialects of the same basic 'lan-
guage' o; must learn two languages (such as English and German).
Subcultg;es‘define different set%ings for language usage, i.e., select a
dialect which is judged appropriate to the conditio?. The majority culture as
distinct from its ﬁinority iybcultures may define different settings fér lan-

guage usage. This difference is one possiblé source of a mismatch which can

lead to misunderstandings. Such a mismatch can lead, for example, to the

"wrong'" answer, as in a formal testing situation, when the

assignment of a
majority culture 'evaluates' a response of a member from one of the minority

subcultures. -
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in addition to the differences";n social setting which lead to a different

selection from the speech repertoire, there is a difference in cognitive load

.

across subcultures. Members of subcultures must usually learn two or more

& .
e d

'distinct' dialects in carrying out their full range of communicative encounters.
within and outside of their community. Thué éhe§ may have a larger linguistic
repertoire to learn and select from whereas members of the dominant culture

need not leurn an addicional dialect. Moreover, long suppressed rage at the
injustice suffered by the minorities will affect their willingnéss to,achieve
competence in the dialectiuégd by the oppressors, and thus the cognitive load

does not megely reflect the size of the linguistic repertoire but also the

emotional stress produced by the social forces operating in the exercise of

4

speech choices. Subsequently, the concept of cognitive load implicates all

5

prior issues -- that of speech repertoire, speecﬁ <copnfunity and appropriate—~
. . ,

ness of choice, social matches and mismatches within and across speech com-

munities, and operations which seek to resolve-these forces when they arise.

Properties of Structural Systems. Structures are based upon relations;

elements alone do not provide structure but mere conglomerates. Stronger yet;
relations are prior ;o the eleﬁénts which they coq?ect. To use a simple ex~
ample, we alway§ transmit information about relations, never aboht elements
alone. We will tell the child that "A rose is & flower," thereby implying
the relationship of class inclusion, or we point at the picture o£ a rose and
pronounce its name, thereby implying an extralingual relation between an Bbject
and a label. | .

Extralingual relations which are tying labels to objects (rose), actions

4

(run) or qualities and affects (good) provide the fdundation for language and
%

\ L3

language development but do not allow for detailed elaborations of language

structures. For this purpose, intralingual relations are implemented which




connect different labels to one another. In most situations, we are not able

to point at an object when we label it but explain it by saying,.for example:
"A rose is a flower with thorns and a g;autiful smell." A structural analysis
of such a statement (see Riegel, 1970 a, b; Riegel & Riegel, 1963) ywould pro-
pose thaf at least the following major intralingual relations are'iFvolved: ¢
ROSE + FLOWER; ROSE -+ THORNs; ROSE -+ SMELL; BEAUTIFUL - SMELL. The ideﬂtifi-
cation o} the meaning of tﬂe word ROSE requires the listener~t9 intensect these —
relations at their shared term (i.e., at ROSE'but also at SMELL). Although - i
many additional relations (and terms) will be brought to bear upon his.strue- ' {
ture of meaninzs, the simple network described by the relations mentioned
above provirnes basic, information for distinguisging'roses from other flgwers
and “other ugaects and events.

As the child hears statements like the one above and those describing,
for example, other glowers, he will also 1&atn to abstract classes from the
relational informaticn riceived. For e:xample, he will recognize that ‘not only
roses but élso tulips, dahlias and carnations a;e flowers. The intersection
of the relations ROSE + FLOWER; TULIP + FLO‘ZIER; DAHLIA - FLOWER and CARNATTON -
FLOWER represent the necessary, though by no means sufficient ;ondition fo;
the' recognition of classes (linguistic and otherwise)..

The identification of elements, such as words, and the abstraction of .
classes from thé relational information®» given describe two;of the most basic

cognitive operations for language and language development, Perhaps caused by

the preoccupation with the mechanistic notions of verbal learning and elements,

conceptions, such as with Chomsky's syntactic structures, little-attention has
L ) »
be\i“\ given by psychologiste to the acquisition of meanings in natural language

1

1

|

|

1

|

|

|

|

WL ' 1
such as the.nonsense syllable, or by the intoxication witW\absﬁract linguistic ]
; |
}

communication in various psychological and social contexts. Belatedly i
:
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and still insufficiently, some emphaéls has been g;ven to these issues in the
study of first, language acquisition by Bloom (1970, 1973), Brown <l973),
Schlesinger (1973) and in the study of learning and memory by Kintsoh'(l972)

and Rummeihart, Lindsay and Norman (1972). 1In addition there is some earlier
work which has gealt with denotative meaning in general (Riegel & Riegel, 1963)
and different strategies for the identification of words and semantic classes
by children differing in age (Quarterman & Riegei, 1968; Zivﬂrn & Riegel, 1969).

Our semantic.interpfétation can bé summarized by the qpﬁema of Figure.l

Ingert Figure 1 aBout here

»

showing the three terms serving to identify the word ROSE and the four terms
serving to abstract the class lzbel FLOWER. According to the interpretation
promoted here, the child acquires information.represented by the cells of the

¥

matrix. Only after he has received a certain amount of such relational in-
formation is he able to move conceptually toward eleméﬁts that designate the
columns kor rows) of the matrix in order to identify individual words, expli-
cate their meanidéé and abstract semantic claéses.'iln his own speech, the
child will, of course, at first produce single word utterances, buf this merely
indicates limitations‘in his performance by which part of the intended rela-
tions remain suppressed. For example,.the'child will say the gquivalent,to
MILK ﬂut from his actions and the surrounding cirgumstances we can safely in-
fer that he experiences and irtends to utter relational statements like THIS
IS CALLEDJGELK;] 1 WANT MILK; or I LIKE MILK. Recently, Bloom (1973) has
called attention to the problems of the child's truncated gxpressions, by

pcinting out that a single word utterance such as MILK can mean different

things when it is uttered in different circumstances. -

v
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Types of Bilingualism. In extending the relational matrix shown in Fig-

ure 1, we can distinguish between at least two types of bi;ingualism with a

third Intermediate type between these extremes (see Figure 2)., Such a distinc-

. Insert.Figure 2 about here

£

tion is not new. A similar'comparisoﬁ has been proposed by Ervin and Osgood

§i§54). In contrast to earlier discussion, we emphasize exclusively the ex-

W

ternal, sociological contingencies rather than intervening psychological con-
ditions. It should also be noted at the outset that we attempt to describe
idealized and extreme bilingual types. Conditions that generate these types

are not commonly found in natural social settings. Hopefully, contrastive

-~ . <

comparisons of these types will enable us to conceptualize more clearly and to

understand more fully the problems of bilingualism, including those of suo-
. o

cultural differences in language use. Questions of whether these types and the

[l
s

conditions which generate them "really" exist in our or any other society are
irrelevant at the present moment. Eventually empirical explorations need to
be made in order to determine the commonality of these tyﬁes and conditioos.
First, we think of a siéuation in whioh ag a péfticular time a second
language, such as Standard English, is introduced to a child who, up to this

point, was exclusively exposed to another language, e.g., Spanish. In the

' ¢

extreme case, e.g., of a child who has lost his parents and is being brought

up by another family in which his native language is not spoken, no provision

for the transfer of his first language knowledge may be made. Because of

o

the ~omplete lack of practice, this knowledge 1s likely to be slowly lost. We

will call the case, in which both languages are introduced and used under dif-
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B

fereni nonoverlapping conditions, i.e., in complete separation, the condition

of independent bilingualism. *

A

Second, a child might be exposed to,conditions in which two languages are

-

L

almost randomly:mixed. In this case he does not on;y acquire two sets of intra-.
lingual ;elations, i.e., relations connecting different elements within either

of the two languages but also two sets of inte}linggal relations connec«ting ’
elements from one language with those of the other. The latgér‘occuré from

cross-lingual mixing within clauses such as "Give me the buch" and "Gibt mir

die book." Intuitively it seems clear that such a condition, which we shall

P

call confounded bilinggglism, an not lead to an efficient acquisition of eithet

1anéuage. If a child,iduring a given time period,

&

can be exposed to and, subsequently, can acquire only a fixed amcunt of rela-

the first or of the second

»

tional information, i.e., if we assume a fixed cognitive load represented by

a small subsection or fraye within the matrices of Figure 2, the confounded
bilingual child has to distribute his efforts over an area four times as large,

and the iﬂdependen: bilingual child over an area twice as large as that pre-

o

sented to a monolingual child. Thus these children, expecially the confounded

bilinguals, are likely to receive less information in either of the two lan-
. ¥ . }

guages and it becomes unlii@ly that they will ever be able to compete success-
b [

<
o

fully with their monolingualxage mates.
Both conditions described so far représeng extremes which are peither
l{kely to occur in natural linguistic environments nor are they desirable for
second language training? The confounded condition overburdené the child with .
relational information too far scattered over the four quadrants of Figure 2
and fails to assist him in separating the two languages. The independent con-
dition, in geparating the two’languages too sharply, prevents the child from

transferring his first language knowlege to his second language and, thereby,

to facilitate its acquisition; both languages are acquired in complete separa-

11




ing each item in one language with its equivalent in the other. The use of

‘between the items of the two languages. . .

| _10- I

tion. No wonder that many parents an¢ teachers are applying a modified combi-
. .

naticn of second language training schedules which lead to what we will call

coordinate bilingualism.

Under the simplest fut by no means most efficient form of coordinate
condition, the second language is introducéd witﬂ the aid of eduivalence rela-
tions or translation. Mést conveniently, equivalgpce relations are listed .
along~the main diagoq@l of the two interlingua” matrices of Figure 2, cunnect-
equivalence relations aligws for a limited transfer of ffrst language knowledge
to the second language but does not allow for gufficient exploratiéhs of the ‘ ‘o
conceptual similarities between the two languages nor for ile ;erfoFmance of

complex translations which rely on more than one-to-one eQuiGalence relations

(4

© s V

While the use of equivalence relat%ons represents a Q}nimgi degree of
céordination, a maximum degree 1s attained ﬁnder confounded cdntingencies where
in theory, though by no m;ans iﬁ pracéice, every item can bg connected with
every other item across the jtwo fénguagé%. Optiéal bilinguai conditions are
created through the use of an extended set of equivalence relations.larger than
that of the one-to-one translations but smaller than th /tota set of all inter-
lingual relations. The @?iu task for second languggg/teacheré is to find such

P e

an optimal set on the basi; of'educationai‘intuition. One of the main _oals

of the p;esent paper is to delineate theorétically sets of equivalence relations
which captu;e the conceptual and semantic properties of the two lunguages in a
contrastive manner. More will fe said about these issues in our secticn on | .
Interlingual Relations.

As mentioned in the introductory section, children raised under favorable

educational and economic conditions are commonly exposed to an efficient form
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of hilingual contingencies, i.e., -those leading to coordinate bilingualism.

>

. For, example, Leopold (1939-49) exposed his daughter to one or the other language

children are also prevented from tranferring knowledge in one language to the

. distinct, but the possibility for transfer of knowledge is also provided both

_under distinct social conditions. Other investigators have advised parencs.

in bilingual homes to use the two languages in distinctly different social

settings, e.g., at the dinner table, in the playroom, outside the home, at the

grandparents',_etc. Thus, under coordinate conditions both ianguages are kept

by the use of extended equivalence systems and by reference to similar parts of

‘nonlinguistic environment.

Children raised under poor economic conditions, on the other hand, are,
it appears, commonly raised under the least favorable linguistic contingencies,

i.e:, elther as monolinguals of the minority language or under contingencies

~~~leading,to confounded bilingualism. Monolingual children of .2 minurity. language

?
are forzed to acquire the second language when they enter the sthool controlled

by the majority or when they are looking for any ‘better paying job. Without

equivalence relations provided them, independent bilingualism can result (see
2.

footnote 2), Children from the.majority grogp, in contrast, do not need to

learn the minority language when entering the(school or the job market. As

' 4"
.

shown by Lambert, Havelka and Crosby (l958) for French Canadians and by Hall
and . Freedle (l973) for Black American children, other members of the minority
group, especially rhose who have attained a higher socioeconomic status which

has made the use of the‘dominant\language necessary, often expose their children

s .

to a mixture of the two languages. The more such a fusion has taken place,
the greater the burden upon their children to acquire either of the two or
both languages effectively and well. Not only is linguistic information spread

out more widely and thinly, i.e., over all four quadrants of Figure 2, but these

i3

e

. r



~12-

other ?écause the two languages are not sufficiently sep;rated. Subsequently
they can not pcssibly succeed as well as thé independent or evén coordinate bi-
linguél in either one or both of the two languages. The firsF step to aid
these children, we hypothesize, hg; to consist in accepting the two languages,

e.g., Standard and Non-Standard English, as separate and equal. Such a seére—

gation is the prerequisite for an intelligent transfer or knowledge, thus making

* .an 7increased success in second language learning possible.

K Stages in Bilingual Development. The three bilingual types can be re-

~

garded as levels in developmental progression‘with the independent and‘coopdinate

types as early transitions and the confounded type as the terminal stage. In

> PR

particular, we have proposed the follb@ing sequence (Riegel, 1968): v

Stage I characterizes the very early steps in the acéuisition of the first

language duririg which parts of the lexicon A are provided by the sosial enQ&—
ronﬁent;‘most notably the caretaker, through ghe use of extraliﬁghal relations.
Thus, the interconnections are of a special éype, namely between words and the
objégts, e;egts, or qualities which they denote. The number of these gxtra;
lingual relations, placed into the cells on the.main diagonal of the uépef
left quadrant,;i.e., into the.A X A matrix, is équal to or less Lhan the\n&m—
bers of words in the first language, i.e., A. At 3tage I no second language
is acquired, thus the number of relations and words in the second language, B,
equals zero. _ ] ‘

| At Sggge II v;rious interconnections in %anguagg A will be presented to
the child. In theory but, of‘course, not in practice.every item could be con-
ected with every other item and (as at Stage_I) with the objéct, event or
quality wh%ch it denotes. Thus, the whole upper left quadrant could be filled
out and, therefore, the maximum number of relations equals Az. At this stagé

4

too, the number of words in the second language equals zero.

14 : )
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At Séage III parts of a lexicon of language B‘are provided by parents and
teachers through thé use of equivalence relations. Equivalence relations
appear on the main diagonals of the two interlingual quadrants of Figure 2
and connect items in language A to their transi;tions in language B and vice
versa. Thus, the total lexicon of both languages could be as largé as A + B.

The total number of possible relations equals A2 + 2B, whereby the first term

refers to the set of intralingual relagions in language A which can be as large

as Az, and has been acquired already at Stage II. The second term refers to
: ® ’

the equivalence relations+A » B and B + A, which can be as large as 2B. The
number og equivalence relations going in either direction may be unequal if
the two languages differ 1in the size of their lexica.

Stage III resembles Stage I and is important for the initia?ion of second
language learging under coordinace conditions where items of the second language

are introduced through the use of equivalence phrases, such as "In German,
<

! *

table is called Tisch." Under independent bilingual conditions the similarity

- a L.
between Stagg III and Stage I is even stropger. Here lexicon items of the

s N

second language are i;troduced through the use of extralingual relations which
connect their labels with the objects, events, or qualities which they denote,

ra;hér than with their translation équivalents in the first language. 1In this

' case, the total set of relations equyals the set of intralingual relations in

language A, i.e., A2, plus the set of extralingual relations in language B,

'/)i.e.,'B. s ’ !

<

‘At Stage IV items’in l;nguage B are aiso interconnected. The relations
with A remain of the eqﬁi&alence type for the coordinate bilinguals and of
the extralingual type for the independent bilinguals. Thus, the total lexicon
l for the two languages équals A +B, ani the total number of relations consists

 »

of those in language A, those in language B, and (at least for the coordinate
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‘ i
2
bilinguals) of the equivalence relations’A + B and B + A, that is, A~ + B2

4

the main diagonal of the quadrant for the second language, i.e., in that at.

the lower right of Figure 2. Even if the extralingual relations are not pre-

.

sented to\;he learner, he may derive them in language B without further instruc-

tions on the basis of the extralingual relations in language A and the equiva-

lence relations A + B-and B + A. !

At Stage V all items of both languages, potentially, car be interconnected.

2

|
|
+ 2B. The extralingual relations of the second language might be placed along . 1
|
|
1
|
i
|
1
|
i
|
2 |
The lexicon remains A + B. The total number of relations equals A + B + |

2AB = (A + B)z, i.e., all four quadrants of Figure 2 are now .covered. |

~—

LY

The major differencés between the five stages have been summarized in

Table 1. All stages must be regarded as transitional conditions in a précess ;

pes
. ~

e [ad » B

- . ¢

. ‘

-Insert Table l\gbout here 3

2

.

o
+ . . 12 5
of continuous change. They overlap greatly. Thus, while an individual continues

to be exposed to extralingual relations, he may alrea., face intralingual re- |

lations Qgtween the different items of the first language. Also, while still

L4 - ~

being taught equivaléhce relations, he may be exposed already to intralingual

]
|
relations within his,second language or to other interlingual relations be- " i
- . |
N k

" tween the two languages.
’ i

.

The first four stages represent an idealized sequence of bilingual develop-
ment, l.e., development as it "ought to be." The few children who may ever fol-

low such a progression, most likely, belong to the culturally favored group of

n
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2

well educated bilingual parknts. In contrast, minority children are likely

T e e e,
-
.

e s o o v

to be subjected to a F&ietsal of this five—stage sequence. They enter a linguis-
tic community that resembles the most complex stage of cognitive information,
i.e., Stage V of confounded bilingualism, and then have to proceed backwards,
most often left all onltheir own, in order to separate the two linguistic sys-
tems from one another as well as to apprehene the details of the transformation‘

Y *

matrices of interlingual relations (see footnote 2).

Interlingual Relations. Uﬁdoubtediy, one—to-one equiralenceereIations are

the exception rather than the rule in translations and occur among the most
common terms only, such as Table <+ Tisch and Horse s Pferd in English and Ger-
'mae: In most instances equivalence has either to be establishzd at higher
Igﬁkg, e.g., at the level of seh€énce parts, phrases or whole utterances; or

«

equivalence has to be sought between semantic classes rather than between their

ele&ents, i.e., words.

The issue of equivaience at higher ranks touches upon differences between
languages in syntacticyorganization. To give but one example, languaées differ
in their degrees of inflection. Since inflections are used for marking sentence
parts, such as the subject, predicate, and p:edicate-object, word order can

'be varied more widely in inflected languages. Since inflected leeguages use
'drfferent word orders for different types of senten;es but neninflected lan-
guages do not, words will have to be shifted'around in translation.. Such oper-

»

ations tax heavily the memory of the translator and,\in particular, rely on
o

interlingual relations between various, ponequivalent items. For example,

Standard Englfsh, a language with a iow degree of inflection, uses only one

major. order of sentence parte, i.e., subject (8), predicate (P), predicate-
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object (0) as in the sentence: "The boy threw the ball." Highly inflected

7
I

languidges, such as German, Russian, or Latin, use different obligatory word

orders to mark different senteice types. For example, the above declarative

Bl

o

statement would use the same order of sentence parts in German as in English,

i.e., S - P - 0. However, when rewritten as a question, German would use the

<&

order: P - S -~ 0, and w%en used as a dependent clause, the order would have to

be: S ~0- P. It is possible to make use of these rearrangements in inflect-

" ed languages because‘sentence parts are sufficiently marked, by specific endings.

be resoived by considering their organization in semantic classes. Member-

" tools, vehiclés, eéz.;‘have similar parts (attribution), e.g., animals, furni-

vocabularies and, thus may provide greater variety in membership within some,

Since Englfsh does not allow for the clear identification of sentence parts by

. \
their endings, a fairly rigid word order has to be maintained. Differences in

sentence types are, indicated by auxiliary construction, such as the question
{ . ~
word DO. ‘

.
-

Lack of one-to-one €quivalence between the terms of two languages has to

ship in se ' '¢ classes is generally determined by asymmetric relations which

~

group items to%ether that, for instance, do similar things (ﬁredication), €.8.,

A

»

ture ftems, etz., gke found at similar places (location), e.g., food items,
toys, etc., or are‘logicallj‘incladed in the same class (suéerordination), €.8.,
all of the above. 'Most languages ;eem Lo consist of similar kinds of classes,
but they may differ in.ghe range and gistribution of items and, thereby, in
their degrée of topical speclalization.  For example, English andlmost‘European
lgpguagés are known to be ﬁighlifelaborated in their technical and scientific
semantic classes and, perhaps, a greater variety of élasses tﬁemselves. Far-
Easkern languageé, og,the other hand, provide a richer vocabulary of esthetical,

b ) '
psychological and philosophical terms.
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The differences ge;ween these languages Qould, therefore, require that
instead.of simple one-tc-one equivalency one-to-many or many-to-many rela-
tionships have to be explored in the translation process. In other words,,
translations can be achieved only at higher ranks, i.e., by rephrasing wholé

parts of sgﬁtences, and/or by relying)on semantic class rather than single

word equivadlencies. R

Although poorly understood at the present Eime, issues of semantic classes

and‘6;ganizatibn make up the most significant topic for bilingual comparisons

and for explordtion of language development. During recent years, a few psy-
qholoéists ﬂévé directed their attentio; to these issues (Bloom, 1970, 1973;
Brown, 1973; Kintsch, 1972; Riegel, 1968, 1970 a, b; Rlegel & Riegel, 1963;
Schlesinger, 1973) but the compiexity of the problem seems to have prevented
the majori;f of behavioral scientists to abprehend the significance of this
issue. No comprehen;ive studies ;;d inteépéetations have‘been'complééed on’
subcultural differences in semantic dréanization. _This topic ought to B;comé
a_majbr ta;k for further explorations which, as they progress, are bound to -i

exert a strong influence upon our understanding of these differences, of edu-

cational praxils, and social equality.

1

| | 1
Environmental Utility. The three matrices shown in Figure 2‘represegt j
three types of bilingual environmental conditions. The child's acquigition‘of ]
the languages proceeds by receiving consecutive samples of relational infor- ;
magion from the environmeit. Stated Qifférently, the chiid, in the coutse of o %
his daily activities, is skimming over ‘the matgices of intra- and inter- : 'i
|

|

!

i

!

|

lingual- relations. His intake will be limited dufing a given time period to a .

“”
”

certain amount of rela;ionéi informétion which will be determined both by the

type and the richness of the énviromment and by his proc%sgizf capacity. The

amount of intake might be visualized as a small subsection of the/ma;rices

19
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shown in Figure 2, bounded by a frame of a given size. The longer _the child
has been scanning one of the matrices, i.é(, the longer he has lived,‘the
more likely it becomes that he will encounter infoxmation which he has already
received once or several times before. ith aavancing age the individual
slowly deoletes the set of general information provided; it becomes less likely i
> that he discovers ney sgnantic relations. |

|
On the basis of such reasoning iy is possible tg generate a growth func~ %

tion in which the depletion of the outer linguistic contingencies is plotted

+ el

against ag:;//ff/écademicfas—s;ch an enterprise might seem, it opens important

! .
conditions. Since the details of such models have been presented elsevhere

e 1
possibiliti€s for evaluating the utility or -efficiency of various bilingual
ERieéel, 1968) we restrict our present discussion to some inferences concerning
the conditions of the minority child. . ] > ' ' |

Figure 3 shows two growth curves, on the left for independent and on the

2

tight for confounded bilingual development. In both instances the shift into :
bilingual contingencies occurs at the relatively late age of about 17.5 ;ears;
also in bqth cases the distribution.between languages A and B is even, i.e.,
* i

half of the time is devot7L to the first language. the other half to the second

v

language. The main purpose of models like ours is, of course, to vary both the
) ) time ot shift andkor the proportions of exposures in order to study the effi-,
L ciency of various. bilinguLl conditions. .
Detailed information on the utility of bilingual conditions can be ob-
tained by using the monolingual curve as upper boundary and comparing the area‘
below it with those below, the different bilingual curves. The closer the mono-
ﬁlingual curve is approximsted hy any of the other curves, the greater| the util-

.

ity of the biﬁingual condition§) For example, in the left-hand figure the

Insert éigure 3 about here
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first bilingual curve approximates the monolingual curve much closer thaq i&
the right-hand figure. Thus, ﬁhe utiiity of the indepgndent bilingual condi-
tion (left figure) is greater than that of thé confounded céndition (right
figure). This result is due to tﬂe large efforts directed toward the inter-
lingual relations uhdéﬁ the latter condition. Under both conditions, the second
language is less effecéively mastered, i.e., approximates the monolingual
curve less well than the first language. This is not surprising, since the
segoéd language is introduced relatively late in life, i.e., at an age of al-
most,iZ.S years, and thus a good deal of "catching-up" has to be accomplished.
Keeping the distribution of efforts between the twc langdages constant at
50% the utility is a @irect function of the time of the switch into the bi-
lingual condition. If this switch occurs early in life, the acquisition curve
for the first 1énguage will be depressed over an extended period of timg; second
language acquisition will make reiatively’quicg advances, however; If the
éwitcé oc;ur§ late, the first language is' less affected but the progress in the
second language is retarded. Special inferences about shifts in dominance be-

tween the t@o,languages can be mzde 1f the proportional distribution is varied

’

in conjunction with the time of the switch. Although these comparisons are

purely theoretical, they allow for more explicit conceptualizations about de-

ES

velopment and subsehdently for the ﬁlapniﬁg of opt%§al environmental, linguistic
conditions. L

Conclusions. We ha&e sta;ed at the beginning, and it has gecome evident
throughout the paper, that our analysis is predominantly theoretical. Moreover,
there exists at the moment‘little evidence and few comparable fﬁterp;etations
directly concerned with subcultural differences in language and language devel-

. N *
opment. In particular, we had to limit our discussion by regarding the two

»

lénguages‘agquireg by bilingual children as completely independent from one
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another. Undoubtedly, such an assumption is not very realistic. We know rath-
er that ail languages are interrelated; be it through common cultural-historical

bonds or through the universality and equality of human beings. But before the
interdependence of different languages and cultureé can be seriously concidered, and
before benavioral_ and socigﬁ scientists should rush into empirical investi-
gations, a more rigorous conceptual framework is required on which such com—
parisons cal be based. Our presert contribution -- it is hoped -~ will serve
this purpose.

In spite of the limitations mentioned and in spite of the lack of empirical
evidence, our discussion aliows for rather concrete inferences regarding such
issues as educaticnal policy, social planning and the ideological basis under-
lying botﬁi The different conditions depicted in Figure 2 coincide with and
reflect different socilo-political attitudes toward other cultural and, eepeci-
ally, subcultural groups.-

At one extreme, we have, first, the monolingual situation. If a mono-

lingual state were ever attained in modern society, no prcblems of the type

. 3
discussed would arise:

r

It is bb@ious, however, that in the modern world such.
an isolation cannot persist. Rather beople are dependent upon other people,

nations upon nations, and cultures upon cultures.

The communications and ex-
changes required make bilingualism and multiculturaiism necessary. Not sur-
prisingl;, therefore, the majority of people in the world are bilinguals@ in-
cluding the large populations of the old civilizations in India and China.
Not surnrisingly,either, narrow monolingualism is noSt\rigidly preserved in &
colonial and imperialistic societies, the United States, Scviet Union, England,

> France, Germany and a few centuries ago, Spain, Portugal, and ancient Rome.

Monolingualism, to a much more limited degree, is also preserved within iso-
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lated tribes of so-called dhderdeveloped countries but in all of these cases

»

lérecent political and economic developments have brought the future of these

groups into grave doubts. ' ‘
. Second, the condition of independent bilingualism represents a socio-

political arrangement which virtually prevents any exchange and communication,
{

for example, between two subgroups of a society. In history such an arrange-

ment has never succeeded for long. The only known and fairly successful case

&

is that of bwitzerland where, aided by geographical barriers, German, French,
and Italian (not to mention the Rato-Romanch) communities have coexisted in

harmony. In most other cases, however, and because langqgge_diffeféﬁéés are

S

———

commonly tied to cultural, économiq,ﬂpolifiiiirénd worst of all religious

frictions, few of these soéieties have pérsisted:. The development either led

to the domination of one group over the other (the Bfitish in Northern Ireland)
or to the separation of both groups (the Greeks and Turks in Cyprus —-- similar
problems continue to exist in Canada, Belgium, and Holland). pd

H . . -
Third, opposite to independent bilingualism, we find at the other extreme

the condition of gonfbupded bilihgualism. Like the forﬁer case, d true fusion
between cultural and linguistic groups has rarely taken{ylace in h%story. Most
of the time,‘bﬁq group absorbed the other either égrough violence or smoothly
witbout any open frictions and conflicts. Nevertheless, the goal of fusing two
cultures °§H1%n§9§§%§“E259,é,neW: "better," or "higher" system remains the
ideal for many utopian movements. The promotion of Esperanto, Velapuk,‘and
other international lanéuageé, for example, represents attempts to generate a
univers?l and unifying wode of communication. As long as these attempts fail
to deal with the underlying social and political issues at the same time, their

success is bound tb remain rather limited . Nevertheless, a fusion of

Standard and Black English, for, example, accompanied by soclal and poiitical

e
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awakening, might occur in ;he United States end provide a new basis for
communication and exchanges.

-Fourth, as long as the last poesibility remains a remote ideal, the only
concrete nope for solving cultural and linguistic cor:flicts .consist in the

(3

development of coordinated or coonerative conditions. Such efforts have to

consist first and foremost in mutual recognition and apprEciation. Both lan-
guages have to be accepted as separate and equal. 1In regard to Black English,

this goal is’ far from being attained and, therefore, we have enphas@zed, through~

2
4

out this paper, the need for a separation, as far as possible, of the two lin- -

guistic systems. Only after such recognition is achieved does it become pos-

sible to succeed in coordination and cooperation. In language, this goal would

- -

be attained. by comparing and contrasting the two semantic structures. At the

’.\'.u—-

present time little is_known about this task. Our presentation -- ﬁopefully -

-

has moved us a small step closer toward this goal.
i . 4
Summary. (1) Alfhougn’the burden upon‘bilingual children is heavy, they
are advantaged in a higher sense because monolingualism is a true formtef
cultural‘deprivetion. Since monolingualism provides restricted inéorme{ion in

an effective manner, however, we ought to'Stﬁdy monolingual development care-

fully in order to find the best route and methods for optimal progression in N

bilingual development. (2) Neither independent nor confounded bilingualism .

in their extremes constitute reasonable and efficient conditions of pfogression.
A coordinated form is ideal which maximizes transfer and minimizes interferences.
tions of gemantic, interlingual structures or, what might be called, semantic-—

syntactic transformation matrices. Ac the present time, such explorations are

'lacking. (3) ‘If raised under such conditions, the independent bilingual be-

i
Such a form of bilingualism can only be established through. detailed explora-
\
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comes able to transfer a large share of his first language knowledge to his
second language. The confounded bilingual is still not much assisted, however,
because he has, first, to differentiate the two language systems from one

another before, second, such.transfer can take place. (4) In returning to our

»

intréauctory limitations, we request that regardless of whether B%ack and White
English dialects are 1inéuistically sufficiently distinct, for the benefit and
well being of many ghetto children living in a confounded linguistic environ-
ment, thé two systems ought to be treated as such. Only after a clear separa-
tion is achieved, can we expect the child to progress effectively in either

or both of the two languages.

b




e r—— e

' ) -24-

i

Bloom, L., Language development. Cambridge, Mass.: . MIT Press, 1970.

Bloom, L., One word st a time: The use of single word utterances before
x szntax. The Hague: Mouten, 1973

'

Brobn, R., A first Ihnguage Cambridge, Mass.: Harvard University Press,
1973,“’ N
\/
Ervin, Susan M. and Osgood, C. E., Second Language learning and bilingualism.
In Osgood, C. E. and Sebeok, T. A. (Eds.), Psycholinguistics, Bloomington,
Ind.: Indiana University Press, 1965, pp. 133-146.

Ferguson, C., Language problems of variatior and repertoire. 1In Deadalus,
Summer, 1973,

Freedle, R. ”he marriage of psycholinguistics and sociolinguistics. Paper
presented at Georgetown University s Summer Institute in Linguistics,
1973.

Freedle, R. & Hall, W. S., An information processing approach to developmental
sociolinguistics. In K. Riegel & J. Meacham (Eds.), The developing indi-
vidual in a changing world. The Hague: Moulton, 1975 (in press)..

Gumperz, J. & Hymes, D. (Eds.), Directions in sociolinguictiss: The ethno-
graphy of communication. New York: Holt, Rinehart, & Winston, 1972.

Hall, W. S. & Freedle, R..0.; A developmental investigation of standard and
non-standard English among black and vhite children. Human Development,
1973, 16, 440-464. i

~
¢

Hall, W. S. & Freedle, R. 0., Culture and language: An essay on the black
American experience. Wash. D. C.: Hemisphere Press, 1975 (forthcoming).

Kintsch, W., Notes on che structure of semantic memory, in E Tulving & W.
Donaldson (Eds. ), Organization of memory. New York: Academic Press,
1972, pp. 247-308.

[4
Labov, W., Sociolinguistic Patterns. Philadelphia: University of Pennsylvania
Press, 1972. *
o . .
Lambert, W. E., Havelka, J., & Crosby, C., The influence of language-acquisi-
tion contexts on bilingualism. Journal of Abnormal and Social Psychology,
1958, 56, “239-244.

Lambert, W. E., Tucker, G. ﬁ., & d'Anglejan, A., Cognitive and attitudinal
consequences of bilingual schooling. Journal of Educational Psychology,
1973, 65, 141-159. )

* e




25—

,‘3

Leopold, W. F., Speech developmerit of a bilingual child. (4 vols.)
Evanston; I1l.: North Western University Press, 1939-1949.

Quarterman, C. J. and Riegel, K. F., Age differences in the identification of
concepts of the natural language. Journal of Experimental Child Psycho-
logy, 1968, 6, 501-509. e

13

Riegel, K. F., Some theoretical considerations of bilingual development.
. Paycholggical Bulletin, 1968, 70, 647-670.

Riegel, K. F., Relational interpretation of the language acqaisition process.
In G. B. Flores d'Arcais & W. J. M. Levelt (Eds.), Advances in psycho-
linguistics. Amsterdam: North Holland, 1970, pp. 224-236.

Riegel, K. F., Time and change in the development of the individual and
society. In H. Reese (£d.), Advances in child development and be-
havior, Vol. 7, New York: Academic Press, 1972, pp. 81-113.

Riegel, K. F. & Riegel, R. M., An'investigation into denotative aspects of
word meaning. Language and Speech, 1963, 6, 5-21. -

RiPPel, K. F. & Riegel, R. M., Development, drop and death., Developmental
Psychology, 1972, 6, 306-319. ‘

Rumelhart, D. E., Lindsay, P. H. & Norman, D. A., A process model for long-
term memory. In E. Tulving & W. Donaldson (Eds.), Organization of
memory, New York Academic Press, 1972, PP- 197-246.

Schlesinger, I. M., Grammatical development. In -E. Lenneberg & E. Lennébefg
r-‘fEus ), Foundations of language dcvelopment 1975. ’

Zivian, M T. & Riegel, K. F., Word identification as a function of semantic
clues and associative frequency. Journal of Experimental Psychology,
1969, 79, 336-341. ' ’




g .
.than our present theory can accourt for; our purpose though is to présent

-26-

FOOTNOTES

1 ,
Moreover, French Canadians represent a relatively large contingent located
. ~

in a geographically coherent area who can rely upon a well recognized cultural-

historical tradition which for many centuries has overshadowed the utilitarianism

EY

of the British-American worldb(Riegel, 1972).

®

Actuaily the problem is ptobably even more complex. ﬁall and F:eedle (forth-

coming) report data which suggests that for dialect speakers of lower socioeco-
\
_nomic groups, preschoolers seem to have an overall positive correlation matrix

across the two dialect systems (which may be 1likened to the confounded bilingual

condition), but, after entry into school, these children without obvious 7t;ans-
lacion' equivalenbes provided them appear to partially separate the two systems

so that across dialects sometimes negative correlations (suggesting cognitive

)

interference effects), sometimes positive, and sometimes zero correlations can

be observed. The real-world-situation then Seems to be much more complicated

simple paradigm EOnditidns te ‘help egentually in analyzing these more complex

real-world cases.

-~

3 It 18 useful to recall our earlier discussion of the impact of sociolinguis-

tics upon psychological approaches to language. Since even monolingual speakers

actually have a range of speech registers for varilous occasions, the theory

i

preserted here can be extended to encompass a cognitive theory of how infor-
e . ) .

matiqn across the two or more language registers which a particular speaker

may use come to be acquired. The differences across register types in the

"Eonolingual“ speech commﬁnit& need not be lexical; instead if the differences

.
- 4

are, for example, phonological then our theory could be reconceptualized so

M T T Ty
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"that phonological translations are the main focus rather than lexical trans-

lations.” The general conceptual power of outr theory is therefore seen to

“ : 2

transcend bilingual or bidialectal theories and can be applied to analyze the

-
; development and cognitive interpenetration of any two conceptual domains.
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Table I
Qualitative Stages of Bilingual Development

(A = size of repertoire in first, B in second language).

»

Stage . -No. of Relatiomns ° No. of Elements

Q
‘ ) A A ¢
I a? : ' A ,
IIL ’ 2%+ - A+B

' a*+ 8%+ 2 T A +B

. v A%+ 8%+ 2 ' A+B \
:
e 1
«
- <
o ) 30 .
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Figure Legends

¥

Figure 1. Schematic representation of four terms related to the class nsme
FLOWER, three terms related to the wo.,d ROSE, and one term related to SMELL.

Figure %. Three types of bilingualism ) .

Figure 5: Growth of the sets of relations provided in-monolingual and bilingua%

(right figure). Proportion of time devoted to first languége is p while q is
the proportion devoted to the second language; p and q both equal .20; ége at
which the two languages ccompete for time is 17.5 years; the monolingual spends

L

* 1.00 proportign of time on a single language.

Ly

S,

s

environments as a function of independent (left figure) and confounded conditions.’
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