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Reason for study =

Rosenthal's research points out that;children's behavior - can be changed
by changing teachers' .expectations. His research did not establish how the
expectations were ccmmunicated by the teachers to their students. Teachers

‘ * in the eighteen classrooms o which his research was based did not recall if

/

- they behaved differently toward any subjects in the study. P
- Focus l - - 3 - '

Does style and/or code switching convey any part of this message? To an-
swer this question requires, one, describing the switching that occurs in a
given classroom and two, ascertaining the -meaning of that switching for the
student. The second tésk will not be dealt with in this paper. This discus-
sionxis concerned only with the first of these two problems, "Are different
. speech\styles used in the classroom and 1f so how can they be descr18ed9"t .

Subj ecfs Descr d
h| ibeac

The data considered was obtained from tape recordings and investigators

notes made during a story telLing session in a Head" Start class. Twenty pupils
. around five years old were present. The children were mostly Negro. 'One
Chinese-American and several Mexican-American pupils were also present. : One
of the latter, a boy, was a Spanish monolingual.
The teacher was white, a woman in her twenties and a holder of a bachelor s
. degree in psychology. She.was ass1sted by a salaried teacher s aid, a middle-
aged woman who was bilingual in Spanish and English A teenaged Negro boy
and girl and two Negro grade school girls also helped the teacher.-
v The teacher sat in a corner. She used a felt ‘board on her right.‘ The
i o pupils sat on the floor around her. The teacher held a story book in her
ii}\ )hand, paraphrasing from,it. She‘uaslthe main*focus of the classroom inter-
action. The ten@ﬁ\(s' assistants sat: on chairs around the perimeter of'the
: circle; The bilingual teaching assistant periodically prompted the Spanish
monolingual The grade school girls joked among themselves, sometimes drawing

:the attention of dearby pupils.

Source of Data for Tnteraction Patterns

. The tape recorder was turned on shortly after the story telling started.
It was p1aced at the perimeter nf the circle with the mike held towards the
teacher. Since the focus of this paper is on discovering ‘and describing style

switching in the teacher s speech, her speech is used for the basis of this

- 4
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: Transcription

The data was transcribed in regular English orthography Morphophonemic-'
di‘ferences obvious to the investigator such as -in verses "-ing suffixes were

noted as well as pauses, loudress and changes in the speed of utterances. i

Notions of Speech Style

A In approach1ng the data the investigator had certaln notions about what s
speech styles looked like and how style switching could be identified. A
speech' style was thought to contain a set of 1inguistic characteristics such
as phonological, morphological and/or 1exica1 items which were in contrast to ~
ispeech characteriacics found/e%SEQhere in the speaker's speech. It was thought
. that certain featutes would occur together either in the same utterance or in
the same group of utterances. (An utterance is here considered a stréam of
Speech separated by pauses.) These features that tended to occur together
. were thought to share certain phonological characteristics and/or be judged .
2 b& the speaker as being appropriate to_use.in the same series of utterancesa

Notions of Channel Cues =

. . . : 7 .
. Changed from one style to another were thought to be accompanied by channel

cues. Preconceived notions of channel Cues were that they might consist of
exaggerated changes in volume, speed and/or extended pauses.

First Techpique : , . . -

Three techn1ques were used to analyze the data and were applied in Lhe
l follow1ng,order. First, the teacher s speech was exaninedcfor contrasting
pairs. Six pairsfo} allomorphes were identified. ' Formal and informal labels
were tentatively assigned. Assignment was made by-reference%tolFisher“w and
Labov's work and by consulting the investigator's own culture which.was arpi-

trarily considered shared'in'greaterfpart‘by the teacher. The six pairs were:

L3

Formal . Informal
) you ‘ya-
them ' ‘em
have to hafta, gotta
going - ‘goin
N : . - running : . runnin
k i wearing : wearin

(971
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Second.Techniqpe ' ' <

Secondly, the text was examined to see if there were any examplés of 1exl
cal_items that: always occurred with formal or with informal features., None
were found with the possible oxception of "fa11" which always took an "ing _
suffix. "Fall " however, alwa,s occurred in the sentence, "the sky is faliing.
This sentence appeared througho i1t the story, being a kind of punchline. As

Tsuch it is Judged as a special cas¢ standing stylistically apart from the rest

—

of the story. - e
Third Technique l » -

.

Third, the recording and text were examined to see if formal and informal
features were grouped in any recognizable way. This was done by looking at

the way individual related to each other. The class session was structured /

by the teacher in three ways. In the first part she was story teller' in the
seoond she had the pupils help her retell the story; in the third she directed
the pupils exit to recess by telling and singing instructions.

RN

Situatlon One: Story Telling

In 51tuation one, story telling, the teacher changes from the story teller
to teacher and back. The occurence of formal and inan_gl_features—refleet
this change. They are distributed as follows:

) One, as story teller, the teacher uses a mixture of half formal and half

informal teatures. _ _ )
v Two, when the punchline is imbedded .in another gentence only fornal fea~
* tures occur with it. A example’is "I have to go see the king be-
) "cause the sky is falling in.' ’
Three, as story teller, the teacher uses formal features to help empha-
.Y size as illustrated by em and them in the sentence, "He took 'em
to a cave and he ate them all up." ' .
" The occurrence of formal and informal features differs in the teacher s
pedagogical style in situation. one. ‘ . )
One, teachlng utterance which aregﬁsually comprehension questions, contain
formal feathres as exemplifidd in the sentence, "Who was the first
L, one going?ﬂ\ . A
N . Two, informal features occurring in teaching utterances‘are'used as dis—
tance closers. Au example of this is found in the sentence, "No,
who was the'first one going?f The use of an informal feature in this

- particular example is interpreted as an attémpt
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by thewﬁeacher to closelthe distance between herself and the pupils
' in'order to elicit.an appropriate answer. Two- questions containing
- formal features immediately before this ‘'sentence had failed to get

0y

- the proper- response.

1)

‘N : ‘Situation Two: &hared Story Telling

. In situation two, shared ‘story telling, the teacher seeks the pupils

o

‘help in retelling the story. This situation is distinguished from the first
by more ‘rapid speech and a higher background noise level. Formalrand infor-
- mal features are d1stributed as follows:
' One, formal features occur only in ‘the same, sentence with the punchline and .
no where else. Compared with the first situation, formal features
. are dramatically absent. ' _
'Two, often the story line is advanced and a question asked in, the same utter-
" > vance. This strategy as well as the cropping of formal features brings -
about a blurring of the distinction between story telling and question
aSking- o : :
.Situation Three" Directed Exit : ' . -

In situation three the teacher tells and sings direction to pupils,

. informing them when to leave. (The. song line is, "If you have something

blue on then skip 0utside. ") Formal and informal features in this situation?

occur as follows. o '

One, formal features are found in utterances ‘where the teacher is issuing

| directions to the class. o .

Two, informal features are found in utterances in which additional prompting
is given to the pupils. An example is "I see a lot of pe0ple wearin
blue." This is interpreted as another example of the teacher shifting
to an informal level thus closing the distance between herself and .

" her pupils in order to elicit an appropriate response.kf’

\ ) In reviewing' these three situations, if the- investigators interpre-
} ' tations are correct, one finds _that the teacher adopts’ speech with a larger
/s ‘

taining a greater distance.

A second interpretation is possible, that two unmarked styles exist.

. <
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The first style is a pedagogical one wtth unmarked speech containing a higher

frequency of ‘formal features and marked _speech. containing informal features. N

The second style is a story te11ing style with unmarked sp

mal features.

v Summary Table of Speech Styles in a Head Start Class

0y

ch containing for-

Situation One,
(Story Telling)

Situation Two
(Shared Story Telling)

Situation Three
(Directed Exit)

‘Revis1ons

i

\

Udmarked Speech . Marked Speech \
ST .o Informal . Formal
T Formal " Informal
sff”"‘
: . v v e 4 \
ST Informal . Formal i K
) N
T

Formal Informal

.

The analysis described in this paper has led the investigator to make

new hypothesis and to revice techniques. First ‘the concept of informal

features and formdl features might be broadened to contracted forms (such

¥

as whad'dy say for what did he say) and no contracted forms. ' . .

. Secondly, the three analysis techniques need. to"'

reordereu. In- con- :

D

 sidering what’ characterized relations ips,ithe in\estigator fhund that she

tended not to consider features beyon'

al=e uav identifidd by earlier

.
tun

teChniques. 1f the third technique of loohling at ..ow indiv1dha1s reLated

to each other is employed first, a more courinte listing of stylistic‘fea- “{

tures characterizing these relationships would be made.“

Thirdly, channel cues were thought to accompany style changes. However,

the analysis showed that while they often did, channel cues did not always

.accompany style changes.

Channel cues such as suydden increases in the rate

of and volume of speech seemed to frame whole passages. Theg%’speech-fea- 4

"tures characterized styles as well as serving as channel cues.

Conclusion

by a teacher in a Head Start class. It hds described these styles by employ-

- ing three techniques.

analysis.

It has offéred suggestions for a more refined continued

o,
.l“’
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Language Acquisition in the’Deaf: Some Suggestions

for Inclusion in the Field Manual”

» . a .

A ]

~ The study of 1anguagévécquisition in deaf children has many obvious areas

B

of application to and importance. for’ psycho- and socio-linguistics.. In the pro-
cess of attempting such studies, howaver, the experimenter who is not’ a1ready a
member of the deaf subculture wili find himself called upon to deal_yith unfamil-
iar variables in the formulation of his sociolinguistic rules;'to analyze a
symbolic system who components may have ‘vague counterparts or mne c0unterparts

Ain his native spogen symbolic system; to deal with criteria of personal worth

1 which he had never dreamed could exist in.this’ Subcu1ture-within-his-own-culture. h

B ""\

Added to these probiems, some of which have counterparts in the ‘culture shock
any fielfl worker in a foreign culture can experience, is the fact that there
are neither books he can read which are tailored to his needs, nor people he
can contact who can advise him from their own experience. As is likely to be

the case with pioneering work in a culture, there are no hopefully-objective o

_ethnographies corresponding to those of anthropology (and indeed. a great many

highly-colored accounts exist); as is likely to be the case with any ploneering
work in a'discipline, thare are no human resources to whom the experimenter can
go. From my own experieir: in attemzaing this ‘type of research, ,I can predict

that the educittor of the deaf; .the teacher of sign language; the deaf themselves,

"high verbal or icw verbal; born deaf br deafened; the social worker} the sociol-

ogists; and ‘rhe psychologist--that al of these people will haveubackgrounds f
and theories- taat are in some sense 1 dequate for the psycho- or sociolinguist
studying the language of deaf children} In the case of those involved in edu-

cation of the deaf, or formally eduvqted by educators of the deaf, or whose

) /b—/_‘a.

0



~linguistics (Boése's work most recently, though perhaps the studies of Fry and

.

-2e
prestige depends on the opinion of educators of the deaf. the experimenter will
de’initely discover that everybody has a theory to .push or a philosophy to’ peddle.
Such vested interests mean less reliable second-hand information for the exper-

imenter, of course, -and, at times, a reluctance to supply information at all

: Because the Field Manual seems the most appropriate place to collect what little.

|
pertinent work as been done with the deaf which pertains to psycho- and socio—

Hirsch (in Cenesns of Language) et al., could also be summarized), and bocause

of the afore-mentioned problems which confront the experimenter who will want

to study the language - used by deaf children as well as adults, 1 propose that

/separate section or at least ‘sub-secticn. of the next edition of the Field

Manual be devoted to language acquisition in the deaf child. I will suggest

in this paper some general areas of psycho+ and sociolinguistic research which

‘ \
‘are especially relevant in the experimenter s exploration of the deaf child"s

language some, geheral difficult‘es = and cautions which may be easily overlooked

by the experimenter, largely because he does ‘not expect to have need of the

same considerations in dealing with his own society that he would with a foreign
culture, and,* along the way, recommend some possibilities for further study,
sdme methods, and some reading material. lMany of these suggestions arise from
my own unsatisfactory experiences in part#cipating in a project in language
acquisition in the.deaf child. I realize'fhat research of this type will'be
taken up by relatively few people, yet, because I feel it is so important to
ps}cho- and sociolinguistic study, and because I feel that many of the mistakes
which I have made could have been prevented, I think that it would add .to the’
quality of what research is Hone to 1ncorpora*e at least a few germane comments

on the subject into theField Manual. If the result given here comes off as a

little sketchy and uneven, it\is probably due to the brief nature of my own work

|
‘on the subJect-—and also due to the fact' that I am as subJect to the same type

of "cultural shock' and mis1nform1nr informants that I have mentioned._

First of all, it will be useful to describe some of the implications which
the emotional problers associate frequently with deaf children will ‘have for
the scope and nature of the experimenter's research For the hearing child ‘who
signs and has_at least one hearing parent and‘for the deaf child of deaf'parents,_
there are usually relatively'fewlpEoblems of adjustment. For the hearing child

with two deaf parents and for the deaf child of hearing parents, however, there

. may be serious problems of adJustment for the young child: in the first case,

\

A11
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he may have little contact with the hearing community and its communicative '
‘system and social practices will seem foreign to him; in the second caae, the .
.child is often rejected in some way by his "normal parents who feel that there
is a stigma attached to having deafness. in the family. The experimenter will
probably want to include as his research subJects all possible combinations of
hearing and deaf, signing and oral, .children of various ages. The task of .
finding suitable subjects will be made all the more difficu t, becaase of the

shyness, introVersion, and sometimes autism, which he will find in 'some of the

- children. Once he does find himself able to communicate wi'th a particilar

child, his problem will quite simply be one.-of establishing sufficient trust '

in the child to carry out his program of -research. The significance of this for
“ th& major research tasks schedule of the Field Manual is the longer period of.

time which I feel will be necessary to build that initial communication and
trust with certain 0f his subjects: how much longer is unclear, but 1 feel

-that two years should’ provide some sort of a minimum comparable to the one-’

year period proposed by the Manual the three-year span of my own project S

would seem to me to give even mora solid ground for. scientific conclusions.
What I have said here may seem over-dramatic to the experimenter wh6’has had no
experience with the often—hysterical behavior of the deaf educator when the
word ' 'sign" is mentioned,‘or with the well—grounded wariness of\a\five—year

learned signs. If the experimenter tries to| duplicate the _Roger Brown method \

old deaf child who has a vocabulary of, at §:e most, five surreptitiously- . \'
of enticing the child into immediate communication by means of an attractively-{
destructive game (recommended,on p. 39 of the Field Manual),' he will be sadly
disappointed at™the results. More than likely, the experimenter--especially l
if he is not a proticient signer--will be ' tuned out" by the deaf child or
hearing child who does not speak; and while it is possible to get the hearing’

child's attention by ncise, the experimenter will find that it is almost impos-

sible to get a deaf child to look at you once he has decided he doesn't'yant

to. . e
Also relevant to the major research tashsrdescribed in the Manual“is
the determination of the child's developmentf/'ln working with his deaf subjects;
the experimenter will have to be more of & medical detective than he would "
-in. worklng with hearing subjects. There are sométimes other physical abnor-

malities in the deaf child, and deaf child, and deaﬁness may only qé one mani-

/“ . S o - o
| _ X v /

s | \



.

. Instance, I am working with a 23-month—old hearing child with one hearing

.parent and yone deaf parent. ‘She seems to have the following styres. to people

. - R

festation of a syndrome. This is frequently true when Rubella has caused

deafness, and the ‘experimenter should be aware of such conditions so that his

judgement of the child's physical development will not be colored.

There is one more important point that must be made pertaining to.the
experimenter's preparation and expectations in dealing with children who use
signs alone: this is the necessity of becoming competent in signing before
your introduction to the child, which .was perhaps the most serious oversight in

the prOJect I am working with. The experimente% should realize the importance

-of presenting himself as a pérson with whom it is possible to communicate from

the very start, if only because of the emotional considerations remarked on
before. For the sociolinguist who plans to study the codes or styles of his,
subjects, too, this signing competence will be useful to give the expnrimenter

the option of presenting himselflas either a signing or speaking person. For

~4

N

she notices her hearing mother using speech alone to, whe speakS' to people’ who - -
are signed to (these are the low~vetbal deaf, and the child s oTder brother is

a member of this: group), she signs to; and to people who are both signed and -
spoken to (where mouthing or speaking softly are sometimes used instead of nor-
mal speech), she combines signs with. whispering. I would have liked to have

had the option of presenting myself as a low- or high verbal deaf person when

.first introduced to her, as it is rather hard to be present at a sufficient hiﬁ

number of times whcn she has occasion to interact with deaf people with these

differing capabilities. (note' seems to be,too late now, since once she con-

nects a.style with a'particular peTson, she sticks to 1it.)

Other difficulties™ may arise when the experimenter who is trying to learn\
sign language. Here, it is absoluéely necessary to study with an instructor ’{
who uses the regional signs of the| area\in which the experimenter plans tp

work. T madc the mistake of Innocently aqquming ﬂtlglllhnndbooks on signing)

‘were more or less standardized, only to discove that the\minual\l was using

was written by‘a Mid-west signer. Since I attempted 5p learn some s&gis-on

‘my own before beginning formal instruction, theré were many embarrassing mala—\::j

propisms in class: the most. salient in_my mind (for obvious reasons, I think)

concerns my usage of a Midweét sign for "airplane which is the California

'slang for "I love you." Similar mistakes can be avoided by early enrollment

13 /
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' in a sign‘classg there will usually be a Mental Health Services ceneér in the
' _larger citiesjof the experimenter S area which can advise him of thellocation

. of thesetclasses. There is no simple, neat, and organized method yet devised

for W iting down signs, and the experimenter will, at some point, have to re-
7z,

to the 1iterature on signing._ He should, however,akeep the dialect bias
“of the two most widely-used and popular books in mind, 'both of which are in :
.'\Midwestern signs' these’are David 0. Watson s.Talk with Your Hands (available:

from the author Winneconne Wis., 1964), which is the more substantial treat-
ment, contai ng elaborate drawings and examples of conversation; and Louie J.

Fant's Say Tt with Hands (Gallaudet College, Washington, D.C., 1964), which is

',j a shorter and more basic work. The advantage'of Lottié Riekelof's Talk to the e
Deaf (Springfield Mass., '1963) is its use:of photographs rather xhan the sﬂpe-
l
times ambiguous and confusing drawings of Watson and Fant. There is also a

sign 1anguage dictionary written by W.C. Stokoe, but this is more an application

of the unwieldy system of Sign—nptation created by Stokoe than a practical
reference book fJ% the- experimenter. ' .

Another area in which the e§berimenter studying language acquisition in,.k
‘the deaf will have problems largely uj%orseen in the Field Manual is that of

disco%ering parallels in signs (o the concepts, of phoneme, morpheme, allophone,
allomorph, and so on. ' Although there is an unpublished;thesis written on'the"
_,rsyntax of gign 1la uage; there are relatively few works which give'an organized
'account of the sign counterparts to these lower-level concepts and a reformulatior
of them to fit the reduirements of sign language. The two that T think are
" regarded as based on 1inguistic principles (and therefore free ‘from the hap- ;
P hazard kind of overgeneralization often issued by the oralist deaf cducator,f
i.e., sign 1anguage is inferior to spoken language because you can't express
abstract terms, because tense is optional,cetc.") are Bernard T. Tervoort's .
"Esoteric Symbolism in the Communication Behav1or of Young Deaf Children"
. (in American Annals of the Deaf, Nov. 1961 Vol. 106, No. 5, pp. 436-480) and
W.C. Stokoe's Sign Langugge Structure: An Qutline of the Visual Communication/

Systems of the American Deaf (University of Buffalo Studie&’ in Linguistics:

Occasiopal Paper No. 8, Buffalo, New York, 1960). The first is especially =
’heigﬁﬁipin finding equivalents to supersegmental phenomena in sign 1anguage;

for instance, the author cites examples frothis'studies with Dutch and

b4

\ | . ‘../ )
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American deaf children aged seven-to twelve to uphold his hypothesis that |
mimicry and an exgand;d or truncated version of the normal sign to the same
end that the speaking child uses intonation. TTervoort's analysiS'is directed
to finding whole units of meaningful sign, however, and will therefore not help
the psycho-and sociolingulst attempting to go below what might be called "mor- '
phemic" . leGéi Stokoe's system will be of more use here: Stokoe—s~subjects'mrjr—;

} ~ were the adu1t deaf of Gallaudet College for the Deaf, and he arrived at his \

-

analysis by watching filmed conversations between them. Stokoe considers hiS/“'

system a parallel to a phonemic inventory, and,most of his work is in finding
. the complements to the phone and phoneme. (noég.' this-1s quite a brief synop-

1 S Y . H
- 8is of Stokoe's system, actually, and the Field Manual inclusion would warrant ‘I

a more detailed one. ) He describes‘signs as made up of va series of contrasted .
movements that are patterned and form a system.. These movements differ syste~
matically with respect to location (a tab, "in Stokoe's formulation), configur- .
ilation (a dez), movement (a sig), and the part of the body they use as a refer-
" ence. Stokoe has the chereme as an analogue to the phoneme, and defines it as
"that set of positions, ‘configurations, or motions which fhnctinn identically
in the language; the structure point af sign language." (L think if a selec-
‘tion on deaf children is added the "Table of Symbols" found on pp. 71-74 of
. ' Stokoe's book ‘should be reproduced; it is not a particularly easy system to
learn, but it seems to be the only complete and formal one going, and will"’
help the experimenter descr1be the child's versions of adult signs, which is
especially important in investigating whether they differ from the adult signs
in some regular way.) . .
The experimenter will also find it necessary'ko find equivalent wayslof
testing the linguistic competcnce of the\signing or/signing-and-speaking child..
.Once the idea of imitation has been grasped by the chi d, there would seem: to<~
be no particular problems connected with that type of ¢xperiment: the one- .
great caution that should Pebgiven to the experimenLer 1sithat he must constantly
‘be on guard against the temptation to ‘consider sign langrage a direct trans- ,
lation of spoken English syntak. (This warning holds generally for sign-to-
spoken English translation, where similarities between -the two codes may cause '
the experimenter tslcredit the child with extra words or inflection because
these are,necessaryuin the spoken translation; and the reverse problem, of
course.). The many inflections which are available for Berko's experiments in

N
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morphological competence simply do not exist in English signing. There are,
~of course, finger spelled tense inflections and plurals, but these are a’sure

- sign to the deaf that the signer is not a native signer and is subject to much
interference’ f¥om the spoken language. Some inflections similar to those men-

tioned in the Field Manual I have noted are the signs for -er (the agentive

. Suffix), and -er and -est (“he comparative and superlative suffixes). The ex-
perimenter may, also expect to find a primitive grammar in the signing child.
similar to the initial appearance of the pivot classhopeh'class combination in
the speaking child. As far as I can tell from the children I have been working
with, this construction is found in such usages of the deaf or hearing-sigping
child as ‘the signs for more eat, where more is a pivot sign- -and eat mdv be re\\'
placed by other appropriate signs; and as the signs for aby ciying, where the |
sign Ffor gaby is the open class sign and c gxing the pivot sign.

The problem of inventing nonsense 'signs through which he may ‘test the
signing child's ability to handle inflections and other questions of sign 1ang-
uage morphology will usually be solved by the - children ‘themselves. The exper-
imenter will find that the children readily invent new signs for unfamiliar f‘
objects, and that individual families 'often have private ‘signs which replace'
the normal adult usage in sizning to the child; both ?f these prove excellent
sources of signs which iil be suitably meaningless outside of the families
in which they were\invented, and at the .same time fit the %morpheme-structure
conditions" of signing which the experimenter may be too inexperienced to handl :
at first. One example is a sign designating any fi@rce-looking, toothy beast,
created by a 2. S-year-old child: a fingery caught’ deenly between clenched
'teeth (since the child is hear!ng, there is an optZonal growl sometimes includ d)
More pertinent to sociolinguistics, and definitely deserving further /
research, are address system and baby-talk style lused in signing. The '"name ;
sign" of a person is simply the finger—spelled initial of the person's first/
or last name; if a married woman, the initial of her maiden name is sometimeq
’ retained in preference to her married name. Associated with the initial ise/
uSually a place on the body where the letter is signed, a place which may b
symbolic of the person's personal or physical characteristics or occupationJ
a person with a prominent nose may have their initial _signed along~side the
nose, a psychiatrist may have the sign for "Doctor" plus’ the, initial of thq

last name signed on the forehead. Somewhat akin to the use of nicknames ié

10-'_-'
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the increasingly personal number of variants which may he added when greater
familiarity is reached. The psychiatrist of the previous_exanple, for.instance
reports that her deaf students began by addressing her‘as "Doctor S."'signed

on the forehead, which, when she got to know them better, gave way ‘to "Doctor
H." --the initial for her first name, signed in the same place. At a still

1ater date, she got to know some students on a social level as well, and on

. one occasion brought her boyfriend to a party given by one of the students.

News of her romantic intérest apparently spread fast, for when she returned to
teach her class the following Monday, she found she had been given a third al-
ternate name sign:- "Doctor H." signed on the heart. Signs for-all the kin
terms exist;fand it qould be interesting for the experimenter to study the
acquisition of these address terms andfnicknames in signing &hildren. . .
| "Attitudes of parents‘toward baby—talk.style and their characteristic be-
havior when using this style is ancther fruitful area for study. I have noticed
that signing mothers sometimes use signs which I know to be incorrect, yet are
vaguely recognizable as the. standard signs. When I ask them why, they respond
that the chlld is too: young to make-the proper sign, and their version is
"simpler." This simplicity, as is often the case with spoken baby-talk lexi;'
con, is often imaginary; at least as far as ease of movement and economy of’
mtion are concerned. Sometimes, as'i have_mentioned, there are_"family’SignS"
parallel to the_"famiiy words" of“spoken.baby-talk,l I have, noticed the same
"bahyjsign" versions of adult signs in two separate families, both of whomldes—
ignate them as "family signs." Perhaps there are general characteristics of
"baby-signing' to be specified in much the same way as are Ferguson's possible
baby—talk urlversals; at any rate, more work would be necessary to state tne
commplete characteristics of baby-signing and the relation of these to baby- .
ralk. I have also noticed a definite shift in the complexity of signing syn-

i

tax when the addressee chanpes from adult to child: there is an overall re~

. duction in length, increased humber of SAAD NV N N and, N V PredNom sentences,

*and almost exclusive use of concrete: nouns. All of these reca11 the similar

characteristics of baby—talk style.
Another problem, unique to work with signing or signing—speaking children,

is the" necessiLy of a videotape machine to replace the tape recorder. Since

‘the children I have been working with do not go much beyond the initial two~

word construction stage, a combinatlon of fast note~taking and speaking out

.
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loud into a taperecorder has sufficed so.far. The project has recently bought -
videotape equipemnt, and I have no doubt this will be indispensible'for an’
accurate study of the later stages of the children's grammars, dnd for a des-
cription of their use of styles and codes. The proposed section in the Field
/" Manual will have to include, therefore, some instruction in videotape techniques.
The difficulties in obtaining the parents permission to use videotapes
~at all bring up the many similarities between the linguistic situation in the
\ deaf community and in.the.newly:Westernized bi=lingual or digldssic country,'
as described in the hanual There'are striking'parallels both in the social ;
“attitudes and linguistic beliefs and in the strategies and discretion the ex-
perimenter will have to use as'a result of these attitudes -and beliefs In the
.Manual. section on "Multilingualism and Multidialectism,ﬁ for lnstance, the ex-
perimenter will do well to use the sample questions - regarding values concerning
‘ languages (p 178), as well as additional questions specifically designed for 'H
the sign1ng—speaking dichotomy. I have already suggested that ‘the experimenter
is likely.to encounter such~opinions -as the«impossibility of expressing abstract
.and logical thought in signing. 1In addition, further experiments may disclose
‘that’ greater intelligence is imputed to the high-verbal deaf and to the spoken
variety of English in .general; that the interference of signs or sign ‘syntax
into spoken English'is‘discouraged;”and that those'fluent in spoken_English'- .
are thought of as the more ambitious members of: the”community,'tﬁose'who have
the greatest leadErship potential. These are, of course, only guesses on my
part, and hints of what I ‘think would be discovered with more-lengthy research.
’Because of the hierarchy of’ the- deaf community, where the high-verbal deaf Lo
are the elite, and because they are the first members of the community the ex-
perimenter is likely to. meet, some of thg'admonitions‘given in'the ﬁanual under
,ﬂ‘ . "Problems’ of Social Change" (p. 87) about Westernized informants are also appli-
o cable. Since' the speech of the high-verbal deaf is much easier for the exper-

imenter to understand, unless he is already used to deaf speech it is they ‘

. >

- that he will probably choose for his informants, assistants, and interpreters.
A3 with the Westernized bi-lingual, however, the high-verbal deaf constitute a
marginal part of their own subculture. This situation may not immediately oc~ .
cur to the experimenter. who is in the position of studying a small minority
within his own culture; he may not expect to find people judged by the type of

educational philosophy they espouse, the fine points of what may seem at first

\\‘/, ‘ | ‘ 1 8
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to hip a very unified communication system, or other criteria which appear to
him "foreign" in his own culture. In reality, he will find that the same ten— '
- dency to give the experimenter the information they think he wants, such as
describing a- more complicated, spoken English translation of a low-verbal deaf'
person s signing This would be in accordance with the higher value placed on'
_ spoken interference into signing. Parents are also prpne to give this type of
misinformation, sometimes the intent to deceive is not‘i tentional, but the .
parent or. informant will try to give’ the experimenter thQ\picture of the deaf ,'
community which. they think will be best received by the experimenter s superiors.
Boese has reported that, while he was conducting a wide-scale survey on the
communicative practices of the deaf. One question concerned the particular
places or situations in vhich_the deaf person spoke ‘or signed in. tabulating
the results, he noticed that a great niany of the deaf, whOm he knew personally,
gave jspeaking answers he knew to be wrong._ When he asked them about their
misrepresentations, most replied“that they realized when they sfgned and when -
they spoke, but did not want to get him 1a. trouble by admitting that they signed
"most of the time . l _ '
Attitudes such as these reflect the long—s*anding oral-manual controversy
in the education of the deaf and give the experimenter some idea of how strong
i the fears and prejudices stemming from it still are. If the experimenter intends
to do any work with the formal education of deaf children, or if his subjects
attend any of the,classes for deaf children, he should be forewarned that his
psycholinguistic knowledge tha any one communication system is as good as any
other should be temporarily ‘abandoned. These schools are virtually ‘all oralist,
-and from my own experiences, I can predict that: the unusial and vehemént ans-
| wers that the experimenter will derive from linguistic beliefs- interviews with“
oralist educators and oralist. parents will write his thesis for him. The fol-
lowing is an exccrpt from a conversation§with the head therapist in an oralist
school for the deaf. T was innocent of the school's oralist policies.aL the
*outset, but gradually realized the doctor's persuhsion" '

.

(Discussing instruction in a class for. three-year-old deaf
children, few of whom had any residual hearing at all. )

~« Ext: How do you communicate with the children?
DoctorS.: Well, our philosophy is that, if we ‘put enough

language in to the children-~and I' m talking about language,
not speech-—we figure that eventually something has to come

out.
19
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EX: What's the difference between language andvspeech?
"\ Dr. S.: We try to use words in context, not just speak to
' them. At this age, though, we think they're: really too
. e young to have anything. forced on them, you know. I've read
i © im the biographies of many deaf people who say that they -

- : ‘weren't ready to use language until they were twelve or
‘ so; then they say, it just dawned on them, all of a sudden...

‘Ex: Then you don't .try to teach them to Speak?
Dr..S.: No, no, not‘yet.

(taking the plunge) Do you use. signs’r

4
3

" Dr. 8. Well‘ no; none ‘of the children know signs We dg
_use gestures alot with them. : <
Upon further investigation, 1 discovered that some of the "gestures" used
q...»by Dr. S. ‘were very gimilar’ to the standard signs, although he did not know.
signs. In order to prevent what could become a heated exchange, and thereby
cause the experimenter to lose some of. his subjects, I recommend that he be
,aware of the philosophy of as many of the people in the deaf community with
. 'whom he will come in contact.with before he meets them.\ To help the .experi-
" menter understand thq background of the oral-manual,controversy and the ra--
tionale of each side's stand, these books will be useful Herbert R. Kohl 8
"The Education of the Deaf Child as a Culturally-Deprived Individual” (in )
The Deaf American, April 1967, pp 7 -10) and- his Language and Education of the.ﬂy
Deaf (Center for Urban Education, New York l967)° and Kathryn Meadow s~The .
- Effect of Early Hanual Communication and- Family Climate on the Deaf Child 8

Developmen (University of California, unpu7lished Rh.D. dissertation, Berkeley

l967) and her "The, Multiple Dilemmas of the Parents. of Deaf Children i(in _

The California News, Vol. 83, No. 6, (Feb. 1968), PP. 1-4) . ; /‘-
- Another interesting aspect of working with deaf children is the opportunity

to study how their hearing siblings and other neighborhood children use signs.
I -do not know that this fits into any category pertinent to socio- or psycholing-
uistics; it miéht serve, by merely noting that other children the deaf child -
interacts with know signs, as an indication of a wider available communication
network. A three-year—old deaf child I am working with. has a two-year-old

. . - hearing brother with a very sophisticated grammar,_but almost unintelligible

P phonological system Whenever someone cannot understand the two-year—old 8

o . k]
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‘Apspeech,-he will fesorp to. signs after a few unsuccessful repetitions. Other
children sometimes reserve signs for'labelliﬁg'games; the two-year-old just
- mentioned has a/routine-dﬁ naming five or six animals by signs alone and in

a fixed order.
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Like many of us in the summer. workshops who v1ewed the
v1deotapes made by Barry Gorden! of his 17-monrh-old daughter, -
Heida, and her mother, Cathy Gordon, I was struck by the tremen;
dous effort, or so it seemed, on the part of the parents and thp
‘child to communicate ‘with each other. One can think of an adult
'model of communication as con51sting of (at least) two inter-
_locutors who share a common grammar and have access td a common
.lexicon. Howeverilxn the 31tuation before us of a 17-montq-o]d
'child and her parents, neither a common lex1con nor a shared’
grammar can be assumed., Clearly the ‘adults bring a lexicon and
a grammar to the scene, but what the child brlngs is undetermlned

. ’Solely on the basis of this one 75 8ec.. instance of communication :
which ‘comprises the data before us, I cannot construct either a
”grammar or a lexicon for Heida.2 Despite this curiously unbalanced
situation, many of us who v1ewed the v1deotapes felt that Heida
. was communic ating with her parents and they w1th-her.' What then,

do we observ1ng take to be communication in this setting? . For the -

1. Barry Gordon, a graduate student in psychology at Berkeley,
very graciously made available these videotapes for our v1ew1ng and
4d1scussion.

2. To construct a lexicon for Heida, one would need to know what
distinct utterances, perhaps "words", Heida had at the time the tape
was made. With vocables that seemed to occur with many intonation
and intensity patterns, one would have to look for regular occurrences
of the-vocables in specific contexts. Dr. Charles Ferguson, in one
session, suggested that despite the 1ndepnndent variallity of the
phonological material, e.g., /ne, eh/, one could perhaps separate

the vocable(s) into morphemes. Such a semantic separation is not
possible on the basis of this 75 sec, as there are not enough in-
stances of the contexts in which the vocahles occur.

.\. g
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purposes of this analysis, I should like to talk about communi -
cation as the joint accompllshment of understandlng. That 1s,~
that an 1nterlocutor can act upon the talk or movements of a-~
nother interlocutor. Th1s acting upon, be it talk or movement,
I will take as constituting 1nterpretatlon. The purpose of the
present analysis 1s to descrlbe the 1nteractlon between Heida

"~ and her parents as a first approxxmatlon to the questlon of how
= understandlng_ls, or perhaps is not, accompllshed among them.
The f1rst question I had as I v1ewed the tapes, and the
reason for selectlng this particular 75 sec. slice of tape, was: .
How .does Heida get her pdrents to focus on somethlng she appears“ﬂ,.
'to want? By the same token, how do the parents get Heida to |
pay attention to or look at somethlng they want her to; in other
g words, how is commona 1ty of focusy obtained? This question of
focus has ngén rise to other considerations, and what I ‘should
~ like to offer here ;re some posslble things td look at 'in thls
partlcular 75 sec7/sequence. I will follow a few of these con—‘.
slderat;ons through the entire sequence to see'in’what viays
.they provide z perspective for observing the data.
Let us first look at the gross movements of the partioipants
'in this scene. Whatl are the1r spat1a1 relatlonshlps to each other

in the on-golng scene° In the follo\}?g flﬂure the general moVe—'

ments of Heida, her mother, and fathen are diagramed.
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_ (H) = Heida '
: éC) = Cathy 2motherg
i ‘ B) = Barry (father)
. - £ = fireplace .
] ¢ = couch
_L-' 't = camera on tripod
: ~k = door to kitchen
‘ —=<) = movement >
. Ch Figure 1. Movements of Heida and her parents
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What can Wellearn from observing thezmovements of the parj// :
t1c1pants toward and away from each other? Is it pOSSlble to -
say that.Heida gets her parents to look at what qhe "wants"'
‘can we see the parents malntalnlng their 1n1tia1 positions for "J’i
50 sec. as treating Helda as an equal partlcrpant in thlB scene? {.;.
. Or 1s th1s just an 1netance of their relaxatlon of control of nﬂﬂf%f
‘their child’ 8 act1v1ty as long as it 1n no way can harm her and ;.
. does not requlre the1r 1ntervent10n° Is their paying atten 1on L .
_to Heida simply an artlfact ‘of the fact that she is, being filmed? coa
0bv1ously, we as observera have no way of knowing Heida's 1nten- "
tions or if she has anlxntention./ It looks as thdugh the move- B
. ment. that takes her off the couch and away from her mother chts
' _into the movements that bring her back toward her mother tofthe-‘
-fireplace whlch, perhaps, attracts her attentlon., In her reachlng '
f'out and lookxns a4 ‘the flreplace she,. may notlce the graham cracker,
If she does indeed see the graham cracker and wanc it (or a fresh
one from the kltchen), all'Me have as an. 1nd1cat10n of her"direct-
ing the focus of her parents' act1v1ty 1s the length of time she
malntains her posltlon before the flreplace - 20 sec. before- her e
parents come over to her and 14 sec. after they Join her there.
Is that evidence enough for an observer to impute 1ntentlonal1ty 'fff
-to - Helda, is 1t even ev1dence enough that her parents see her stance
in front of the flreplace as intentional? I have said’ that I would
take an 1nterlocutor's actlng upon .the talk or movements of another

~
. as constltutlng an 1nterpretatlonn ‘It seems as though Helda!s

26
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parents act upon her movements or talk in that they come to her .
'at the flreplace. Further Heida, }erself, seems to act upon the
last movement of her mother in this scene in that she follows
her- away from the flreplacé to the kitchen.

By repeated v1ew1ngs of” ‘the 75 sec, of v1deotape 1t was
"posslble to (1) wrlte down the verbal string of each participant,
(2) construct the’ settlng in terms ‘of the movements of the par-
t1c1pants tcward and away from each other, and (3) coordinate
: movements of the major body parts with the verbal str1ng.3 The
coordlnatlon of body movements and talk was poss1b1e only for
Helda since there was only one camera in usq and 1t was focused

upon her. Thus the data tells us very little concernlng the
.~non-verba1 1nput-to Heida. We were, however, able to ask What
is Heida doing-withwher body when she ‘talks or when her parents
are talking? . Are there any gestures or are there features_of“
| gesture ggd'sound or gesture gr'sound that-accompan&"her focusing
on her mother as opposed to her looking.at the fireplace?
Consider, first, the verbal strlng for Helda as gi in-
pend1x I. What sounds can be d1st1ngulshed° what 1sv:ie1r
_ phonologlcal shape? Does a certaln spe01fiable vocable always

occur w1th the same 1ntonatlon, louane S, and duratlon? Or do

'3. My husband Bud Mehan, spent many hours v1ew1ng the tape with
me and construct1ng the detalled descrlptlon glven in Appendix I.

AN ‘.’.'_. [Ny
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we hear short sounds vs. long sounds, loud vs. soft, rising

vs. falling intOnatioh, and do-Qhese.features spread across all
_the d1st1ngulshab1e utterances'> Does any sound seem to“ha?e a

given mean1ng°’ : . - }

Solely by . llstfnlné to the verbal stream in th1s 75 sec.,
1t does not appear~poss1b1e to assign phonologlcally dlstlnct_“
vocables such as. /ne/ or /a ye ye ye/ a speclflc meanlng. If\we‘
look at features of these utterances we can observe that-a short, .
- sllghtly r1s1ng sound, whether /eh/ or, /ne/ is d1rected toWard
the. f1rep1ace (see AppendlxIE), whlle a/longer, comparatlvely
louder sound is dxrected toward the mother. As Dr. Ferguson.
suggested (cf. footnote 2) for vocables which appear to be in
"equal varlatlon," .8, /ne/ and /enh/, one mlght try to assign
" meaning by look;ng at fsoclol;ngulstlc"-ﬁectors. Along these
1ines one might suggest that a'loud'SOund?of'longer duration,r
._whatever :h;/fﬁtonatlon,'when accompanied by the clenchlng of a
fist semms” to mean "demanding." ngh short, sllghtly rising

.sounds, when. He1da's focus is directed toward the f1rep1ace,|

the gesture accompanylng is one in wh1ch the flngers of the hands -

are outstretched though her arms may be ra1sed or down at her sides.

He1da s fists are never clenched when she is looklng 1nto the
f1rep1ace only when she is looklng at her mother (though, of course,

they are not always clenched when she 1s looklng at her mother)

i
i
i
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Assignment of meaning hj reference to'context probably.re-
duires more than th{;'75fsec, slice of tape. In the.25 sec.,
that Heida stands in front of the fireplace (see Appendices -
-I and II)‘she says /ne/ sixfout of the twelve times'that she
Speaks. Tw1ce her gaze is at the f1replace, tW1ce at . her
mother, and twice it moves back and forth from her father to
._her mother to. the f1replace. The vocable /ne/ is accompanled
by. no arm and hand movement, a clenched fist, flngerb extended,
&S pumplng up and -down, and a head nod. The occurrence of
/ne/ and a specific 1ntonat;0n,-1nten31ty, and gesture are nct
consistent. The tape just does not,provide_enough-instances of
'the'cOntexts inhwhich /ne/ occurs. | -
Hv However, on the basis of’ the analys1s of the congruerce
- of phonologlcal materlal and gestures or p01nts of focus, one
might,/ erhaps, cons1der looklng at other sequences of tape
ltaken/at about th1s same time to see 1f there are regular occurf
.rences of certain’ comblnatlons of vocable, focus," gesture, 1nto-
' natlon, 1ntens1ty, and duration. For example, does it hold 1n:
| other contexts that a clenched fist plus /ne/ can be used to
dlstingulsh whether Helda is looklng at some obaect or at her '
mother? Would such a statement prov1de greater ev1dence for
i'attrlbutlng a'meanlng'to /ne/ + 1ntonation +, gesture + focus?
The analysls of Heida's verbal Stream ancmcongruent body move-
‘ments suggest that, for an_observer,jand perhaps even-for the

parent, understanding Heida is not simply a matter ofllistening
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to what she says vhile keeping an eye out for a special cuingﬁ
‘gesture. |

Such an admlsslon brlngs me to the next cons1deratlon, !
'namely, what efforts do Helda's parents make, throughout the
‘1nterchange, to understand what she is saying and d01ng9 j
Further, can we- detect efforts on Helda s part to get her parents
to look at‘what she appears to "want"? One approach to this
'questlon treats communication as the creatlng or accompllshlng
of understandlng between adult 1nterlocutors who use "1nterpret1ve
procedures" (Cicourel,; forthcomlng) or [the "documentary method
of. 1nterpretatlon" (Garflnkel, 1967, PP. 76-103)] ‘The 1nter—
pret1ve procedures are in the form of a series of statements
about what every 1nterlocutor must know and use to make sense of
or as51gn meanlng to the on-golng situation in whlch he finds
himself. “It is’ assumed that the 1nterpret1ve procedureslare
features of and,ev1denced in any interaction. The data ’o which"
_ the 1nterpret1ve procedures are to be applled (or the dama N
.gathered by the use of the 1nterpret1ve procedures) is Jhe talk S
.of the 1nterlocutors. The model. assumes that evidence for membersy//

/
maklng sense of the1r env1ronment can be 1nferred from thelr talk.

|

Members glve accounts of the1r act1v1t1ea and, in order to glve”

/ R
.these accounts, it is assumed that 1nterpret1ve work must have-'
been done. Applylng th1s model to the 75 sec. before us entalls

’ kad

- going through the 1nterchange looklnz for the making sense or

i
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'accompllshment of understandlng on the part of each 1nterlocutor
by the use of the 1nterpret1ve procedures.- However; in ﬁolng
;thls it must be remembered that the model was hesigned for de-
\soribing adult interaction,-and what_ we have before us is the
interaction'between an adult;and a chiid. Do we flnd eV1dence
:of sense making only on the part of the adult, or does the ch11d
say or do anyt;ng that can be taken as meking sense? In-thlsw
odestion I am asking what is the status of the ohilq-ggg'inter-.
locutor. | : S - f“ R s
Fromzthe beginning; accounts erevoffereo'by'the mother'for
'Heida s‘aLtions. When Heids throWs down theebook and climbs off
the couch, her mother says, "Helda is very emotlonal these days "
When Helds walks across the room her mother asks,'vhat are you
dolng?". Later, when Helda 1s in front of the f1replace, her
' mother says, "It seems llke she wants the fire on...hot hot, ne
ne, somet1mes She says that for hot."' And after Cathy (the mother)
has Jolned Helda at the flreplace, she says,,"Oh, I th1nk she wants:
the graham cracker."” These are examples of the mother trying to
" ‘make sense of vhat her child does and says. )
' The accounts Cathy gives of her damghter's activities change'
:during the'oourse of these-verylsctimities, that is, at one point
ﬁ-Cathy 8ays "I th1nk she wants the f1re on," and 1ater she says,

ny thlnk she wants the graham oracker."‘ Cathy does not carry one

account throughout the vhole scene, but rather her account is in-

-
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fluenced by Helda s onagolng act1v1ﬁes,and one account glves way: - -
’ to other accounts [ef. C1courel (forthcomlng, P. - 20) and Garflnkel
(j967, p. 89) the "retrospectlve-prospectlve sense of occurrence!].
. ' Cathy!s'statements "Heidals.very emotional”these days" snd )
"What are you doing°" seem'%o indicate.that she is imputing to
Helda the capacity for emotlon and intended action.., Her d1rectlon o
. to Heida to "Come and get your brown furry bear" assumes 1mp11c1tly
that Helda knows What "brown furry bear" means; it assumes that
Heida can understand speech [ef. Cicourel . (forthcomlng, o. 18)
‘"the etc. notion"]. ‘Note here, that Cathy uses talk to get R
Heida's attentlon rather than carrylng her over to the brown furry
.\bear or dlsplaylng the bear to her.~ It may be that in response
to Heida s "um" and gaze at. her, Cathy repeats her d”lrectlon.
" If so,this mlght be taken to 1nd1cate that Cathy asslgns Heada
the status of h hearer, if only for that moment, who can under—
stand. o " o B o i : N
When Heida“breaks insupon‘Cathy's repeating "Come and get:
_ yourdbrown furry bear that is 8Q. close to me rlght-now," Cathy
' finishes the sentence and there 1s a pause. This pause (of 12 sec. )
may suggest that Cathy is 11sten1ng -y Helda,’that she 1s, for that
tlme, asslgnlng Helda status as &' speaker. Cathy may have -just made
- thls statement to keep Helda in the room (although Fexda ‘has already i
'stopped at the beglnnlng of Cathy's statement, See Append;x I)

Helda never focuses on the brown furry bear, and. Cathy drops thlS

-
/

as a top1c of conversatlon L soon as Heida offers some substltutablef
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. p01nt of focus,” Further 1nd1¢..;on that Cathy is 1ndeed llsten- .
| ing to Heida- is seen in Cathy 8 account of what Helda -said and |
d1d during that 12 sec. Cathy a551gns a meaning to Heida's
utterances 1n saylng, “Hot hot, ne, ne, sometlmes she says
:that for hot." Here it seems that Cathy is taklng this partlculac
utterance of" Heida's to be 1ntent10nal and 1nterpretable [cf.
Clcourel (forthcomlng, p. 19) "normal form" and Garflnkel (1967, v
P 94) "management of perce1ved1y normal values"], ~ :
" Cathy's statement "It seems like she w;hts ‘the fire:on..."
- may ‘be d1rected to Barry or to herself, but it does not seem to
" be directed to Helda. At that moment, Helda 1s a top1c of con-'
'.hversatlon, not & particlpant in the conversation. Another
1nstance of Helda as top1c of conversation is. the 1nterchange i
' between Cathy’ and Barry in whlch they talk about turnlng the f1re"'
on., Their talk goes on rlght over Helda s. It can be observe&,
then, that at t1mes Cathy does and at t1mes she does not traat
Helda as a speaker-hearer. Sometlmes Heids's activities are
taken to be 1nterpretable in themselvcs, and Cathy acts upon them.-
N”At other times Cathy turns elsewhere (to herself or Barry) for o
an explanatlon or suspends interpretation until she has more to
go on.. On the basls of Cathy's accounts of Helda s talk and
actlons, I think it is possiblefto sﬁy.that Heids's membership R
”"-as a partlclpant 1n the conversaton is not taken for granted

. throughout the conversatlon. Rather, her ststus in the_on—going
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conversatlon is subJect to moment to-moment changes. a8 an ;
equal partlclpant ("Oh,. do you wanf-that graham cracker in the
fire°")§nas a less—than-eQual'partdcipant”("iﬁll*go get‘you a

i graham cracker, o.k, you wa1t here.") and as a top1c of con-
versation (1 think she wants that graham cracker in the flre.").
Is thlS change 1n accorded membershlp a general feature of con-

versatlons between adults ‘and ch11dren? If 80, is it a feature

‘unlque to- 1nterchange between adults andchlldren, not to be”

‘,’/ . i

found in adult 1nterchanges or those between ch11dren? In g
Cathy's talk I be11eve there is- ev1dence d‘ her -effort to -inter-
*pret Helda s talk and movements. "Is there any indication in
Helda's talk and/or actlons that she is worklng to 1nuzrpret
what her mother says? e fﬂbh .

In the case of the mother; the. datanauailablelto us as
’ observers 1s, with very few exceptlons, her talk. In the case
- of the ch11d, I have tr1ed to show the d1ff1cultv in aSSlgnlng
ia meaning to her talk and actions, thus it may be- = : '« that‘,'
data isjnot auailable to which the interpretive procedures may
&be appl*ed. If this is a correct 1nterpretat10n, one suggestlon
mother both prlor to and after the one belng d1scussed and focus
on the mother' 8 efforts to understand Helda s act1v1t1es.' For
example, at an earlier t1me, d1d the mother speak 1ess9 Would

she have been more likely te brlng the bear over.to Heida than

o
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to tell Heida to come and get{the bear? Th. 0““stion here is

how the mother's accordance of status to- the chlld as a parti-""
01pant 1n the conversation changes over time? :
I stated at the beginning of this paper that my purpose
" pwas to describedthe interaction between Heida and her: parents
as a first approximation to the question Qf how understanding _
' is,wor is not, accomplished. I think 1 have shown that the.. o

: mother tries to 1nterpret the child's utteranoes and actions.

P

These efforts may be analyzed by applying the documentary method 3

to. the mother's talk taken’ as data. When it comes to showing
the child's effort to understand her parent's talk I find myself
~on very shaky ground. I ‘have, first ‘of all, only one instanceu_
of an- interchange between the child and her parents. This limits

o me in oonstructing a lexioon for Heida s talk or for her talk. +

movements. I have ‘no theory which tells me what to take as data
:and=no methods whereby to analyze the- child's utterances and
movements.; Perhaps some of the.considerations mentioned above

will be of help in thinking about what @ model of child-sdult

communicationfmight look like. If communication is being accom-.“

plished in this “T5 sec., 1t appears to be solely a construction

/ )

kby the mother° the child's part in 1t remains unavailable to an

observer. B /
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" Heids and her Mother (0)

| -;Q- 5 see,

are sitting on the couch

looking et a picture book,

4

PRI T

H shrieks (a lomg -
vocable which rises

~ and then falls), She

throws the book off

" her lap, gets off the .

cough, and walks away

~ from-the coueh,

5 580, meme

‘* .

VA

(C): Heida's very emotiomal

these days,

{ -




Cvoo(B): / ul /- (rises, then

N falls), She is panting as:she

walks in the direction of the

- kitchen door, She takes two

- steps from ‘the couch, slows,
~ - and stops by the entrance to the
| -“ltchen. o

' 15 gec,

(o) What are. you d01ng°- (GJ Heida, come and get your‘.
(normsl tons) \
(H) stillpanting goes up on |
the balls of her feet, takes:
_alnﬂe%m,wdmmbh i
'gmmmmmw
;hmMnMWbymwumon‘
- the bell of her right foot -
*and throwing her deft foot
over. ' She ig now'at right- -
angles to the kxtchen doorway.

‘ ““’Azms' hang loosely
HE§3§° cupped




o

oo ()2 brown furry bear, - | o (C): Come and .get your brown:’

~ (H) takes two steps till she - (H) Head end eyes turn toward

‘stops in 'ront of the fireplace, o - flreplace, torso pivots at
v | ) T waist 80 that shoulders and <
gggz: erect . N o - / upper body are oriented at -

yee and head: toward mother | S HM@M&WWMRf

Arms: down-at sides - o _ - fireplace, She bends her °

Hands: cupped, palms in toward leg, -  mees slightly, :

\ fingers extended, . " | e “ ¥

Feet: ahaad, 8o that che is per- ) | L aru: raised from side to .

?ﬂzcular £0 the flreplace. - . : shoulder, outstretched in
| B - direction of fireplace,

.(H) /um/ (short, rlsxng) 1 hand:rfingnra outstretched,

ends,

(14 ig possxble that Heida's R arm. remains down at side ;
fun/ gets (C) to repeat what  hand: opeming and closing, -
she has just. sald.] Tingers outstretched and -

o ! dewn, palms in foward leg
Peet: remain pefpendiculer
to' fireplace

A2
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’MMMWEN'MMMmmmm;, . (B): /ab/ (short,
L o | r:.sihg sound)
(R): /eh, ab/ (short, (H) -

rising sound) , Head and eyes: turn toward (C) . (H)
[(H) breaks i upon Torso: pivots at waist with slight Head and eyes: turn

 knee bend so that toward Iireplace so N

Shouldera and ' upper bodz are straxght that focus is dlrectly
) down into the. f:.re- o

: drops down to slde - * place, ¥
_ R arm: remains at side - ' Torso:pivots at miat-
fands: open, palws in'toward legs, Witk slight knee bend-

. fmgera extended Shoulders snd upper -
Feet: renain ‘pointed straight -~ body: are’ orIent'ed |
. ehead and perpendicdar .t al 30 deg, angle to-
. fireplace .

"~ the f1rep1ace.
. L amiraises from
“8ide to _shoulder
outstretched |
L hand:outstretched
“into the fire with
~ fingers extended
R arm and hand:et eide

C) s sentence, ]

;fJ

[ (§)'s turn avay from the flreplace |
toward her mother described above
takes place very, very quickly,]

5. 860, =




'
/

- ‘ /’,' "

() / ﬁe’/f(short,fising) B (H):/hé/. (long, \'(Hjl (drawlng~in .

- louder, and rising)- . deep.breath) /en/
(H) - (H) -7 (loud, long, and | J
~ Head and eyes: remain oriented. - Head and eyes: raise sllghtly falllng ‘
toward and down into fireplace, Tron their downward  (H)
“?%QI remains griented toward orientation to-a level Arms: both are down
- {ireplace - gaze gt (C) : - at sides ‘
L arn and hands not visible\, , - Torso: pivots dt waist = R R hand: mekes fist:
R arn and hand: arm at side, hand thoulders and upper body: ©  Which remsins
 Topem - | | - “stralght ehead E ) © cltnched for the
e | | MmMMmemm © - -duration of /eh/
| -e1bow: bends |

| nd:clenches into g, fist
‘ﬁﬁlMufmyrnmm-
ing pointed down, {Fist
clench is. relaased at

\ . - _sxact conclusionof ne, ]
Lo - Feet: remain perpendicular
\\ L 70 the fireplace |
I\
5 sec, ,‘ = ' -
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()2 It seens like che wants the fire*
on, I think she wants the fire on in the
fireplace. o

(H) turns eyes and head away fron (C)
. back toward the 11 replace, |
Jorso: pivots at waist so |

* Shoulders and upper body: are‘ oriented
toward fireplace . |

"L arm/hand: not visible
arm ' hang loosely downward at
side, 8 cupped
' Feet: straight ahaad |

~ [H is quiet, she sesns 0 be mamtalmng

“her posture and looking into the flreplace ] |

(C): "Hot, hot, ne, fie,.. (softef)

(E) Head and ejes:turn toward (c) . |
. Torso: pivots at waist so thet / -

- Shoulders and upper bodx.are stralght
. ahead

= RIL“‘" ghd hand: not vmble -
arm and hend: dxtended downward ot 1de
F eE' strméﬁf ahead

4 sec,

47
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|

'i.f"“l\“'(c)': ...sometmes she says that for hot. o

(H): (mouth wide open, scream) Jub/ (loud,
| but. softer than the loudest /ne/,
even mtona‘rlon)

(H) | |
. H-ead: do\_yard ©) . L
: g';\:'_em—' tightened into slits. |
- nhoulders and body: remain straight
“ahead, shoulders are tightened -

Arms: - both go out-from sides, to o

'IFdeg angle, they rJ.se with 1ntensxty"‘ o

. of scream
Hands and finpers: clenched mto flsts
F‘get. E ead

o 3 Secd'

T

Father (B) wallung back and forth fron 1'

camera: to ﬁreplaoe ‘8eys,. "Well,"

- (H): /ne/ (loud long, rises then falls)

(c) Should I turn 11: on?

" (H) bends forward from wazst and plvots,
- bends" kneeo, and looks low into the
fireplace,:
L arm/hends not vmble |
Jhang: ‘am at gide, hand is
paln down toward floor, flngers
extended. .

L
v
. 31,




-(B) is talklng while walking, 8ay8, . " (B)tees "but let's tirn it onend
"Ah, yeah, I can't do anything g see if she wanxl 1t."
‘with ah the fire there... |
‘(H) as he says this, looks at (B),

(C)s Oh, - _.,w. | - pivots at'waist, and looks overs
. . . L her right shoulder toward (B) who
" '(B) and (C) have now both.moved . is now méving back to the camera.
. to where (H) stands in front of = . Peet: remain- statlonary

the flreplace. '

[As (H)'s parents move toward the fireplace, -
her hands are-no longer clenched with fists

" opening and closing, but fingers of her right
hdeenumu.ledtMMcwmtm
seen,

I 10 sec,




(C): Oh, 30 vou want that greham cracker in the fire?
[This is the loudest of C's witerances]

(H) / né, ne / (softir, rising)
(B) ‘ .
- Head: nods, full up end down -
T emn: outstretched, hard drops
- from C's knee to her side

[H's hands €0 not move after-this, ]

2 sec, ' . 2 sec,

Y
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(C): Oh, I think she wants the
graham cracker,

)t /ne/ (short, goft, rising)

(H) Head and eyes: turn toward
fireplace

(C): vvs 111 g0 get your
a graham cracker, 0.k.?
Tou walt here, ‘

m '. A
Head and eyes: into fire-
place
e 3 980, \mmmeee
yq :

(5)

(C)léavesfthe 100D °
. and then,

plvots on the

ball of her

- right foot,

/ swings left

! leg over, walks
- out, following -
| (C) to kltchen

———— 2 sec, =t ———

- 58



' Child Rearing and Cognitiv* &ryles of

" Lower Class Negro Children (A. Sher)

During the past three years, several of us working w1th a research
institute concerned with developing educational programs for the so-
called "culturally deprived" or "educationally deprived" became con-
cerned about the direction in which most of  these programs were moving.
Several factors stuck out in our minds, these were:

l:. We observed a.variety of ‘behaviors in the classroons some of
which were:no different from those usually observed” in "middle
class". schools, e.g., there were children who did actively explore
their environment,_who-were reading'competently at an early age, '
etc. Moreo;er,\teachers-in these classes often referred'to 3ome

few children in their class.as "their middle-class ‘children".

2. Any adequate theory of social class differences must include
some concept of mechanism of mohility between different levels;
-Most programs of educational enrichment are based on a very simple-
minded deficit theocy which proposes that these"children are
lacklng someth1ng and that remediation ‘should take the form of
filling in the gaps in their experience. Our own view proposes
that some. chilren are learning something different in the years
“'before school and what they are learning in some way conflicts with
I'th;’social and developmental expectations of the: school One "of
the 1ings that concerned us was finding out just what some children
are learning before coming to school Moreover, the current theories
of deprivation have worked on the assumption that these children are
pdef1c1ent in cognitive ‘skills and that skills learnlng is all that
must be 1ntroduced Our own bias is towards an affectively-loaded
view of learning. We. felt that one could find affective predictors
of scihool performance which are as powerful as, if not more powerful,
than cognitive predictors. In sum, we felt that the social relation-
* ships which ~surround learning are as 1mportant as specif1c content

. of the learning
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3. There is a fashionable claim that whatever problems thes:
children have are derived from an underdeveloped ability to .
speak standard English It is often heard that "these children

do not speak and cannot think.

4, Anecdotal incidents were numerous and often they pointed
us iz the direction of an "interference” model similar to mnch

~

recent theorizing in clinical psychology.

Citing in part from our progress report, the studv is conceived in the

following manner.

lThe study is to be carried out in two parts. The first will attempt

to study the relationship'between the affectvie and cognitive dimensions
of child-rearing that exist in.lower class families. Theé second'will
attempt to relate systematic differences in these aspects of child—

rearing to aspects of cognitive differentiation in_ lower class families.

It is our contention that some combihation of affective and cognitive
variables constitutes an orientation or climate for learning in the
home, which will be systematically related to cognitive development in
children. This position 1s related .to the theoretical _position of
Bernstein who characterizes family relationships as personal: or positlonal
Family interaction characterized by the acceptnnce_of valuing of indivi-
-dual differences are called personal;relationvhips; where interactions
governed by status and role-relationships of the family members are
‘ called pos1tional relationships. One further contention is that the
orientation of the-pareht may exist independent of .his or her cognitive
skills. Thus, while a parent may have a limited range of yocahulary,‘his'
..or her stylé (attitude and behavior) in relating to thc'child may act;to
either facilitate or hinder the child's cognitive development.
" In the past year, sirce funding, our efforts have been directcd mninly-

toward the development of an interview schedule to be used to a sample
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of close to 150 mothers in‘each phase of the study. A critical ev1]uation of
items from other interviews led us to a mnre Darsimonious conception of the '
child's early environment in terms of learning experiences in four major areas:
.feelings (both intra-and 1nterpersonal), role relationships, object relatiornships
(formal knowledge of conventional rules, concepts, and categories) and’ 1nstitu-
tional relationships. We_ felt that these four areas were likely to reflect the
bulk of a mother S system of beliefs and values--in other words, of her implicit
system of child rearing——which could be transmitted tc her child either implicitly -
or through“direct teaching. ~In the .area of feelings, we are invest1gating a
mother's feelings about hersel and her own upbringing, the expression of feelings
between mother and child and between husband and wife. In the area of role rela-
tionships. wé are investigating a mother'sqview of the roles of husbandA wife, o
' father, mother, certain aspects of work rules, and level of aspiration for her
child. In the area of object relationships, we are invest: c¢ing the child's
experience with formal teaching in the home and the mother's response to the
child's speech and question—asking, In the area of institutions, we are investi-
gating & mother's attitudes toward work,‘school and certain aspects of level of
aspiration. In addition, we are studying the araas-of obedie ice and praise, dis—'
cipline and aggression. 1 B .
ln writing the questions, we evolved a five-step schema which attempts to
obtain information about the mother's general theory of child rearing as well
as specific behaviors with respect to her child and her feelings aboug her be-
havior. The first step‘concerns the mother's basic beliefs~in_a—particular area,
such as work roles. * The second step asks the mother about a g1ven behavior co?—
cerning her child or herself as may be salient. The third step asks for ‘the mother s
"".w'“feelings about’ that behav1or.\ The fourth step inquires 1nto her response to 1*
that behavior where applicable. And the fifth step asks for the mother s feel-
1ngs about her response. By exam1n1ng the 1nterrelationships among these levels,’
we will be able to find out the consistency between a mother's stated beliefs. and
het reported feelings and behavior in ‘each of the various areas, as well as the
consistency of these stated beliefs; feelings and behaviors across gllfof the maior
areas. . B .
One of the major problems with int tview data is that the results are depen-
dent upon how free the interviewee fé/js to express him- or herself and how rele-
" vant the questi\n¢ posed seem to him or her. Because of these difficulcies, we

. strove to find Negro, research interviewers who are themselves of'lower SES back-

ground and who are themselves mothers intimately acquainted with the problems of
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4
rearing children in the ghetto communities. Our interviewer-informants have
been working with us since tﬁe funding of the project iﬁ'March,.1967. - They
have worked not only on tue initial coustruction of the interview schedule but:

have carrled out a11 the pilot runs of schedule as well. Currently, they are
" complerlng the interviews for the first part of the study " The completed )

factor analysis of these data should be available by November 1.

Attached to this report are 1) some intercorrelations frcm the Dllot inter—

views done last spring and 2) ‘a‘'copy of the 1nterview schedule used for the

first part of the study A final and fifth revision of the schedule will be

done in early November.
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Lorre[ations from the- pilot data

of the child rearingAguestionnaire-—IDS : (A, Sher)

\ .
\ e

Children should obey immediately (5 = very important)

~ + how upset mother gets when he doesn't obey

II.

++++++++ 0

+ how important it is that husband and wife go out\togther
+ how important it is that fam11y has the # of children it p1ans
to have \
- how .important it is for the husband and wife to be\able to
_ express -anger -
- who made the decision about what mother should do when she grew up

7
;

How mother feels when child doesn t obey immediately (5 = very upset)

- how often child is . read to

amount mother has done to improve the schools

mother's feelings when child talks(5 = upset)

what mother does or says when child talks (5 = punishes) -
mother's feelings when child asks lots of questions (5 very upset)
children should obey immediately .

what mother does when child doesn't obey immediately (5 = beat)

what mother .does when child talks back (5 = punishes)

how often mother beats the child

how often mother tells child she won't love him anymore

how often mother has time to play with child when child asks

how often child says critical things *

how often child says affectionate things

I

}

- how often mother says affectionate things

ITII.

+

-~ how mother feels about punishing (5 =_what,shodid do)

how. often mother says angiy. things :

how important it is for husbarnd and wife to satisfy edch other

sexually

- how important it is for husband and wife to be able to express
anger - ' -

+ how 1mportant that husband and wife accept each other just as they
are :

+ home atmosphere of mother when she was young (5 = very tense)

E R

How often upbringer of mother hugged or kissed mother for no

+ +

_particular reason’ . ' -

# of cultural activites of mother or others take the’ children
elaborated description of a good school

amount that can be dore to improve the schools (5 = a lot)
mother's feelings when child talks (1 = likes itghS = very upset)

o+ o+ o+

- what mother does when child talks (1 = listens oN talks, 5 = punishes)
children should ask lots of questions (5 = strongllv disagrees)
what mocher does if child talks back (1 = talks, 5 = punishes)

I
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.(A,~She:)
III. {Continued): o - .:Ij ‘ | ’i o -

+ how often mother tells child he's done\something wrong -without.
getting upset '

+ how often mother has time to play with child when child asks
-+ how often mother plays with child on impulse ' '
+ how often mother gets angry with child - o T
- -how mother feels when child wants attentibn (1 = likes. it, 5 = upset)
+ how easy or hard for child to do what mother wants him to do in
the future (5 = easy)
. " "= how important it is for husband and wife to like to- do the same
things :
"= how important it is for husband- and wife to try to understand
each other , .
- way to settle disagreement is for wife to give in to husband
(5 = very good) » o : o
+ how often ‘mother said affectionate things to her upbringer - -
'+ how often upbringer showed she understood when mother was upset
~ or unhappy -
+ how often upbringer said affectionate things to mother
- ~ + how often upbringer told mother,she wouldn't love her anymore
i + how consistent was upbr1nger in punishing

how angry mother felt when punished
‘how much mother feels she can do when everything 1is going wrong
QR = moth1ng)

<
v

IV. How upbringer rewarded good behavior 5= strongiverbal praise)

- how often mother talks with child about school

children should be seen and not heard (5 = strongly disagree)

how angry child feeis when punished

- how father felt about mother's being pregnant (5 = very unhappy)
empey rating of work mother would- like child to do (5 = high ses job)
how hard or easy for child to do above jo~ preference (5 = very easy)
how often upbringer said affectionate things to mother ' '
how often mother felt ashamed of herself when gunished

+

*

b+ 4+




.,

GAMES, GROUPS, AND CHILDREN

Janet Tallman
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" In this paper I examine two questions: what can be said about’ the
social structure of a child's interactive world from an analysis of the

L
Q

kinds of.speechwplai used, and~how do children orient.themselves'to one

another'thauugh the use of speecn play. The first question indicates an .

.analysis of speech play as a reflédtion of structure; the second‘indicates

4

'ananabtical approach to{ﬁhe function of speech play. I would like to here

review 1iterature app11cab1e to these questions, suggest further possible

1ines of study, and note briefly methodological problems which must be con-

sidered and dealt with beforeufurther research toward answers to these

questions can continue.

N
N

The geneba%kframework in which I am working with these questions has
po

three main com ‘"Entsathat“need-delimitation' children, grdups and speech

play. At th%s point only loose d1r°ct1ng definltions can be made. The

[

literature shous\a_nige range of definitlon. By ch11dren I mean- 1nfants to

perhaps middle teen?agers. For group, Homan's definition is broad enough
for my purpose:

" a number of persons who communicate with one another - -
often over.a span of time, and who are few enough so
that each person is able to communicate with all others,
.not at second hand, through other people, but face to
face. =

(1950, 1)

»
..

Homans also states "a group is defined by the interactions of its members"
. . I y

(1950, 84). By speech play I mean ritualized, repetitive verbal patterns.
Included would be, .for example, riddles, puns, songs, nursery rh?mes, slang
word games, taunts, and so on. These components arenmeaningful to social

beings only in relation to one another, in the pattern of interaction.
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However, they can be separated from one another and discussed separately,
. . M

oricombared to components outside the framework of the questions. For .
) ET N . ’

!
‘

example, children can ﬁe compared to adults, groups can'be'compared to
crowds, and spéech pl?y can-be-cempared to normal,or‘non—ritual sgéech.
) N K . ’ \\ N A
/ : : S « - S
Two of the components can be discussed without reference to the third.

: S 8 o —e
Examples-wouldvbe studies of the grammatical development of individual

;hildrsn, non-verbal béha?ior of childrén in g;oups, of spegch?blay as it
changes with the size of the‘group.' Emphasis in studies csn rest on-one on
anokher or the third component. _The’Opiés d;d as extensiye'cbllection'oﬁ
what they called thé 1anguage'and lore of school children, emphssizing the
.forms of speech play (1959). 'Piaget's work emphé”izes’the individual
child's cog?jtlve development rather than-his games or his group behavios“
(1962) . Conklin studylng speech play among unmariied youth stresses thel
nature of‘inter;ction in.his descriptibs (Hymes, 1964). In tﬂe fsllowing
section I shall review some oflthe 1iterats¥e os these‘varipus-coﬁponents

and their rélationships, specifying msre piecisely what 1is kno&q.

.

From several sources comes 1nd1cation that in ali culi: .res-children
- have foE?s of speech play in which are highly structured,ﬂfﬁiispread,'and
ﬁervasive in their interactioﬁs.' In 1arge part htis world is unkncwn to
‘or ignored by adults. The Opies describe and explain this as . follows:
By using slang, local dialect, a mLLtipllcity of cultural
terms, word twistings, codes, and rign language, children
‘ communicate with each othv: in ways which outsiders are
unable to understand, and thus satisfy an 1mpu1se common

to all underdogs..
(320) -

For example, they found among five thousand British school children from
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age six to fourteen two types of oral lore. They ﬁound:
o
the slangy superficial lore of ‘comic songs, jokes, catch ‘
phrases, fasionable adjectives, slick names and crazes,
T~ th short that noise .which is usually the first that is
- encountered on the playground’and street, spreads every-. .
where, but generally speaking is transitory. The dialecti-
cal lore flows more quietly but deeper; it is the language
of the children s darker doings._ mlaying truant, giving
R warning, sneaking, swearing,. snivell:dg, tormenting, and
‘ . fighting. It belongs to\all time, but 15 limited ing
a ‘ locality. o £ _ . : -
' : : (R S (14159 R

Joy Watts, observing in Berkeley, discoveted we11 defined pntterned

taunting behavior among grade school children (n d ), and Claudia Mitchell . /f

reported finding in Oakland: seyeral 1nstances of spaech pldy, including g(

~

nursery rhymes, alphabet games, role playing games, poems, songs, stories,

r1dd1es, and word games. The presence of these gamesshowed some correlatio

-

’ﬁﬁth age, with role playing games‘appearing ESpecially among the older

children, and nursery rhymes among children as early as age two (Workshop

8- 15 68). The Opies indicate that in England t.ese extensively used games

e -
and ora1 trad1t10ns tend to d1sappear in children around thé/age cf fourteen
|

(209), although M1tche11 notes that at -about this age elabor"ted verbal .

play such as ‘the dozens begins (8-15-68).

\ .
3

Research‘indicates that some speech play 1s 1earned from adults, but

the majority comes from the children's peers' (Mitchell 8 15 68 F1eld

Manual-Ervin Tripp xi, Bruckman 169; Opie and Opie 20"y among others). The

~ s o

gchildren theméelves indicate awareness of the fact that'they have special
ways‘of speaking,1 although in the presence'ot non-children they‘tend to _
beco#e.self—conscio;é/about their private behavior kWatts‘13-14; Field -

\ l\ﬁanual:bruckman l}ﬂ) and about.their'casual speech(Mitchell 8-15758)i_andv

/ . . '




{ oo . ' [
change their way of communicating (Blount Workshop'8-8-68; Bernstein 181).

» -
[

b e .

In some speech play,_especialiy in role playing games, i%dicatiéns
éxisE of sex differencesb(Mitché11g8—15ﬁ68j.Conklin 1962). Density of pop-
ulation in the area where children are playing and presence or absence of

rule-structured games secm to be contextual -determinants for preserice of .

FEHEE}E%...P.‘.’-..,*!?Xi_?.?,_.ﬂ\’ét.F..?._'.Z.).:.,-‘.H@.!;';.?iu..al.SIQ..‘.5.9.91}.?1;,.9!13...'?.,9}.‘..@..1.453‘.1 show a -

S

et e o e ; j o
tendency to form in wunstructured, situations ‘groups of two or three, and

recognize group boundaries at least by age sik. Aitﬁough schools are impor-
tant for bringing children together into group interaction and speech play,
speech play and grouping exist also in cultures where formal schools are

not part of a child's routine, in, for example, Nigeria.(Vlasek)'and Samoa

(Kernan).

The findinés of the 1i;eraturelreyiewed so far give hiﬁts of some of
the variab1e§ involved in analysing expeéia)ly the first quéstion‘asked at
Ehe beginning og.this paper. Much more information is needed before general—.
izationshcan bé'made about'cultural,‘age, sex, class, status and role dif-
ferences about children using speech play in groups, and ébout the upper and
lower limits of.age for use of different types of spéech play. Taxonomies
of the types of speech>p1ay found in many cultures are neéded for cruss-
cultural comparative data. THe Opiés;.work shows a large vafiety of fqrms_
of speech play in oqu one Lqitﬁre. Other categories and other emphases in
.other cultures must be-documented. Settings. for group interaction, sizes
of group forméd, ages when grouping.begins, oppor:unities'for children to

\\meet and form groups, n.ed deécription. General culturai limitations éﬁd

\influences on children, on their games, and on thgir groupé must be documented.
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, For example, questions must be asked about the general process of socializa-
tion in each culture, abhout adult - ttitudes toward speech play and inter-

action, and about the opportunity for freedom from adult supervision. (See

\

in the Field Manuai especially sections 3.5:3——Bruckman and 3.5.5.--Stross
. , ,

for further development of these research 1deas)&

g , |

..‘ ) ‘ )

~——-Some-of- thE'studies-uﬁder"rev1ew~1nc1ude~materia1~relevant~to -questions ——— —-

[\

~

S

about tne function.of speech play, wiﬂh speech play seen as a group
bound.ry ' -fining and maintaining devife. Berhstein s review of the Opie

and Opie boogk mentloned above is espec1ally ich in ideas about the function

.

of speech play.

/
Children must learn in becoming sociai how to interact with others--
most important, with their peers. From the literature come hints that the
0 _ .

/ .
interactions are highly normative and cpnservative in nature, and that
language, specifically, inhibits deviancy and maintains boundaries. Accord-

-

ing to the Opies' wofk, unpobular chiﬂdren were those who deviated from
what other children fefined as normal. Most frequently the targets of
abuse were those peers who were too bright or too slow, too conce1ted, too
well dressed, who wouldn t play or woulda-t éla?“fdirly:w;huw;eremcoeardsw“””
or bullies. They were peopie who passed information to adults, or tried to
be friends with the teacher. Especially disl;ked were those who seemed
cra?y, completely rejecting the rules given. The Opies note that '"the mest
common and pertinent (and most resented) ef all child-to-child abLse is
saying that a person is daft in the head" (Ch. 10, 179). The children had
a variety of ways of punishrng those who broke rules. They isolated,

" intimidated, demanded retribution from, fought and subjected to ordeals,
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rorture and hair-pulling ‘the "offenders of the juvenile code" (Ch. 10).
. t ‘ '

J. R..Firth, talking about the.use of Janguage in interaction,‘says

as ‘language is a way of dealing w1th people and things,
a way of behaving and making others behave, we could add
many types of funct10n——w1shing, blessing, cursing,
boasting, the language of challenge and appeal, or with
intent to cold shoulder, to belittle, to annoy or hurt,
even to a declaration of enmity. Tne use of words to
inhibit hostlle action or to delay or modify it, or to
conceal one s intentlons, are very interesting and
important '"meanings'. Nor must we forget the language
of social flattery and love making, of praise and blame,
or propaganda and persuasion.

(In Hymes, 68)
The Opies give examples in children's speech‘play‘corresponding to aimost
all of Firth's categories. They inclodé verbal expressions of‘affirmation,
testing, truthfulness, betting,'bargain.making, swopping, giving, gaining
possession, claiming precedence, avoiding, secret keepiné, rruce making
and surrender (Ch. 8). They also indicate tﬁe existence of rhymes "Which

are essential ;oﬂﬁhe regulation of the children's'games and their relation-

ship with each other" (17).

Children draw lines between themselves as members of a group' and the

~rest-of-the world outside ‘with verbal play, and ‘structure and hierarchies

are- '@tablished‘w1th1n—the*group through such- dev1ces—as—r1dd1es~and verbai
games (Bernsteia/workshop 8-15- 6&3 Watts notes from her study that "taunt-
ing is only one of a large number of basically 1inguistic behaviors directed
toward sollu!cation of group identity for individual members of the group"
(12). The Opies ﬁention that a stranger wanoing\ro joio a group must first
learn the local language, "the *;egislative' language of his néw playﬁatas.

He must learn *he local names for the playground gaﬁes and the expressions

1\

-6,
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used while playing them.v-Unless he does th;é, he will not merely be thought -

peculiar, he will not be understood"-(15)¢/
. . ) ,/’
Berustein in his review of the Opies' book outlined some of the char-

N - o/
acteristics of the language used by children: , e

l /

Because the speech is Eub]1c, the langquevof' ”E;SG;,
not an individual, the terms are’gTSEal _direct, con-
crete, and activity domlnated, and refer to a class -of
contents rather chan a specific one, e.g., teachers,
cowards, adults, school dinners, gluttons, etc.

! . (180)

s

’He also indicaﬁed that;the function of the ébéech is to'maxiﬁizé solidarity

of thé group and ﬁinimize indiviudal differenqes (179;180); and he points

out the'impersona]ity of ritualizZed speech, which hinsulates.or protects the
/ chi1d from responsibility or guilt favahatlhe_has‘said or done... aﬁd opens

i

f the way for rigid adherence to standards and ritualization which reinforce
almost a tribal, mechanical solidarity" (180). Finally, he states that 'the
language use makes the child sensitive to the significance of role and

étatus and also to the customary relationships connecting and legitimizing

the social positions within his peer group" (180).

With speech play children socialize one another by directives, and
.control group boundaries, delineation of hierarcihies within a group, and .
content of what can be discussed. Expressions of the whble range of emotions
frém love to fear and Eissfbe_&:gis\iie defined in ritual speech, thus mnking
idiosyncratic intcrpers&nal responses difficultA£o formulate. ''The speech
form does not 'cause' fhe subculture. The férmer is a function of the
latter. As the Opies say, the child léarns his society through thé language,
and’in its use a form of social tie is progresedively stréngthehed" (Be;nstein 180).
72
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The choice of method used to gather material pertinent to questions

-

asked in this paper is limited by one major consideration: a child's inter-
action‘with his peers is_private. An adult entering the child's world
disrupts that interaction. Therefore, the methods used must allow for the

unobtrusiveness of the observer. Several methods have already been used in

zathering material, and several more could be develppéd.

ihe Obiés did not explicity spell ouf what methods they-uéed fﬁr get—
ting.qheir material,‘butJindicagions'are tﬁat they had students in many
high sghools throughout Greét Britain record instances of verbal play.
Ciaﬁdia"Mitchell inZOakland became a familigr ahd~SC‘ignored person in
the children's play area, and ggfhered information as she Qatched';he
children play. Keith Kernan in‘Samoa allowed the area in and around his
living area to be uéed as a play area by the children, énd thué.got'
'instauceé of unself-conscious games and speech play. Joy Watts cbserving
in playgrounds in the Bay Area found that her out of place présence and‘
her tape recorder inhibited and intimidated the children and stopped them
in their spontaneou# play. .Unobtru§ivé‘observation'by a ﬁerson famiiiar and
not distracting to the children seems .to be the method with the most
pdténtial for gathering information on speech play. However, if the cul-
ture being studied is one in which the child~en have a large area in which
to move, and habifually get uway from the sight and hearing of adults, tﬁis

method is inapplicable.

Other methods include using children as informants, although the truly
secret information no self-respecting and well-integrated child should be

expected ot encouraped to divulge. An articulate child moving into a new
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group might be encouraged, tfa{ned} and willing to share with another out-
_sider the new speech behaviors he has to learn to be accepted by the group. -

The children of the observer could be sent into the childrén’é culture au

-

trained- nativeés. Abby Sher in her work noted that children in a schoolroom

‘o

situation could be taught to wear with little self consciousness recording

devices hooked up to a tape.recorder. However, self recording is limited

' \
¢

by the child's 5wéreness of the importance of maintaining distance betﬁeen
himxand non-children. Some amount of verbal play of. a non-secrétivé sort
can be gleaned from arr ged‘interQiéws and ‘story Eelling Fituéfions betwceen
the child and the oﬁs@ er, and carefully'contrived play areas whrre

_ children could play‘uhder the discrete eye of the oBServer alsc wwr, pr ~duce

material.

This short review of the literature gives indicatiozs that some wmiterial

exists applicable to thé¢ gquestions asked in the beginnink of tni., 1 - er.

Definitive statements about the child's iﬁtefactive world and : .. 2ch play in
this world cannot yet be made. Only more specific questions mav te asl ed.

I hold some general assumptions about a child's jworlu shich serve: as a frame-
| .

. I .
work for such questions. Children actively form groups, socialize one another,

and shar ' g distinctlve and defincable sub-culture with its own morals,
rules, age-groding, roles and s0 on. They use speech play to establish and
expresé aorms, ‘to c.oeate end sustain beundaries, and to bring into line
/ . - . . !
41dcv1ant members of the groao.  They practice roles and practice speaking
through v rbal routine: and ri:uwals. The values and problems of their gre.as
are higuly ritualized, sha ed by a large number of peers, and coded and
reflected in the coront of -elr verba' play. The questlons which develop
are many. Some questicn  vrelate to the structure of the larger society in
74
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which the children live. Fot example, what do adults feel abaut the child

and the child's right to privacy! What- are the sources fron which ehi_ldren |

 dra their speech play? How much choice do tirEy have in t. selection of
sources” Do they have a right to privacy?. By uhat means does the larger
culture naintain boundaries, Le. through verbal, physical., aupernatural o

other sanet fons? Oiher questions relate to vhat speeer il ay data car say

about the child's interaction with his vorld and with the largar wrd.
What 1s the relation between adult verbal ganes and childrea'y) “at con-
clusions about group so]id.;rity_ean be dramm when a child's worid shows‘a
reiatively gre\cr‘ anount  of rituulizution; a relatively sm!! amount? What
can be sald abuut the child's view of the world, his arcar of relevence and

that' which 15 problenatic-~fron the amount and kir: of speeehplay he uses?

The conclusion shouid oy now be obvious. Nuch ore work needs doing.
iany 8aps 1n our knowledge appear when we try to describe the child's view
of the world, How he nanages the ’eompiex trarsition fron asoeial infant to
cultare sharing adult wan be fruitfuli" evanined through the spe"ch play he

uses for organizing and hopp g up hia universe

FOOTNOTE

lThe Opies tell this story: "In a debate in the House of Conmons

(11 March 1949) the ex-school teacher From South Hampton, Ralpy Yorley,

told how, near the school vhere he vas once: teaching there as a girls'

" school with a teacher vho vas a very highly trained and enthusiastic elocu- -
tionist, 'One day she brought one of her girls into our assembly, The

sirl recited sone poetry, and, although she vas a w rking class girl, she
oronounced "hoy’" as if she had spent eon51derable tite at Eton and Harrow,

n1eely as that glrl whom you have just heard talk_." Th_e boys replied at_
once and alnost in chorus "You ought to hear her talk in the streets"

(154).
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Sheila Seitel

In 1966-67 I took part in a project (sponsored'by’OEO and directed
by Dell Hymes) which was concerned w1th gathering information and developing

concepts for the study of systems of language use. . We were interested in
developing a way to deal with language ‘as one. commun1cative means used in
social action. As such we were concerned with speech. We wished to approach
it as rule governed behavior learned by members of a society and sensitive

to social contexts. "It was felt” that cultures might difrer §Ignificantly

j/n°l in the roles they assigned to language in education and.socialization, and
‘that these differences of belief, practiceiand'valuemnot only impinge on the ///

,acquis1tion of 1anguage but also on the transmission of knowledge by means of

language. If one views language as part of a "communicative -economy" , sub-

ject tO“cultural‘differences in patterning just as any other resource, then

one must agree that the child acquires not only linguistic codes but also a

sociolinguistic system comprising rules of use and evaluations of these usages.
" Even though very lirtle systematic ethnography has ‘been focused on

this area, we decided to utilize ex1sting ethnographic data to document

¢ross—cultural d1fferences and to identify some of their dimensions.

An initial set of notes and queries was derived by Dr. Hymes and his
research assistants from works on socialization -and language acquisition.
This guide was used as. a topical framework for a preliminary search of the
Human Relations Area Files; It was set up in order to make an ethnographic
approach more explicit,land‘to give résearchers an idea both of the breadth
of the concern and the kinds of specific answers we were seeking.

 The search of HRAF and also several guides to the study of sociali—
zation revealed that on cross-cultural differences in the role of language
in education and socialization, there was an implicit (if not sometimes
explicit ). neglect of such language differences._ Ihevlanguage”categoriesv
already\present }n the HRAF World OQutline of Cultures contained information
such as the genetic classification of the language spoken by members of
socictiesiunder study. The concept of 34 repertoire of codes and sub-codes
was never mentioned nor suggested as a possibility. Occasionally these‘cate—

gories included etymologies of words or phrases which ethnogrdphers considered

1. cf Whiting--Field Cuide ‘tc Study of Socialization (1966 p. 32).
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strange or interesting - In the other'categories onercould find. information
‘on language ‘but because the criteria for organizalng and classifying this-

kind of information were so inconsistent one could not retrieve comparable data

L

for ¢ cross:cultural purposes. . , - -
Ar important finding was that one couldlgain more insight into the
; speech systen'by reading the whole work. It was ohvious that one needed
to infer the significance which the author himself saw in the events he re-
Bt ~~portedw1n~order -to- understand~what'they-meant for-that-seeiety- One~must—~~—~~~~f:

have the context in wn1ch the author makes the commenr because there is no

common language among ethnographers for taIRihg aBout *h”sé EoncernS. “”‘”'“f;“““f"

The results of this search conVaned us that we needed in—depth
studies of particular societles. Reports were written on 23 societies in
North, Mlddle, South America, Tndia, 0cean1a, East and West Africa. Each
graduate ass1stant worked -in his own area of specialization and used the
Guide mentioned above to insure comparab111ty of findings and consistency
of approach. My own work was done on Margaret Read's-ethnography of the
Ngoni of Malawi, and on Otto Raum's ethnography of childhood in Chagga society
in Tanzania. _

This paper will discuss the results of my own work on these two societies
and will also utilize for comparative purposes work done by another research
assistant, Helen Hogan, on two West African societies——Dogon, Ashanti.

Before discussing results, I would like to point out some problems
encountered in reading ethnographies using an approach different fron that
of the author and to get data on which he did not intend tg focus. One must
ask what for the author constitutes data. One can "then infer what kind of
behavior the auth01 is referring to when he does comment on language use.

In order to anwer this question one must know the theor«tical framework of
the othnOgrdphy, the author's purpose in writxnp it, and the field methods
he used. As an example of the kind of reaqoning involved 1T shall discuss
the answers to these questions when asked about the works of Raum and Read.

I was fortunate to find the works of these two authors because both
focus on child socialization and both pay unusually ciose attention to lang-
uage. Thedir stated purposes were quite similar--each wished to show that the
complex of indigenous beliefs and practices which anthropologists«cull”rsoc- /

ialization”_contains both a fully deueloped phiLosoph& of education and
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efficient means for implementing it. Each defines soc1alization as the con- -
scious and unconscious teaching to children the values, beliefs, and customs

of their culture by parents or any other person who is a member of  the soc-

_iety. The focus on soc1alization results 1n,each author asking questions

on the same range of topirs and investigating the same aspect 6f social
organization—-the family system and its functions as an educating institution.

Both stress the discontinuity between this system of education and that of
i

the schoo] Ultimately each hopes that his work will make educators in Af-

rica aware of the need to.take into consideration what the child has learned

e i p e

and how he learned it before he comes to school for the first. time... .-

‘.

Now-although this goal sounds like it'should lead to research onthe
learning process (perhaps comparingjtbe'kinds of things learned through dif-
ferent modes of transmitting ideas), it does inot. This is because both authors
see/t\e problem as one of conflicting bodies of knowledge rather than one of
conflicting means of communication. The authors focus on the content of bodies '
of knowledge, belief, value as expressed verbally in responses to interviews
or as inferred from patterns of behavior and informants' exegeses on these.

This brings us to the field methods and ho these reveal data sources.
Both Read andRaum lived in the area of study for a number of years. . Read
'staved‘three years and lived. in several Ngoni villages while Raum, the son
of avmissionary, spent the major part of his life in Chagga.country but never
lived in Chagga villages. Read worked through Nvanja, the lingua franca in
Malawi, while Raum worked in Chagga and Swahili. Read used the methods of
intensive interviewing and observations of village 1ife (it is assumed),
while Raum used written and orml reports of village life given him by five.

. students at a-teacher trainirg course he was giving. Three of these men
were Christian, dnd one out ¢{ rhe five was considered poor. Raum was frank
in stating that he made few personal observations and that those whidh he ‘
dld‘make were of children playing outdoors as he”pdssed them. = Raum was more
/explicit about his sources of information, thus one can only guess that Read's
methods were similar to those reported by other British social anthropologists.

It is obvious tha' reither Read nor Raum was interested in the actual
verbal output nfwohildren or adults. And neither intended to note patterns
of specch, However, by focusing on custom--norms of behavior both ideal and

observed-—and by quéStioniﬁg for the values parents felt that children shouyld

’
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. be taught, each'has uncovered an important aspect of what should gd into an -

.'ethnography of speaking -As far as finding dimensions of social context
-which underlie speech events, one can only attempt inferences drnwn from
reports of speech events such- -as 1ife"cycie“and“other"tmpvrtant“rituals;""“”"'“““”
greetings, etc., and any other speech behav1or which was reported because
(1) it re-occurred or (2) because the parents made expllcit note of its
importance. Under ' 'practices" _one can find patterns‘of_behav1or which have

to do with use of language-=some.are_observations of_actual-behavior and

others are parents' reports of what children should be taught or be able

to do at various. ages- with--regard—to—speakings: ) T e
It is 1mportant to ask why it is that each author pays attention to |
language and what kind of attention it is. Raum's approach includes "ling-
uistic develcpment" as oné of the aspects of socialization'which ought to be
covered in any report. His method was to have three students with young.
children heep diaries of their childrens' progress. It is difficult there-
fore to interpret the results reported in this section. On the one hand if
Raum did little editing and gave no special instructions to his students,
thesc are the perfect ethnographic records for speech—-they are reports
produced by native speakers drawing on their own underlying speech system to
interpret their children's speech output. One major finding thus is that
all the parents interpreted their young children's first attempts at direct
!‘ communication to be instrumental or persuasive in nature. Specifically, all
reported that children tried to paly off parents and older siblings one
against the other in order to gain greatest personal advantage. This is re-
‘ported for children as young as two years. This use of speech was expected
of children and pleased the parents who felt it revealed cleverness on the
part of young children. |
- Another findlng is that all parents noticed phonological "errors",
“tried to describe them as systematlc, and recognized‘Lhat they change as
children get older. Parents dgain expected these errors to occur but did ,
not correct them systematically. Another intriguing report is that children
of 1.6 and up to 3 who are beginning to talk, leave off many of the noun -
class concord and_other.types of word like locatives and prepositional ex-
‘pressions (Chagga is a Bantu language with the typical large number of noun
classes). These are the kinds of elements that Brown calls ' functors ‘and

which he finds Amerlcan and Russian children omic systematlcally at certain ‘
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ages. The problem here is that one cannot tell what is the actual behavior
of children and parents and what is the expected ideal pattern reported by
parents. Again, one cannot use these reports to document actual verbal _out-

> ~\\ e m
put patterns. ‘ - L ' N '

A ~

The last problem with Raum's material is that because parents were
encouraged to.pay close attention to speech and to see it as somehow patterned

(at the least, developmentally), o cannot -say how much and what aspects of :
7 .

—— theirreporting-would-be" noticed Hy most- Chagga PAT RIS e e s

Read did not take this k nd of systematic attitude to 1anguage. Her

“attention was drawn to speech b¥ Ngoni informants” themselves, who consider -
how a child speaks to be a major part of Ngoni_ident}ty,’and an important

way of differentiating themselves from the poeples among whom they live.
(Since the Ngoni came into Malawi as a conquering people they are concerned —
to mai.tain an aristocratic position in. their areas). Thus, Read notes the
ideal speech patterns for children and sdults, and observes to see how they -
are.taught and how parents check on their ~hildren's progress. ‘As with most
ethnographers even when she.gives the jideal criteria‘for ""good .speech", one
cannot‘be sure exactly what the implications of‘these are for speech when it
is actually produced in social situations. However, whe reports that when
the child is in eertain stages the parents try to seeithat he learns correct
1ingdistic etiquette. They 1isten to his speech and correet him often, in
contrast with the Chagga case; By the time the child was 12 or so he was
expected to speak with no grammatical or pronuntiation mistakes and’ to organ—
ize what he had to say in a "succinct and direct'" manner. Parentslfelt that
.children could learn these skills by tr-king messages for adults from place:
to place, and so parents frequently relied ou children for intra- and inter-
village communication. - Children then got practice in delivery and organiza-
-tion of speech. The greatest publie test thchi]dren s speaking ability was

their performance in courts and at the kraal gate where all the men in the

upper three age-grades gather to discuss puhlic and soc}al affairs of the
village. Younger boys were allowed to sit and listen to these discussions,
could not participate, but were expected to store up questions to ask parents
later. The speech of young men should become dignified, controlled and re-
spectful. It should be succinct, should uarrare incidents in "proper” order,

and should use "good language". None of these :djectives are analyzed in.
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terms .of actual speech; : o T i
\ Read was also forced to notice code repertoire (aithough‘she did not
see it as'such) because the'oid Ngoni language’(c}osely related“to Zulu, the‘
T fgroup from which the Ngoni broke off) was dying out. It was a’ hlgh pteStige.':
1anguage but most speakers were old “people. However ‘even the/use of qgoni
words and phrases conferred presblgg Although she noted//bis she did not-
note the contextual features governing such switc Although she nbt*ced
that there was patterned vocabulary switch1 g/and that Ngoni had special
- functions in contemporary culture, her/observatlons were so ansystematiabone

———————eeﬁ%d~aevemhﬂttempt—to—infar—ruies—of—tode-swrtchrng‘from‘nhE“material_sne ———

presents. - RS - . *

Read's work however is of special interest because he reports a case
in which competence 1n~use of 1anguage rather than forma code competence
alone is of explicit cu1tura1 importance. It would seem| that since the Ngoni
people had lived so 1ong in Malawi and had used KiNyanJa ‘(the lingua franca .
there) that Ngoni itself was dying out. The patterns and valued ways of using
1anguage rose to paramounc importan: = (for the reasons g1ven above) and have
lasted longer than the particular code which gave rise to them.

It is obvious then that.one mustAread judiciously in existing ethnographies
when searching for information about speaking patteris. In general it ds

very diffltult to write rules for such events as switching, but as w111 soon

be seen, one can 1dent1fy speech events and can begin description of them

/
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In this section I shall compare ané contrﬁst the feported beliefs about
'languageland‘its use and patterns of-speech'as gathetnd and organized by my-
self and Helen Hogan for Chagga, Ngoni, Ashanti’ and Dogon societies. The,
Chagga are a patrilineal agricultural péhple about 200, 0Qo strong who live in
northeastern Tanznia at the foot of Mt. Kilimanja o and in the area just
south of it. The Ngoni are a.patrillneal herding people who m1grated to areas
- in Malawi, Rhodesia, Zambia and Tanz:nia after breaking away from the Zulu’
empire which existed #n the 19th century in Soothern Africa. Their original
language was closely related to those spoken by groups such as the Zulu and
Sotho. ¥1In. these new areas, the Ngoni language has nearly died out and al-
though they try to maintain a position of conquering aristocrats, they have

' gradually‘begun to .learn and use the languages of the original inhabitants.
The Ashanti are a large group of matrilineal agricultural people living in
~Ghana. The Dogon are a patrilineal savannah agriculturalist group living

in the area north of Ivory Coast. ‘ :

" Although the 1nformation gathered for each of these groups is not of
exactly the ‘'same kind, they do present some interesting coutrasts in several
areas: code repertoire and language allegiences, beliefs about the.nature of
language learning;%the role of the child as a‘participant in communicative .
events, sexual role differentjation with regard to speech, speech events and
situations conncected with'social control and the teaching of shills. For

each of these topics, I shall compare or contrast as-many of the four societies

1 : A

as, A possible.

The Ngon_ have a word for those characteristlcs which one can be born
with (mabididwe). These include one's physicah characteristics, posture,
carriage, control of temper, temperament gmeanness, prone to jealoosy,,etc.),i
a.d the following speech related items--speaking voice quality, ‘power to ‘com-
mand, and 'true" eloquence. Training»can overcome.ﬁeaknesses in voice quality,
pronunciation politz use of language but eloquence comes from the chest
and no manner of training can give this. skill to any person. Children -are
watched carefully by parents to see if they have this gift. Thuse who appear -
to have it are encouraged to develop it, perhaps one day to become vraise
singers to the chief (the nnst prestigious speech role)

"True'" eloquence, however, is not a role requirement set up for ever:

X A
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child to attain; skillfulxlanguage'usr on the other hand is indeed an impor-
.; tant component ef Ngoni idweutity. It has been verbalized as such by parents,
and has been elaborated to sueh an extent that parents can articulate the
criteria they use to evaluate -their children s pregress.
An important question to ask .ere is what shc1a1 circumstances have 1ed
'LO & maior criterion of Ngoni ¢ _nnic 1dent1ty being the skill with which one
u.¢s language. Here-one must refer to the history and social situation of
the Ngahi ir their new northern areas. They came from a highly organized
herding socipty, set up for military occupation of new territories. "They
- entered the new areas as conquerors and set. up a polit1ca1 hierarchy which
superceded that of the inhalbitants. Hcwever, once settled in these areas
they co*1¢ no 1ohgar be .Lg*ating herders. They had to settle ‘permanantly
among‘the inhabitants. There was much intermarriage and in most cases the
childreﬁ‘claimed meﬁhérship in the corporate kin groups of the Ngoni side'of'
the family. During this initial period of cultural coqtect-and political dom-
ination, the Ngoni referred to their very different 1aﬁgdage as a major means
of differentiating themselves from all others. 'The factithat a child spoke
Ngoni implied that‘both.his parent~ were descendants of the original conquer-
ars. However, because of the high degree of intermerriaée} the Ngoni language
« began to die out. By the time Read did her work'(1§30) itlhed almost disa-
'ppeared in one of the Malawi kingdoms and only old people sheke it in the
other. ' | ' | o
The Ngoni have always referred to language’ (that is, ‘code in itself) as
" a criterion of their own and others' ethnic identity, and in fact language
has-remained a major couponent in ethnic identity. However,. social circum-
stances hwée made it impossible to refer only to the code. Instead, a Ngoni
differentiates himself from the original inhabitants and from descendants
of intertribal marriages by his style of language .use (eny ianguage he'happens
to sheak), his voiee modulation, his control of expressed emotion; and his
physical carriage; Here, language use, and .not a particdlar code?ﬁ?ZE?tions
to Hifferentiatc'the Ngoni fromvothers in every communicative situation. The.
linguistic situation of the Ngoni -~ould well be studied from the viewpoint of
the prese‘*;tion of self', as th: s 1is explicitly the function served by the
great attehtion paid to use of language. H?w these things are communicated

to childrennwill be(discussed below and compared with other groups' philosophies
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and teaching means.

In contrast, the Dogon believe that language learning is the result of
a process of physical development in which the growth of certain clavicular
bones facilitates the acqui51tion of speech. An infant is born WLthOut speech,
but with the capability of acquiring it. Until he can eat seml—solid foods,
these clavicular bones cannot begin to develop. Acqulsition of speechaproﬁ
ceeds gradually as food and liquids are taken in. To help its development
the child receives four names, each of whici: is associated with the Javelop—
ment of one of the four clavicular gains. Speech will be completely mature
at the time of marriage, when physical matur1ty has also been attained. Thus
no person is born w1th a special speaklng\endowment. Each man (and there 15

a difference between men and women which dﬁll ba ¢ 1scussed later) with the

\
1Y
v

attainment of maturity and with experience can learn to speak well.

While the Dogon differ on their theory of language learning, they are

similar to the Ngoni in that speaking skill is very highly valued and is a \

major role requ1rement in Dogon identity. The ihteresting contrast is that
the Dogon emphasize a different uspect of language regional variety (in-
cludlng characterlstlc usages and forms). “

The Dogon are a patrilineal people whose kin groups'occupy large section
or neighborhood, a few of which make up each village, There is strong iden-
tification with the patr111neal kin group of one s father (even with women
who upon marriage must give up membership in this group and become members
of that of their’ husband) Identification with the father' s kin group for
both.ren and somen means speaking the 'dialect' of the father's village.

This ]~nguage is explicitly contrasted with that of the mother, who because
of vi' age exogamy comes from a different village ( and often region). Women,
howevar, use their own fathers' language to their young children. Untll a

child is weaned and walkirg about with other children, he ‘hears only his

mother's language most of the day. (Unfortunately there is no discussion of

‘what asp 2cts of language are recognized as constituting the difference be-

tween his mother's and father's languages. However, I do have comments to
the effect that these differences are very early made explicit to children
of both scxes.) _

Further, the Dogon recogniZe not only village language differences, they

also group these varieties into regional'sub-languages.which have the names

8o

.
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of the -geographical areas they occupy. These language areas are ranked- as i
.to which speaks the_"purestf'Variety of bogon. (Again, unfortunately, the )
criteria for pureness are not available_in the literature. Here is one area \

. for rasearch that would be of importance to child acquiéi“ion of speech be-

" cause the criterla are not only widely sbared, they are explicltly communl-
cated to- children) Those who have relatives in that ,Area, eften send their
sons to live with these relatives so thar they can learn to speak the pure.
dialect with skill. It is’ not known what speciiic advantages accxue to
speakers of one or another regiomal dialect, but chere is one great advantage
to being recognized as a good speaker.  0Often a woman who is‘bclng courted

‘ by two or more men will choose the better speaker over the uthe:s. .

» Thus a Dogon child s atteation is very early drawn to crite:ia of diff—

' erent1ation of vitlage varieties and cr1ter1a éf excellence in use of all
of these.. He learns those speech pecularlti?$ which are unique tc his father's
village and those criteria of excellence vhich are generally shared by the

-Dogon and which ultimately will be used to judge his speech ro matter what
variety he is using. A Dogon//hild learns’ very early that speech]can be -
expreésive:of 1) alleglanc//to a group, here showing solldarlty with one's
patrilineal corporate‘kin group; or (2) personal skill and acumen, i.e. it
expresses an individual's uniqueness in.comparison with his kin or neighbors. .
:  The Chagga present yet a third aspect both of language allegiance and of
phllosophy of learning. They believe that an 1afant is born with the .capac-= °

ity to learn language and that no one is born with ary spe"ial language fac~-
ility. The process is entirely learned and tazes a long time--true skill not

_ being aftained until a man reaches 40 or 50 and has entered. the highest age

gradé” Children rust: learn language as they learn other shkills, through a

process of practice (speaklng) and asking questions and getting answers.

The Chagga, like the Ngoni.and Dogon, highly ralue skill in the use of
language{ but theyvemphasize the. use of Ki--chagga HS.Opposed to the languages
of their neighhors or Kiswahili, an.indigenous lingua franca which 'is now the
natlonal language of Tanzania Childrer hea1 their parents speak other lang-
uages but at home and in dlrect address thpy are spoken to and answer in
Kichagga. Three regional dialects are recog.iized and have names. However, ’
they do not seem to be ranked in any way (as are thosz of the Dogon) and no

- special prestige accrues to a good speaker of any of these.

86




-11- i 6

The Chagga also recognize differences between the language of the mother
.and father. Eeing a patrilineal people, with village exogamy, the women
? often cone from a different dialect region. (Again no one has?inVestigated

the criteria of d1fferent1ation which are considered 1moortant enough to
recognize and explicitly p01nt out to children ) After r:, ciild is weaned
anu walking, parents and especially paternal grandparents pre sure’ theé child
to use only that of his father. Women eventually begin to use >he language
-of their husband's family Here, there does not seem to exizu th.. same kind4
“of ﬁunction of 1anguage to express allegiance to the father's in group, as |
there is among Duion women. There is no conflict of identifirations as ex—

’~pressed by language. '

. e F S R "\ ]
It is ‘tnteresting to note that Chagga women (unlike Dogon women) remain,

|
members of their father's patrilineal group and cean express thei: allegiancel
to that group by attendance at ceremonies, fulfillment of kin ohligations, i

and by serving as goodwill ambassadors between their. own and their husbﬂnd's
- - . - “ /

] , o // :

In the section on differences in men's and omen's speech, 1 ihall dis-

groups.

¢ cuss the problem of using 1anéuage for identificafion wizhh sex’'.groups as coné.
trasted with kin, groups or trihes. The ﬂogon, Chao)a, Mgoui and Ashanti seem
to present four different ways of usi-g language in this regard.

' One last point of-contrast"is the veew in ea:a of these three groups of
what coastitutes competence in language acquisition. For the Chagga, speaking
correctly'includes'appropriately as well as grammatically. The'two are simplx
not separahle. For the Dogon, it seems, the two are indeed separable. Cne
can speak grammatically;(and this is an early requirement), but this is not
enough.‘ One must use language with subtlety and sk!!i in order to be consid-
ered a good speaker. For the Ngoni, it would seem that at one time they did

" make a distinction between the code per se and the skill one had in using it.4
For it heems that simp]y in usinf Ngoni, a person rose in prestige in social

. situations However, this way of vicwing 1anguage skill seems to have changed
The combonent of ccde is no longer distinctive in speech events. The skill

of use ﬁnd the form of the evcnt have now become the distinctive fentures ‘for

v

conferring prestige on speakers in communicative events.
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In this section I shall discuss (1) the differing roles and experiences .
of chiidren in speech situations, (2) parents' expectations of speaking skills
" for children of differing ages, and (3) means of teaching tese skills to .*°

chiidren.’ Although there is not strictly comparable information on the cul-

turally defined stages of the life cyrle, I can say sometﬁnng about the role

‘ of children of different ages in each.of the societies.

. Infants in Chagga, Ngoni, and Dogon societies are ronsidered not quqte
human, and hence, w.thout languageé. Chagga say the chlld is natuma——,lcom—
plete--until-he cuts his first tooth. After this he can recoive a na.e and
from then on he is complete—-he becomes a member of the mwara age gy de, .-
child Ngoni do nrt Jeven place the child in an age grade until he is weaned.

Then he is abatwana, child. The Dogon.consider the newborn ir ant tr be

"without speech_'because of its incomolete physical development (supra p. 3-4).

Ashanti society, however, presents a sharp contrast. Iniants Are born with

~

. knowledge ofvtheir own separate language. Therefore, any infant mur be kept

away ‘from the,toom in which'afbirth isftaking place iest it tell the V*WN”M,-f‘U
- ; ,

baby how hard life is and the latter refuse to come out. (This view offyer-

, . - /
bal .communication as causing disruption of the social order will be di?cussed

-later).

In all four societies, the child is generally exclusively in tue mother

" care and company until about three months after its birth. By that time

mothers have. resumed full duties and participation'io social activities. At
this time in Chagga and Ngorii societies, the mothet chooses a "'nurse' to

care for the child during the day. She is.usually a female relative (Lt
could be the trustworthy daughter of a neighbor). These girls of bétween -

10 anqv%6 years of age catry the child about, care for it, and amuse}it during

the day. Often the child spends from 8 a.m. to 6 p.m. in the company of the

‘ nurse and her companions (some who are also nurses and who bring their charges

to a customary meeting place, scme who are not nurses but come tc play and
talk with their peers). In both societies the child spends sne whole day as
a hearer in speech situations of the nurse end hor peers.\

~_Although it would seém that for both societies the-nurse serves the
same purpose;Qgg;ifelationship to the child, and her view of him es a coﬁmun-

icator is quit fferent. In both societies the nurse and othet females

«
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concerned with the child are anxious to teach him to talk, to sing songs,
to do the steps of dances which are done by older children.- Thc nurse en-
courages all the child's vocalizations as efforts'to speak. In both situations
the child is free to make all the kinds of souni° he pleases - from” babbling
to scrraming However, in Chagga socieLy the nurse views these as 1nadequate

attemprs to communicate and she responds to them only when the child is very

-insistent. Her main communicatlve contacts with the child are to teach him

to say’words and polite phrases, to sing songs and do d:nce steps, 'tQ play

-games, etc. She does not see him as a competent commun .cator. Thus she does

~ot initiate those kinds of speech events which need participants of ‘equal
competence and between whom information is exchanged.

The Ngoni nurse, on the other hand, views the child as a legitimate
narticipant in conversation with herself, although not’ yet a competent one.

She encourages his vocalizations and responds to them as attempts to coaverse.

She, like the Chagga nurse, feels that it is part of her job to teach the

child words, phrases, songs, games, etc. But in addition, she Teels it en-
cumbent upon her to talk to the child—-find.out what he wants, what he is
tr&ing to say, and answer him accordingly-

This contrast in communicative experience of young children would be in-
teresting in itgelf, but it is all the more so when juxtaposed with the paren-
tal views of the child s commnnicative role in these two socicties. In both’

societies parents caonsider the child to be a non-understand;ao hearer. He can

"sit in on any sort of adult speech situation and not be intruding as long as.-

he does not disrupt 1t by crylng or 1n some way calling attention "to ‘himself
in the presence of strangers or 1mportant guests. In Ngoni society, as the

child gets older, the parents feel he can start controlling his speech and

" they pressure him to be silent, rather than'removing him when he cries. (the

importance of belng si1ent for Ngoni speech patterns will be discussed later.
It will suffice here to say that it is clear that tlds is one of the first
manifestations of self control required of a chlld It is interesting that
self control in speech is an earlier requirement than in physical functions. )
1n the Chagga case, the child's communicative experience is one of con-:
tinuity, he it with parents or W h children——he is a non-understanding hearer
and thus .s given no chance tc paTticipate in adult speech events.. As a po-

tential participant, however, he cﬁh be a learner. That is, he can be a

. 7 \%m'
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participant in those specch events which those olderrthanlhe see as appropriate
to use for teaching children how to talk. In the Ngoni case, the child's
communicative experience is one of discontinuity. With parents and other adults,
‘he is not a legitimate participant in‘speech events. He is a learner and as \
with' the Chagga is a 1eglt1mate participang in speech events which adults- con-—
-sider appropriate for teaching the rudiments of language use. Any speech event,
however, that presupposes participants of equal competence is not available to
him with adults. . On ch other hand, with the nurse and her peers, the child
has a chdnce’to take ‘the speech roles of a competent speaker, even though’ h%
.is not considered to be one as yet. 1In fact, his participating in these speech
situations is considered a good way for him to learn to speak corroctly and
appropriately. . o 3 f> N
The Dogon, in contraStto .the Ngoni and Chagga, feel that the child 1

to speak only after physical development of a certain kind. While_this.is golng
"on, the ¢hiild must be communlcated with in very s1mp1e langiage. Thus, the Q\\
mother and other adults use a baby—talk wh1ch is composed mainly of .special A\
VOcabulary and one. or two-word utterances. It is interesting that the parents

are concerned with actually communicating with the child. They, therefore,” _
judge the level of his competence and use what they feel to be langurge which.

the child can understand andArespond to. Here, the child'is 2 legiiimate par=
ticipant in speech events with adults, but the code used, the message forms and
the structure of speech events are all tailored-to suit compunication witiv an

as yet incompetent speaker. Until he has attained a certain level Qf'physical
development, this form of commonication is considered the appropriate oné be-
tween the child ana all adults. It would be important to know whether his
communication with older children is also in this form, or if (as in the Ngoni
case) older ch%ldren take the child as more competent and communicate w1th him

o

in standard 1anguage and speech events. Unfortunately, this informatlon is
not available.

Although parents in the four societies view infants and small children in
different ways, it is clear that for Dcpon, (hagga and Ngeni a major point of
discontinuity cf communlcatlve experience is the time of walking and weaning'
In all thr=ze of these patrilineal groups, -when a ch11d begins . ‘to walk wel]

‘the father stops playlng with'and talking to his glrl Chlld From then on
her closest contacts are with her mother, sisters and other "female relavaes

O
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and neighbors. On the other hand, the father and the paternal felatives begin
to pay much attention mé a boy, both by playing with him and by verbally pres—
suring him to exhibit behavior app;opriate to male roles in that society.
In Chagga and Ngoni societies children after weaning are sent 'to live with
or sleep with (respectively) grandparents. In Ngoni society it is felt that
_sending a child to the ‘paternal grandparents is a necessary paft Qf.his education
~ because they begin to femer him from the influence of wo.ien, especially non-
.Ngoni mothers. This is considered the appropriate time to tighten performance
fequireménts‘for both his{Verbal and non-verbal behavior. Adults begin to cor-
rect the child's errors very frequently, requiring him to correct himself on

the spot. They also begin to apply verbal pressure such as direct rebuke and
fqrms of direct and indirect ridicule. Parents also may use physical buniéh-
ments at Ehis time. However, the child as yet is still not entirely the master .
of his speech and behavior, so he cannot be held fully responsitle.

The Chagga send the'child to live with ei&her set of grandparents depending
‘on which ones need him most or are best able to care for him. The stay with
the grandparents is coﬁgidered the time for children to be introduéed to the
domestic responsibilitiés required of them. They begin to fulfill the roles
appropriate'to‘the sexual division of.labor infthe Chagga economy. At the same
tiﬁe they are introduced to ﬁhe teéching situation--in this case the foiktale.
(The Chagga have a highly developed philosophy* and means of teaching their child-
ren which will be discussed in detail -later). o |

Grandparents are considered the appropriate people to begin the child's
moral education, as Ehey are thé senior members of his family and his corporate
kin groug. At night these elders narrate the tales. The n?xtfda§, they_encourage
the children to ask questions‘?bout the tales, and they patiently answer each
one. For Chagga cﬁildren, this is an entirely new speech situdéf;n; They are,
‘for‘the_first time not only treated as competent pa}ticipan;s in speech events,
but also are encohraged to initiate conversations .with much régpecped elders.

For the Dogon, the age cf three or four is also a point of major discon-
tinuity. (I do not want to assert here that weaniqg;is the turning point be-~
cause it is.-not put explicitly that way in the information I have on Dogoni.
However, I inklu?e ig here witﬁ the otl'cr comparisons of discontinuities at
WQani?g because fhis is the age at which weaning often occurs in many African

aocieties.? -1 mentioned before that after the child begins to walk well the
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mother and all otlier people stop using baby-talk to him. HoweQer,'the childt”
often continues to use forms derived from this sub-code. At the age of three
for girls and four for boys, the mother ceases to tolerate such "childish speech.
habits". Boys especially are pressured'for the first time to speak iny'the-
lenguage of their father's village. Also for the first time chlldren of both
sexes are expected to show measurable imptovement in pronunciation and to use
correct grammatical forms. F1nally, children begin for the first time to par--
t1c1pate in speech events not especially tailored for incompetent speakers. l
it is interesting thatlln all four soc1eties, children between weaning \
and adolescence are‘considered unable to keep secrets or to be annropriateky
disrcreet. Each soc1ety sees this as a problem and has a way of deallng w1th
it. All of them’ keep family business and spec1al affairs unknown to the children.
Other spec1al subJects are also taboo for discussion with children. Ashanti,
Chagga and Ngon1 will e1ther glve evasive answers to questions on sexual mat-

ters. Chagga do not teach the child the words for "meat" or "beer" until they

feel he is old enough not to tell the wiole neighborhood that his famlly has

these foods in the 'house. "The reason is simple-~they will have to share it _
with all who come calling. This matter of verbal self-control will be discussed
later in the section oa the role of language in. social control _ *

The sccond major point of discontinuiry in communlcative experience orncurs”’

"in these three sccieties at the time when a yoqth is co idered ellgible for

_marriage; At this tim¢ they are expected to have fully Yearned the minimal.

rulee.nf appropriate zpeech behavior required of adult mdn and women. The

Chagga in particular are quite explicit that they are requiring a change in the
youth's usual demeanor. In their initiation ceremonies the speech roles of _

men and women are verbally set out in the. form of pr1nc1plec which should ‘under— '
lie the communlvatlve behavior J6f each youth after marriage.’ Women must become .?
quite reserved but keenly observant. .They should give oat little "information »
about their t.silies but should report much about the affairs and behavior of
others (especti. tly that.kind of informationiwhich pertains to the interests

of her husband' . family). Men shouldvbecome discreet but also verbally fluent.
They should kno. what to say in all kinds of social situations.: They should
especially know whnt to say toAnersons of idfferent statuses, and how to handle
social relationships with all sorts of people. Men are exXpected to show great
verbal skill in a larger varicty of speech situations, while women should o

show merely discretion. ()2
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Ngoni men ‘are ewpected after the time of marriage to be able to 51t with
the elders at the kradl,gate and discuss with skill and understanding matters of
political, legal and social .mport.. They are allowed for the first time to ar-
gue cases in court, and to make public addresses at the frequent open meeting
held’by chiefs to discuss the latest politlcalAaffairs-on the region. Although
this may not actually mean that an increased number of topics comes into a’
youth's range‘of discussion, it does. mean that he becomes a legitimate participant
in a wider range of adult speech.situations, and is expected to have mastered
the forms of two specialized speech events--court argument sud Dublic address.
Ngoni women aré expected to show their skill in language use by running an ‘ef-
ficxent ani peaccful household. Thkey also may for the first tim2 be witnesses
1n court and they can take part in conversations which their husbands have with
imporLant guests. Although this does not call for knowledge of different forms
of speech event, it does call for skill to be exhibited on a wider range of topics.
Dogon men and women'are expected to learn a number of new togics for dis-
cussion as a result of teachings given them before‘marriage. They,are expected
to learg a special kind of speech appropriate between husband and wife, and

speech appropriate in courting. At marriagega woman's proficiency is expected

_to reach its highest point;and not to get much better. The man, however, is

expected to improve both his skill and the range of topics he can discuss. He
can do this by-attending‘sperial teaching sessions on,matters of cosmology, oo
mythology, law, ihheritante, etc. held by gqualified elders in the men' s shelter.

These sessi , however, can be attended ‘only by those already recognlzod as

good apeake . After marriage, however, all ‘men can sit in the men's shelter

" and participate in the 1nformal ‘discussions and beer drinking going on there.-

At these times they hoth exhibit their skill in languaoe use and improve that

skill through additional practioe.

I will now fturn to a comparison of teaching means and philosophy in the
three societies for which informationsis available on this subJect--Chagga,
Dogon and Ngonin In each OE:these'societies, the child between infancy and
weaning is ahle to participate as a legitimate Fommunicator ouly in those kinds. .
of speech events which are seen as vehic]es for teaching him. 1In the Ngoni

s

case, as we have said earlier, it is only with older children--the nurses--

. that the child is seea as a possible participant at all. 1In the Chagga case,

“the parents and nurse both.use a 4imilar form of speech event with the child.

Whether they are trying ‘to teach the child to sav kin terms, proper greetings

'/ o 9;3
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or just new words, the interacLion takes the form of a question/answer series.,fv
It can be 1nitiated by either the child or the parent, and can be chanted, sung,.‘.‘
or spoken. Some of these interactions are tradltional games, while others are
invented spontaneously by the interlocutors. It is interesting, however, that
" this form of speech event appears frequenLly in the sequence of educational
. means. Each time it appears, although it conta1ns different content and differ-
ent kinds of vocabulary,.the question/answer form.is retained. The Dogon, as
ment ioned earlier, use a form of baby—talk to the child and expect this form 25
‘language in return. In all three societ1es, only after weaning are more complex
speech activities thought appropriate for verbal interaction between the ¢hild
and adults. - . - ‘
~ All three societies have a concept of sequencelboth_of subjects to be
learned and ways of learning them. Least elaborate is that of the Ngoni, who,
feel that their upbring1ng of a child is good ‘enough to teach him all he should
" know without attending any kind of initiation school or receiving explicit in-
struction from elders. This conscious policy separates them culturally from al-
most all other groups‘among whom they live. All others have initiation instruc-
tion and elaborate puberty rices. The-Ngoni assert that they do not need these
because their children learn by being interest.zd in adult affairs and receiv1ng
strict training in the institution oi the laweni (the boys dormitory) which is
.unique to the Ngoni in their areas. The Ngoni restrict the child's attendance
at adult events until heyhas entered the lawenti. At that time’(appearance of
his second teeth), he is enccuraged to sit quietly at places such as the kraal
gate, the Courts, the chief's court, with the father in his daily discussion
with friends and important guests In=ide the laweni he receives casual in-
struction on sexual matters, on c0urt1ng, “and flghting ' He learns also by lis-
tening to.olde: boys about matters of wider interest like politics, law, etc.
By the time he is ready to marry, he should have absorbed enough knowledge about
.. . the workings of hiq society to raise a family and defend the1r interests.
~ + . Thgp 1aweu1 and personal observation dre two ways older children and adoles—
cents learn- the things they need to know to getl along as adult members of society
However li:arning to speak well is also a requireﬁent of Ngoni education, and for
children below adolescence there is a form of speech eévent which the Ngoni feel
is designed especially to give a child practice in speaking correctly and skill—

Iully. This is delivering; messages. Children, ir fact, carried on a maJor;‘
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communicative network w1th1n the v1]]agc They took and delivered messages

and answers, summoned adulfs to placcs and events, informally announced the

coming of guests, delivere& communicat*ons setting up family meetlngs, etc.

All were done u51ng a formnl openlng and closing (which Read did not make ex-
p11c1t), and a style of mes age dell@exy which requ1red concise language, cor-
rect grammar and pronunclation, so{t voice and respectful demeanor. Requlre-
ments of conciseness, correctness, subtlety of expre551on and dignifled and re-
spectful demeanor wére all expected to be learned and exhibited later in court
argument and at puyblic meetlngs. ~~~~~ ‘

The Chagga and Dogon,finxcontrast; have not onlyza sequence of matters to.’
be learned, but they also require different topics to be learned through differ-
ent means at different stages df life o

One 1nterest1ng feature whiich these societies have in common is that al-
though a similar sequence of»toplcs and rites is prescrlbed ‘for men and women,
their actual communicative experiience is substantially different. That is,
they experience d1ffer-nt forms ﬁf speech event and place differential emphasis
on the role of langudge in these act1vitfes. But' I shall go into this in detail
on the sectlon on men's and women\s speech. Here I shall discuss‘thc change of
form or different content. This organization of teaching is motiélted by ex-
pectations of the capability to l\arn at different ages. The Chagga start with
simple questlon/answer'forms played as games in which the message form may ne
a sentence whlch must be completed\withhi\onejword answer; or reciprocal chznt-

game rehearsing the lines of rOutines such as greeting, thanking, taking_leave.

When the child goes to-the g*andpanents he 4s told folktales (in’ language sim-

'pllfied to suit his young agej. He is expected at any tim2z during the next day

the grandparent of whom the question was asked. When the child returns home

between age elght and eleven, his parents begin to use thlS question/answer

form .. more elaborated ways to test how well the child knows kin terms, per-

The usual domestic and agr]cultulal s&ills are not verbally EXylaIHEd or ;

‘elaborated but backbround knowledge on so0il qualities, seed prcservatlon, ani-

mal husbandry etc. is p“sqed on’ verbally, from father to son, mother to daughter
Also at this age and until marriage specialized occupations like bee keeping,

metal dcrking, etc. are taught to sons of artiszns by their fathers, or to
. N\
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apprentices who pay hhfoo to learn the: trade. Iuachlng is done in special
sessions during which tho expert dellverb sever nl untlrely verbal explanatory
‘lessons in ordinary conversational 1unguagel(except for the use of speclallzeq
vocabulary).. Later lessons are combined with practice mhith is supervised-and
which is supervised and which does include verbul-e]nboration on the renuired'

physical qklllb., Here too the spec1nl1qt quizzes the apprent1ces to see

what they have learned and is h1mbe1f respons1b1e for answerlng all their.

questions. - _ K : 3

.The high point aud most intensive period of a child's education is the

time from circumcision to/the end of initiation. During this time boys

spend®3 months in ‘an ipiti ation camp (known in some literature as ‘the
"bush schnol"); glrls receive special instruction but do not attend a-

school in the same qense. Before talklng about 'this exper1ence “indetail,

4

I shall dlqcuss tbe Dogon educational sequence and then compare puberty

‘

educatlon in Dogon ‘and Chagga soc1et1es.h,, i =
In the baby~-talk qtage, Dogon parents tailor teaching means to the
ch11d s ajudged competence. The mother teaches her child/ lexical items
~

by poxntlng to ob1ects wh1ch are available to.-the physical senses and saying -

the word for them. The child 1s encourage to repeat the word unt11 the mother

_— 1is satisfied with his pronunc1at1on——1f he can say it, he has learned 1t. f

Tais association of speech and learnlng is found all through the Dogoh
educational'process.\ After the mother Ceaseq to ‘use baby-talk," 'she starts

g1v1ng the child a great deal of extra 1nformatlon along ‘with each new ‘word.

\ :
If it is part of a taxomony she often explains 1ts place 1n this class1f1cat1on

system and contrasts it w1th other nb]Oth in the same taxonomy Unt11

~puberty, th15 process of informal elaboration on the meanings of words .

is one of tne approprlate forms of education for both boys and g1r19 |

The qecond form used with qmnll and pre-adolescent childreh is the narration
.of folk- L1lo "These are told only at night by hoth men and women to the
‘childrnn This situation, in fact, s the only wne in ;hlth the glrl .
s allowvd to sit w1th and  learn dLrLct]y form her  father. Glrls ]1sten at

other times to women sponklng nbout/adult affnqu Boys can 11sten to their(

* fathers and to their other male frlendq and relatives d1qcuss1ng adult affalrs.

However. most mensprefer the all adult, all male company of the men's shtlter‘

" when they }alk and drink beer; The Dogon prefer to give thelr young peonlv

K
7

96

e



w
o

'Ngonifpractice of sitting do.n with an ol

can take place lasts

-.used in these 1essons, I do know that they are taught by specially qua

" elders in a se. .2t lahguage which onlj men are able to master.. This exac'
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a sequence of lessons on a range of subjects rather than discussing these
inforTally or answering questions which the children might raise after

listening to adult conversations. Here.one sees a.contrast'both with the

r child some timeyafter‘the event
and answering$;6ﬁe/of hig -.-stions, and with e Chagga practice of answering
question_as,s on- as they are raised (or ‘as close to“the event which gave

rise to the questions as'pOSsible) . - \w\

In both Chagga .and Dogon soc1eties, the rite of passage a puberty

contains a aycle of initiation ceremonies which include spec1a1 1nstruct10n

to novices. Both groups perform circumcision and c11terodectymy after

puberty, after-which there follows a perioE\of formal-instruction on a wide

-'“'range of topics. k‘For‘Chagga men,'the peripd during which fprmal instruction

one year. For Chagga women it only lasts 3 or &
months. For Dogon fomen it'lasts from the time of first nstruation until
matriage (any wherd for one year to five or six).. FofAbbgon men it lasts
from circumcision Gntil about age 22. however} it, can last longer if a. man
wishes to rece1ve further specialized instruction.

Although I have no information for Dogon on the exact forms of speech

fied

parallels th. .hagga pa tern in which personnel are speialized for teaching
at initiation, - \speech forms are carried out in a highly metaphorical-
language wh1ch is too esoteric for women and children to understand Another

close parallel is the more elaborate and secret nature of the men's rites

range of subjects taught to men is much wider, the actual knowledge of the

" as .compared with those of the women. A third parallel i:i;BatJalthough the

2 groups by adulthood is quite similar.

The Dogon sequence for women starts after the first menstruation and

conf1nement in the spec1a1 menstrual hut. e girls are visited ch subse-=

quent confinement by a senior woman who teaches them 4 bodiesjof knoWledge,

each named (the title containing the word for "speech" in evgry case). They

‘are (1) "speech pertaining to the’inside' about household zanagement and

cultication, (2) ‘''speech pertaining to the bedroomf sv: banuru, about

‘marriage and maternity, (3) "speech pertaining to the outgide" about how to

conduct oneself with the husband and his'relatives, para N (5) "hidden

speech", about sexual relations and courting, devi s9:. ?fter marrlag the

97 , '.' (J | _
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women's formal education is 0ver. However women can learn about mythology,
cosmology, intricacies of kin relationships and inheritance, political
and legal affairs 1f they agsk their elder_ female relatives in the conteyt
of weaving. This is an explusive female speech situation during which .
subjects considered most nfidential may be discussed without fear of
sanctions being brought or tRat fact of their diqcussion being spread to
" unwanted he&rers.
‘ ) Dogon men, after circumcision, receive instruction from the head
of'their patrilineal kin group on genealogical relationship., kin terms
and responsibilities, history of the kin group and names‘of,its ancestors.,
Youths can then ‘enter the men's society and receive instruction on the legal,
' political and social responsihilities of the adult man in Dogon society..
This is carried on in a secret\language. Not only_are the subjects'secret,
¥ but also the.language is disguised to ensure exclusivity of men's knowledgef
~ (However, yery senior women can listen in on the lessons outside the men's
shelter without fear of becoming barren{ This is the.punishment with which
. any ‘woman who listens in on the lessons will meet) At age 22 the men receive
4 days of special instruction on inheritance and marriage, mythq}ogy, cosmology.
Theseilessons have'a verbal and non-verbal component. The head ST the kin
gr0np gives the verbal ‘part and his eldest son Or successor traces special
designs in the dust which amplify the verbal part. Later, a man can attend
special instruction given byRélders 1n the men's shelter. He must, however,
‘be a good speaker. These leésons deal with tne more esotesic aspect, of myth-
‘ology, the mythological foundations of the sogial_rélationships which obtain .
between kin groups etc. In these lessons-the design system used in the former
“lessons is taught and explained. bAlthough men and women iearn a similar ‘
range of subJects; the men's knowledge is said:to be deeper, -and they are said
"to understand the subjects bett - than women.f
;ghagga men go through a series of rites including circumcision calle.
asi. The rites for women are called shiga and are less extensive and not as
physically trying as are the mens'?“The'women's\rites'although'attended
exclus1vely by 1nitiated women, are held in the homestead of the iniriate. '
The men s rites are held in a special initiation camp site and are attended i
only by initiates, their assistants, and the instructors. Both men's and women's f
instructors are elders specially trained to perform this function. Thei~ ‘ _f

role is named (makuleri) and defined by great age, possession of a large &
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body of knowledge, and ability to ‘transmit this knowledge in sets of 1essons
using special didactic songs and highly metaphorical language. In both cere-

monies the novice has an ads1stant (mwichi or mor1ka) who is an older sibling

or relative, of whom he is to ask questions about each sets’ of lessons.

The_makuleri in each sets of rites have a formal wav(of testing vhether initi-

‘ates have learned the information as well as the reqpired formal way of re-

membering it. The test takes the form, again?.of a/series of questions and"
answers. These are traditional formulas taught te inititates by mwichi and\
‘morika and memorized so that all goes smoothly at the final test which will =
be the series of tradi&ional questions put to the inititate by the makuleri.
Girls similarly are tested by the femaletmagglegi and must memorize. and then
chant the answers to a series of traditional test questions. However:/in the
boys' rites, the .initiates have a chance to go be,ond the traditional answers .
using the metathorical language of the.rites. They can elaborate on answers
or give original onesﬁ Those who can go beyond the traditional minimal re-
quirements are later encouraged to take up the role of makoleri Whén their

.younger relatives are initiated they are chosen as mwichi and given second

~and “hird cppor* un1ties to hear the uidactic songs and use the metaphorical

language. These young men can also attend the’ beer parties of elders where

again they are tested by the old men who informally challenge their'knowledge
by, tossing traditional_questions and riddles at them which ‘come from the lore
of:the initiation rites. The answers are not memorized here, but rather demon-
strate a man's ability to exﬁress himself in the language of the initigtion rite, .
which is a highly valued code in Chagga society.

Another.similarity in the rituals of Dogon and Chagga, is the use of

'\nonverbal means to supplement the verbal lessons. The Dogon men receive

this supplemeht in the form of designs drawn in the dust. Chagga teachers
yse a carved stick the symbols on which are used to set out the order of teach-.
ings about marriage, scxual relations and child rearing. The only difference
is that both boys and girls receive this nonverbal instruction in Chagga
society, while ordly men receive it in Dogon . )

Another important similarity is that in each case‘ﬁen\instruct men and -

1 .
women instruct women. Men use spacial secret or esoteric language and women

$9
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“do not (except in the -one case of the traditional- quesffﬁhs and answers learned
and_ sung by Lhagga,glrls). Men are required to exhibit verbal skills and to Q
improve them and women are not. This differentiation of men and women occures
in all four societies'(although, interestingly enough not as strictly in
Ngoni society). The next section will deal with differeunces in expectatlons

for men and women, and in their speech
I1I1.

In all-societies but Ngoni, verbal skills and roles which require such
skills are identlfled with men and are .generally part of the adult man's role.
requ1rements. I shall d1scuss Ngoni society first because it contrasts with
- lthe other 3 societies with respect to differences between men's and women's
speech. ”
In Ngoni soc1ety a person s way of speaking is one maJor way he expresses
h1s Ngoni, and thus aristrocratic, 1dentity. In the other 3 societies,‘male
and female capabllitles and behavior patterns ave differentiated with respect
to speech. However here male-female differentiation or separation is.qverridden
by the polictical’and social importance of a unified Ngoni identity. Thus,
both men and women must be able to learn and exhibit those speaking skills
wh1ch are part of the Ngoni identity. Both men and women may be born with
the special speaking skill mentioned earlier (supra p. 2), both may become
praise singers, both are required to use language skillfully, and the speech
of both is jhdged according to one set of criteria of excellence. One does

not speak like a man or a woman, bu: rather like a Ngoni.

The Ashahti identify verbal skills with men and expect them to show their
ability in a greater vsriety of speech situations. However, the speech of
women is thought to be more natural, i.e. women are natural beings, and.thus
the1r speech flows naturally Since it flows naturally and unhampered or
changed, w0men s speech is naturally good speech * Men on the other hand must
be taught to use good speech. Their appropriate use of language is not a

natural endowment. ‘ : -

In addition, n]though yomen naLural]y use languaye corrocLlV they are not
expc(tcd to usec it mdnlpulatxvclv or particularty skillfully. In fa\L they’are
n'lturally prone not to use it that way. Men on the other hand must be t'au&,ht
to use 1nngunge correct1y and are in addition expocted to become sklllful and

e]oquan speakers. i 100
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This view of the d1fference between men's. and women's use o language
is expressed in several ways. For. 1nstance, women's test4mony in court is
usually taken first as truthful, since women are users of a naturally flowing
language, they are tvustworthy speakers. Men's testimony is not taken aé
truthful, but rather as a usage of language to twist the truﬁh'for personal
motives. Men's speech must be contrdlled, and is?hedged.about with ail sorts
of . rules of usage. Women's speech need not be similﬁrly'regulated _

This differential evaluation of men's and women's speech correlates with -
differentiai speech expectations_and expefiences in childhood and adolescence.
Girls are not trainad 1n'sﬁégilng, nor are they required to exhibit the kind
of proficiency 1equifed of Boys. A boy of 6 years is expected to“spéak abi3
"self-assuredly". Wﬁen_a girl or woman talks it is taken for granted that she
'will use language éppropriately."When a boy or man speaks his language. is
égrutinized to see if Pt measures up to the reéquirements of correct and ap-
pfopriate speech. 1If a girl does exhibit speaking proficiency, she is praised for

- it. When a boy exhibits proficiency, it is not a praiseworthy act as he is
merely fulfilling the minimal requirements.for'males. On the other hand,
his lack of speaking skill is cause for comment.

This differential evaluation of men's and women's performances and natures .
is not confinéd only to: the area of speech.' It applies in evaluations of whether
men and women are fulfilling>a11 sorts of role . equirements. According to
Miss Hogan, women in this matr111nea1 soc1ety seem to be secure in their social
roles whi:h have a concrete, clear-cut set of requirements (e.g. child- bea*lng,‘
keeping house, cooking, tending éb agricultural duties). In each casé, fatlure
or success is felt to be easy to determine. Competition with other women
is unnecessary as degrées of failure or success are not a part of thé systen.
Men on the other hand, are insecure in their social roles. In each case their
success or failure depends on'hgg they fulfill role réduirements, and not
(as with women) whetﬁer they fulfill them af all. «Theré are indeed degrecs
of successland failure and thus competition between men is strong.

S50 it is with men's anc women'é use of language. When women speak it

is taken for granted that their speech will be good. Their speech is not
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object of evaluation by others and thus competition for recognition
of speaking skill in not usual among women. Men's speech on the other hand,
~must be cultivated, trained, and then regulated by the applicatfion of
%many'cultural,ruleé regarding its use. When men speak they are evaluated
on the degree of skill which they exhibit. Fuvcther, they are expected .
to exhibit this skill in a g.eav nariety of speech-situations. They aref
judged according to how they fulfill the speakingrrequirements of adult mén,_
The.fact that they speaknappropriat:ly will'not be considered a surfficient per-

formance as it is for women.

[
—_—

The Dogorn view of differences between men's and women's'Speech resem-
bles that of the Ashanti in that-they also believe that their respective
speech characteristics emanate'from the basic natures -of men and women.
l‘But the beliefs themselves are nearly the opposite oi;thdse'of the Ashanti.
‘In this patrilineal society, femininity is associated with psychic instabilé
ity, inability to reason rigorously and unwillingness to acknowledge .
mistakes. This serles of feminine weaknesses leads to a series of faults
in the area of language. Women are more naturally prone to listen to bad
speech,- they cannot attain as great proficiency as men in speaking, they
are prone to quarrel, and are liable to talk tov much, say 11ttle and what
is .worse divulge secrets. (Quarrelling and divulging secrets are two of
the worst speech habits a Dogon could have) - To counteract these “bad . -
_natural tendcncies wcuen must be carefully watched and’ taught to speak correc-\
tly. They also must go through a series of physical ordeals like ear and
nose piercing to teach’ them yerbal-self—control and make them masters
. of ;their emotions. The ear piarcing has'another related function. After
piefcing'the ears, women wear 8 to 10‘ cowry shells in each ear (around )
the perimeter’and in the lobe).. These shells prevent the bad speech
from entering their ears and thus, their speaking habits.

"~ Men on the other hand are naturally able to speak well, to reason
clearly and ultimately to nnderscand more things more deeply than women.
The male princ1ple is considered strong enough to permit mastery of emotions
and verbal self ~-control. Thus, boys go through no series of physical ordeals
qther than circumcision. Further, another difference between the speaking
abilities of men‘and women is in the use of gestures. Gestures in Dogon
society are thought to make speech more intelligible to the listener and
at' the same time to help the speaker th1nk more clearly. No female can

talk without gesturing. However,.many men can; and their speech is still
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intelligible and their reasoning clear.
o The Dogon also talk abdht speaking in terms of male and female types
of verbal expression.\ Male and female speech are differentiated on 2
dimensions, -intonation (expressed as more or less oiliness),'and subjects
or emotions which each.type is‘appropriate for expressing A female
intonation_is_a_high and ascending one; a male 1ntonation is a low and
descending one. These can be used by men or women, and their use varies
according to the psychological state of the speaker.' Female speech and
intonation’express gentleness while male speech and intonation express
'excitement or anger. Female speech is most generally associated with a

- soft, gentle, smoothe mode of speaking which a mother is required to use
to her children (no matter what dialect she is speaking) Female mode of
speech’is h1ghly valued but women themselves have to be taught to use it.
) vethhen, they cannot use it as well as it should be used. Men in fact,
are capahle of surpassing even women in the skill of\using the female mode
" of speech. ’ _ _

\The_Dogon contrast with the‘Ashanti‘however, in the following way.
While in"Ashanti society men and not women are identified with speaking
skills and roles associated with these'skill, this is because it is un-
necessary for women to be skillful in speaking Here women are required
_to be appropriate but men must be appropriate and skillful In Dogon
. society men and not women. are 1dent1f1edlwith speaking skill and roles
associated uith such'skills. However, this is because women are considered
incapable of.attaining such proficiency and‘are trained in childhood and.
adolescence as are boys. Both men and’ women are requircd to be appropriate
and skillful but men only are fully capable of atta1n1ng real skill.

In Chagga society, speak1ng skill is not identifl.ed solely with men, .
nor is it by nature the property of either sex. Yet in general, speaking
skill is™ associated more w1th men than women, and roles requiring speaking
skill are filled more by men than by womenﬂ From early childhood boys.are

pressured much more than girls about their Epeech. Boys are expected to
. learn kin and-adress terms, linguistic_etiquette; ceremonial formulas, etc.
earlier than girls, and are tested in these natters by their fathers while’

girls are not. Boys are also pressured by the father and his whole family
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to u;e the dialect of the father's village and not that of his mother. ‘

| Here one can draw an interesting‘cOntrast in use and evaluation oflcode
repertoire 'by women in Dogon and Chagga societies. The Dogon woman. comes
to her husband's family speaking her .father's dialect, and she never stops‘
using this" variety altogether. She learns her husband s dialect and uses '
it to her children, but she also uses her own to them as yell. This I

have safd earlier may be an expreSsionjof her original patrilineal idenlity, 4
~and an emphasis cf her personal unique pess: in an entirely new and initially'

' 4hostile environment her husband's -village. 'The Chagga woman also come 4
“to her husband~s village speaking the dialect of her father s people. Hqw-
.-ever, she stops\using it and makes an effort to learn her husband's diaie t

{ and to use it to her children. She does not use her won dialect in her

- husband's village. Perhaps this 1is because the/Chagga women remains a .‘.j
member of her father's patrilineal kin group add keeps up ties with them,%
while the Dogon woman becomes a member. of her husband s kin group and is i
4responsib1e only to his family(for subsequent kinship obligations. ConQIf
‘tacts with her father and his people become difficult to arrange and few in
number. a 8 . _ .

There is one other way in which both Dogon and. Chagga use language
to differentiate or émphasize the separateness of men and women.\,They e
" exclude each other from certa1n pivotal speech situations in the life of
"each. Chagga women exclude men from the market place, the girls' initi—' N
ation enclosure, and the birth of a chi1d Dogon women exclude men from. .
the weaving situation and puberty instruct:nn. 4 g' 3 : ‘
In‘the‘case of childbirth, the attendimg -omen close‘off the‘house,--
in which the birth is taking place to all mer., »ven the father. Further,’
they delay in telling the father the sex of the infant. Indeed, until

ske gets a gift from her son, the husband's mother will not give him the

news of the child's sex or condition. In Cha ga women's initiation rites

men are warned away with clapping of hands and loud cries or singing 1f
4they happen to- intrude they are liabel to/be verbally abuded or physically

assaulted by a bevy,of shouting women. he Chagga market‘is run entirely

by women. Men may enter and do busines , but at'their own risk. For here,

women are’ free to openly abuse or ridicule any men who for any,reason

have invoked their ire.
o ' /
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Dogon women exclude men from the weaving situat1on which is also
the appropriate t1me to discuss matters which one considers. secret, .or-which -
one wishes to keep - from men. The old women who have leained men's know-
ledge’teaoh it to other womeu only during the weaving sessions. Men are
also excluded from girls' puberty inc tructions'by the'fact'that these are
given only during a girls menstrual periods when she is confined to a_
building apart from all men in her family and neighborhood. The knowledge:

n

she gains in these lessions is considered the,exclusive possesion of women

alone. ' o ' e
Similarly, men in both Chagga and -Dogon societies use.exclusivity

of participatlon in certain ‘speech s1tuations as an expression/ ' of male -,

solidarity and separateness. ‘Chagga men ekclude women from family sacrifices,

public welfare rites such as rain-making and the chief's installation,

and boys' initiation rites. Dogon men exclude women from the Fen's,shelter

and . all activities held there1n. These include a- range from beer drinking

and informal d1scussion to the formal lessions given in mythology and cosmol-

ogy (supra P. 15). Women are also excluded from all the .kinds of instructions

given to men by their male .elders and relatives. Similarly the knowledge

&Ry

gained in these sessions is cponsidered the exclusive possession of men. If
. a man or woman knows‘the teachings of the. opposite sex, neither will admit
to that fact, and neither is able to exhibit this knowledge in public

7 by discusslng the subjects included in the lessons

'

Iv.
) This section will deal with beliefs and practices regarding the use
of speech to affect the consequent actions:of"intenlocutors;' It will include
the’ social controlllng function of language in the socialization of children.
~First, however, in order to understand the kinds of speech used with children,
dne ought to investigate what persuasive and controlling power speech is
thought to have in general._ This, unfortunately, is not possible for all 4
.societites with any consistency. However, where there exists information'
on the latter question"which-cap elucidate answers to the former;'I shall

try to include it.

105 '



5%

o, : .:‘ ""50- .

| 0ne pertinent view of 1anguage shared by Chagga and Ashanti (there
is not information for the other two socleties) is the division'of speech |
into socially responsible and socia11y irresponsible catagories.
In this regard, note that- the same message form may be at one time
responsible ‘and. at another, irresponsible. For instance, 'in Ashanti society,

abuse, tale-bearing, and lying are irresponsible while r1d1cule, reporting v

the affairs of others to the members of one's abusus (matrilineal ‘kin grour)

'C.and iying to a child wdo asks about sexual matters are a11 responsible speech

acts. In eath case, the socia11y irresponsible speech causes an individual,

~some culturally defined injury and thus causes (in d1ffering degrees)

disruption of social harmony. The same messages forms however can be sanc--

tioned by society as socially respons1b1e usages when they, maintain social

‘harmony. For 1ngtance the above mentioned instance of tale-bearing preserves

the interests and solidarity of the abusga, the 1nstance of 1ying prevents

~a 'child from being 1nterested in forbidden matters and hence of getting into

‘trouble by being concerned about them, and abuse, when it singles out the

faults of another to prevent, correct or punish wrong d01ng is cons1dered
ridicule (a socially 'sanctioned form of social control)
In both Chagga and Ashanti societies parents. teach children‘about

these 2 kinfds<of. speech and the consequ ences of using them. In particu—

lar, in Ashanfi society-children are EXpected to learn noL to use abusive -

1apguage by chi1d1en or adults is a serious offense. - It it one of the few

misdemeanors for which an Ashanti child can be physically punished. Further,.

‘adults are forbidden to abuse not only other adults, but also:children.

There are 3 exceptions which occur. in important Ashanti rituals:
the destoolment of a chief, the Apo ceremony (the one time a year in which
abuse of even public figures is permitted),’and at the burial .of a child
which has died befdre 8 days huve passed (abuse is heaped upon the corpse by

the family). In 2 of these 3 cases abuse is sanctioned because the indivi-.

Idual being abused has failed chpletely to fulfill his role in society

(the child, the chief). I+ the|3rd case ‘there exists a period of verbal
license in which indiyiduayérne nces not aired w1thout further consequences

for interlocutors. rn nene of these cases may the abuse cause offense
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quarreling or legal action. Usually..abusive speech'which Has no sanc—‘
+ tioned punitive character is seriously disruptive because it is always
provacative of further argument and oft of lawsuits. ;
~Inm Ashanti soc1ety one must be aware of a general evaluation of speech
in itself as potent1ally dangerous because it is’so easily socially dis-
ruptive.| One can see this being reflected in the felt need to regulate
men's sp ech because it ig not a natural, unmanipulated phenomenon. Since- -
it is used by the speaker’ to achieve his-own ends, it is potentially in- ]
jurious tb someone., Ultimately such inJury causes social discord. The same. :
evaluatio\ is expressed in the Ashanti view of witchcraft. A witch, it is felt{
7' ‘ possesses xtraordinary verbal powers. When he is working his’ worst ,
/ _ ev1l he is, using these powers to their fullest. Again speech is a dangerous
force capable of - doing injury to others. ‘ ' \ .
The'Chagga also make ‘a‘distinction between responsible and irresponsible
speech. T evmhave.an ample vocabulary for}categories of irresponsible speech
and” speakers.! As with the Ashauti,;the latter kind of speech must result in
'a culturally defined injury to an individual. There is a difference, however,
in their views”of the relative severity'of the. injury tcaused by abusive speech.
v It would seem that to the Ashanti a11 abusive speech is equally 1njurious ‘
"~ and soc1ally disruptive. ‘To the Chagga there are two kinds of abusive sgéézh:/’
one kind which if used between age*mates is not as serious as if used be-
tween non-equals, aaother kind wh1ch is used at all lead to quarreling and us
usually to lawsuits. The former includes all forms of insult and derision.
fhe latter includazs calumny and accusations of witchcraft. Any insult.from
junior to senior is always abusive and a matter for punitive action. Between
son and father, in fac-, reconciliation must be ritually established for social
“harmony to be restorei‘ Similarly, using to women words which are (as Gutman .
1610 puts it) "indecent is always verbal abuse, and can result in legal action.’
- There are also 2 examples of abuse wh1ch although said to an individual
¢ are taken as irsult to a\group. These are the scorning or maligning of the
initiation teachings before others, and the abuse of women who are soiled bef
cause they have been taking care of children , both of .these can provoke '

collective action: against\the speaker by ‘men or women of one's village or kin

‘group. In the former case) they may destroy part‘of a man's banana grove.
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In the latter case, women wlll openly insult the speaker;if he .goes near or

into the market place.

a

(

" To. the Chagga, speech generally is not 1nherent1y a dangerous force.
However there are tertain message.forms which have power to effect bothxsdbially
.beneflcial and disruptive consequénces. These forms therefore are under strict
regulation as to who may use them and for what purposes. Lhildren are- very
‘ earl taught what these forms are what their effect can be and who may ‘use -

\'hem. But if-young children use" them, they- will not have any effect. I shall

s mllar ones in Dogon and AShanti soc1eties. ) PR = T

- After reading the material on these 4 societies, it became evident that

ona relevant question to ask regarding the controlling function ‘of speech would
béjthis, are there speech forms ‘which in and of themselves have power to.effect
desired cdnsequent'actions by people7 In 3 of the 4 societies here, there

exist message forms which when uttered can do the follow1ng kinds of thingsa

i

(1) gind interlocutors to certain actions (oaths——Chagga Dogon Ashanti)

!
(2) effect in the moment they are spoken the very consequence they refer to

(prdg\yncements, undoings—-Ashanti .Chagga, Dogon), (3)~effect d9s1red conse-

‘quences in the lives of others (curses, blessings-~Chagga, witchcraft——nshanti)

In Ashanti soc1ety oaths are conq;dered to habe such“-efficacy that Lhey j

need no aid of material ob}ects to take effect. The structure of the messages |
N /

requires a reference to some! extreme misfortune in Ashanti past history. - ~ ;

i
'

In the oath one cannot refer directly to the misfortune, so euphemisms are used.m )

For instance, "saturday'" is the way to refer to the oath which mentions the !

¢

day when an 1mportant Ashanti king was killed in battle. Elders, chiefs, court

-~
officials and governmenr offic1als all have their own oaths.. A private cititen

. may also. 1nvoke ‘his own personal god -in '‘a personal oath called the "fetish

oath". This is used especially when giving testimony in courts.
. ‘"There are certain oaths which:can be used only for certain purposes, -

and the use of them' at other times can result in a courtcase and a. fine to the
swearer. Here the swearer has abused the use of a powerful force and thus
caused social discord, which must be al]eviated ' ,

Oaths are used to confirm statements about past behavior, to bind persons

to certa1n future behavior (to obligate certain actions or to proscribe certain
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futore behavior (to obligate certain actiops or to proscribe certain actions)

Witnesses in court swear that they actually perfqrmed in the past the’ actions
of which they speak.” A woman accused of adultery swyears that she did not commit’
it. A deceased man's, wife- must swear that there exists no other male heir. At
the funeral of a chief,the elders must swear that they have not killed him. '

Oaths sworn - to. effect future behavior are‘these‘ those to bind court
Witnesses to truthfulnfss, that which a bed-wetting child swears which promises
he will cease this disapproved behavior, that used by elders and by military
officers swearing allegiance to the chief.. In all these, the 6ath is sworn
by an individual before another (usually a senior in rank or age), and refers
to his own future behavior. Another kind of oath bin&s a second person to
prescribed behav1or and is a publlc spcech act whenever it is ptrformed
Such oaths. are used by a husband to'bind his wife to a promise not tc commit
adultery, .It is also used by the chief's heralds when they publicly announce

- new laws. Here the ‘herald binds the listening people to obey the law. ..

Oaths in Chagga society are used in similar ways: to confirm statements

about past action (in courts), to bind speaker to future actions (reconciliation)

between a quarreling father and son) There are two ‘dif ferences however-—

o

(1) an-oath cannot be b1nd1ng on the actions. of another, and (2) two parties
‘ can,bind each other rec1procally to future actions if they swear the same oath
‘together. Ihe latter kind of oath is taken for instance on the eve of the A
: transfer of power from one age set to another. In'in-coming group swear
fallegiance_to the chief, and that they will’tell&him when they are displeased
with himn(rather than plottlng'his overthrow). The‘outhgoing group swears
they will act as lntermcdiary between rulers and chief, and that they will
explain to new o£ficials all the basic principles of administration, keeping

— -nothing secret. \\\\‘ ‘ . ) \\

The form of oaths seem to be that one wishes sickness or death. on thel
of fender who does not keep CE the promised actions, or who has sworn to a lie.

Dogon oaths have a sim11a1 fbrm. Their onths, however, can affect only the ;

. swearer himself. Oaths are especially used in court c\ses\where two contest-
\, .
, ants have levelled counter-accusations at each other. . A ‘\\\\\
- While the oatF’is the strongest binding speech act in Ashanti societyh“m_“
e

pe
the curse.is the strongest- speech--form in Chagga society. -Dogon also use curses ~

which they distinguish from oaths by the fact that a curse 1is directed'gy the

‘
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-speakerlagainst somcoqe else and an cath is di?ected"by the spééker against

himself. H ever, there is little information on the importance gf curses in

. Dogon society. The information about Chagga curses on the other,'hand,. is plenti-

PO /

full. ' ’ ) ' T o a e

The curse and its complement, bleqsings, are the most powerfu} speech acts and

they are also the mostvb%ghly regulated and restricted in their use. There are

: several.kinas all of wE{ch wish such misfortunes as_sicknesS. barrenness, medness

or death on tHe victém. Curses are such a potent force in Chagga society there
is a whole class of medicine men who deal with the removal of «them andvsubqequent

purificatlon of victims and their families. i
; A full taxonomy o? curses .is not e;;ilﬁble Houever, there seem to be
3 kinds .of divisions made: dying curse vs. other kinds,'uSe‘of material objects:

plus the curse formula vs. verbal formula alone, and those curses publicly sanctioned

vs. those privately performed for personal purposes. The. dying curse is the most‘

dangerous of the purely verbal kind because the/curser has died and thus its effects
are most difficult to.remove' (removal‘requires a'retraction pronounced by the
curser and subsequent purification of the victum with certain medicines). lhe u‘ -

worst of those which use natural objects is-that carried out with the help of the
"cursing pot". Its use must be sanctioned by the chief or his cdourts. The

pot itselflis the property of‘the chief and ‘his ancestors. _The strength of the

"cursing pot'" points to an interesting feature of ‘cursing in Chagga sbciety,

"and also to a general evaluation of speech. - Although the’ curse in. itself is.an

effective force, it ‘becomes more or less effective depending on who says it.
It can also be stfengthened by the use of a material object which symbolizes

or represents ancestral sandtion for using a curse. The more senior in age or

rank the speaker (or his supporters) is, the stronger are the effects of a curse.

rhin
) iCs

(I shall discuss later how this principles is also applied to speech 4n genéral).
Similarly, a publicly sanctioned curse «is stronger than a private usage of the
curse formula. It is backed not only by elders, but by all'elners collectively,
and the ancestors they represent as well. ' ' ’

1f a child curses another child the effect is considered negligible- and He
will be punished for uqing a dangcrous form of speech. If a child curses an
elder, he will be severcly punished, but for the reason which applies in the case

of insult by a junior to a senior. When an adolescent child uses the curse formula

[o%

icus cffcnse as his curse begins to be effective. On the other hand,

/
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on of.the moSt effective threats'used\against children by parents is that they
will be cursed by their grandparents (who can make them sick or ster11e) Such
uaes 5f the curse within a family are, in fact,. the grandparents perrogative

. 'This pattern of beliefs .about cursing fits in with the Chaggas' general
evaluation of speech. in the following ways. First they believe that a person

attains full understanding of and skill in using his -language only when he has

' reached the stage of elder. It follows then that the speech “of elders expresses

'greater knowledge and contains greater authority. This is why only an’ elder can~ S

;'be a makuleri (supra p.- £ 23-4); why the grandparents must be the first ‘to ‘teach the

c%ild with folktales; why at tale-telling sessions the adults always defer - LT
to the senior among them to start, and then they listen as dttentively as do .

' children Thus, on the question of the power of speech to effect. desired conse-

quences, it would follow that seniority in age or rank leads to‘greater effective-

-ness in both curses and blessings. ' . ) :

In the material on Sahanti society, there are two othen speech acts which

-can’ be put in category 3 above--witchcrﬁft and confessions I mentioned witch-i

~ craft earlier as an expression of the malevolent use of the power of speech to L

disrupt social order It is, however, in the category of those speech acts which
cause c0nsequent ‘actions in the lives of others. 'Confessions occur at 2 times

in this material. Both times: they are performed by women and refer- tottheir -
alleged adultery. In the event of a difficult birth, the cause is often thought -
to be the mother s.adultery. If she confesses the name of- her 1over, the birth
should proceed w1th no more- trouble or delay. If she does not confess, the

_ midwives recite the names of ‘suspected lovers. The name spoken when the child
emerges is that of.the father. 1Its pronunciation’is said to be the reason the
~child finally.emerges.l Similarly, comfession of adhltery in a divorce proceeding
can prevent the divorce from being completed. The husband must then bind his

wife by oath'to be faithful thenceforth. ,’

" The last category of speech acts--those which in. themselves perform the
consequence they refer to--are dealt with by Miss Hogan as pronounccments and
"undoings". The former includes spooch acts such as naming rites in which the

pronunciation of the name confers it and all it may stand for on the child
(found in Dogon, Ashanti and Chagga material). The latter includes speech acts
such as the revocation of the fetish oath (Ashanti), reu.val of curses‘(Chagga),
destoolment of chief'(Ashanti) settlement of disputes between father and son

and their reconciliation (Chagga and Ashanti).
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With this discussion of speech acts-and evaluations of speech as a back-
~.ground I shall now comment on patterns of social contros in the socializatjon

of children: Information is available for all societies but Dogon. Here ‘I feel }
the data is too fragmented to give a clear picture of patterns'of language use. "

v
Both Chagga and Ashanti societies prefer verbal means for maintaininﬂ discipline

'
|

and for settling disputes. This preference covers - controlling situations in-
!
volving adults and children alike. The most prevalent form of verbal social i

control in Ashanti_society is ridicule, in Chagga society it is threats.i)Ridicuie
n

in Ashanti society (as has been mentioned earlier) is characterized by s gling

out a persons faults or ‘defects and then calling his attention and: that of M
others present to them._ Rid1cule must have a punitive,'corrective or preventarive
purpose 1in drder for it to be soc1ally responsible speech ' o
Ridicule is sanctioned by society because the victum is a wrong-doer. .ﬁ
Because of this his status is lowered and he loses his right of reply. In all[
.the cases of ridicule discussed earlier, and in all the instances of its use. with
children, the person who is the object of the ridicule ia not permitted to reply

v

at the time the ridicule occurs. _ .
Ashantl use both overt and’ covert forms of ridicule. The latter kind
is_usually directed at adults by adults and uses the vehicle of the folktale
told at night before *he gatered villagers. The teller gives the characters‘
in the tales personal attributes and faults which resembel the real" attributes
and faults of pecple in the village. In this way(he-weaves his rebuke or his
comment ‘on their unacceptable behavior into the tale itself Although this #orm
of ridicule is subtle its intent 1s never lost o#Pthe listeners. '
- Ridicule used to children is always of the overt type. Boys are mor4
subject to it than girls, as-they more often fg l short of the higher standards
set for them. (suprs p. 25-7) Boys who show effeminate’ characteristics. ark
especially the,targets of ridicule. However, girls are also ridiculed for/failing
to 'fulfill role requirements like agricultura& and domestic chores properly.

In .these instances of its use to children, ridicule.is secn as a correctiwe and
preventative mechanism as well as a‘punishment; . / .

Of the five public ridicule rites mentioned in Miss Hogan's thesis, one tf these

involes children. The chronic bed-wetter is subjected to'a seriesﬁof painfully

‘

embarrassing episodes. He is called'by his father before a group of his peers

and is dressed in nettles.'_He/éust then do a dance and is taunted by thF other

‘children. : ' - o
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'Afterwards he is taken:to a stream,;throhn in, and is then sung.ridiculing soogs
by the watching children. Finally he is taken before an elder who teaches him
an oath which states he will not oed-wet ever again. He then takes this oath
before all present. Thus, the child learns the structure and binding naure of oaths
at a very early ege, and at the sai} time is required to use and be bound by

this speech act.

Chagga children. but never adults. can be subjected to ridicule at only
3 times. Boys who cry too much, who exhlbit effcminate characteristics, who
play with girls only, or who play witb their female parallel cousins are fair-
targetq of ridicule by parents and other adults. A herd boy who allows animals
to be lost or killed, or who lets them get into people's fields nnd ruin crops
is ridiculcd in a ‘public ceremony by the adults of his village. Later when’ his
peers get togethcr to dance or sing, he can be ridiculed in the songs they sing.

The dancing situation is the third one in which ridiculing is’ permitted - However,
‘this use of ridicule is allowed only between peers of adolescence or younger.. Note:
that ridicule which occurs between peers of higher age grades is considered abuse
and is not a sanctioned means of bringing to bear social pressure on a wrong-

doer. 1 |
. Thc’most prevalent verbal form of social control in Chagga society for
children is the threat. There are several kinds of ﬁessage forms'but all of them
threaten punighments meted out by an authority dbove the»childf For instence, "if
you don't do x, (1) the Furopeans will take you away, (2) a monster will eat you, N
(3) a nibster will kill me (mother) , (4) your grandparents will curse you.
Another kind states, "if you don't do X, (1) the elders will not circumcize you,
(2) men will not seek you as a wife.” “A last type gtotes, "if you don't do X,
'(l) T will beat you. (2) T will withhold other privilges (or food)“

While Ashanti ridicule fg not only corrective but also punishment and \\
prevention, Chagga threats are preventative only. There are three other means -
of preventing bad behavior. The first is narration of tales by grandparents
so that the child will know what is expeeted of him. The second is an explan:l
ation to a child by his grandparents of the nature and powers of their curse.
This occurs at the end of nn‘older'sibling‘s ear plercing rite. :Finally. an
adolegscent boy can undergo the Ei§g§g rite in which he 1is instructed about gqod
behavior by the clders of -his kin group. Thc‘instruction is given in the form -

of traditionol'songs used especlally for this rite.
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It s interesting tp note that three of these four preventative means
consist of te11ing a child first the consequences his actions wi11 have. Two %
of the four“tell him not nly the consequences, but also what kind of behavior is
expected of him. It seems that ‘the approprihte way to teach this kind of in-
formation is to use verba1 explanatibns in traditional forms and then. to allow
the child to ask questions about what he has heard

Punishment include scoldings and the kinds of actions which were

mentioned in the threats.‘ Correction occurs” verbally in direct statement form
\

‘parent to yonger chi1d pr from nurse to her charge (supra P. 8), or among peers.

-

Correction never OCCUrs between strange adult and child, or from junior to
senior. ' . '

A second form of verbal controll used with older children (those over
12 years) is the proverb.,: 1t is felt that with children of this ‘age and over,
-a direct command might anger- the .child and he would refuse.‘ Thus, the use of
a proverb (being less ‘direct and more subtle) can induce the child to’ obey willil
ingly. Another difference in the handling of older chi1dren is the use of in-
direct ways of point to an and correcting. errors’ Proverbs and inferences are
used to older children (1) because it is felt that they can now understand their
meaning and (2) to keep from verbally offending the’ child.

The Ngoni material contrasts with that of the abodve two societies in

. several 1interesting ways. Although one could say that they. prefer verhal ‘to.

non-verbal means of social control, one must add an important qualification.
The Ngoni seem to prefer verbal means in certain’ stages of childhpod and _
physical means in others. For instance, between infancy and weanring no verbal
means. of control is seen as effective. Between weanipg and the appearance of
second teeth both verbal scatements and physica] punfbhments can be’ effective,
" but the fo:mer is preferred After.thg ﬁppearance of his second teeth,.a boy
enters the laweni (supr p.16-17). Here social control is several kinds all of
which are sanctioned by pdrents. ridicule, direct command, physical coercion.
Parents feel that the increase of physical conflict over who- is to obey. whom

is good training in self- discipline and respect for elders. The younger child

quickly learns the ascendauncy of age despite rank

However, using this same kind of social. control is not considered ap-

' propriate for parents thémselves. Particularly ‘the use of direct rebukes and
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_rid\cu]c is felt to be too shaming for any child to be subjected to elders.
The Ngoni feel that‘all adults and children beginning at this age are'extremely
sensitive to shaming brought'about_by these speech acts. Thus, parents, inlorder
to aLcord a child- his due in respect and allow ﬁim to.maintain:his dignity,
refrain from these two.kinds: of- verbal pressures. Rather they use.indirect
orms of rebuke Jike inference. and proverbs. " Both Ngoni and Chagga prefer
th older chilédren a subtle form of correction add re uke. ‘However, their stated
reasons for using similar means are‘different. The Chggga wish to gently persuade
.a.child to obey.his parents' wishes. The Ngonf wish to spare him the: shame .

“of public ridicule or rebuke. . . ‘ : ¢

However, Ngoni parents do not refrain altogether from pointing out mis-
takes; ‘In'factl any adult may correct any child's mistakes in behavior; speech,
or dance, and will expect the_child«to correct'himself immediately. 'ihe form .
‘of verbalfcorrection, however, will never include ridiculingdof-the}error or

3
public rebuke for committing it.

7
v

One final contrast might be drawn between Ngoni and Chagga modes of social:
control. It is interest1ng,to nota that their goal of child training with
" respect to the relationship which shou1d obtain betueen child‘and adult is
quite similar. RLGqut for age must be an overriding principle guiding child-
ren's behavior. However, the way respect is expressed and the kind of relation-
ship which actually obtains between children and their e1ders is quite diff— '
erent, as are their means’ 'fq teaching this princip1e to the child. In’ Chagga
society the grandparents are\ the repositories of tribal knowledge and the pos-
sessors, of a powerful curse which they can use against a misbehaving chi]d
Yet‘the stay with the grandparents is characterized by a lexness in social
control and an intimate verbally communicatlve relationship between the,child
‘and the elder. 1In Ngoni society the grandparents are also repositories of tribal
knowledge but they have no similar cursing power. Here the stay with grand-
'parents is characterized by a tightening of social control and the instituting{
of - -social distance as the appropriaLe relationship between child and adults.
In each case the child, it is believed, will learn respect for age and the ap-
‘propriate ways of express1ng this respect., o : ~
There is not complete enough information on these two groups‘to make

possible an explanation of the similarities and differences in their ways of
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. handling .the same problem. However this example is representative of the ‘kinds
of contrasts which can be brought to light by using the ethnographic approach
ound in the Guide written especially for this project. .

"
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METHODS;FOR SThDYINC lHE CHILD'S
AQUISTITION OF SOCIOLINGUISTIC GOMPETENCE
The child’'s acquisition of those parts of communicative. competence

which are not purely linguistic has often been avoided or even’ overlooked
lby researcher, probably because it is such a.difficult subJectito.study. To-
me, this area covers mainly social rules (in which social méankng~is conveyed
by selection of behavioral alternatives - Manual 157-159) andfknowledge of T
lexical domains (uhich is utilized: in socfal*tnteractiOn) df course thﬁ two
overlap; e.g., the domain of kinship terminology vs. rules for their uve in
address’ or membership categorization dLvices vs. rules for their application;
The . Manual recognized these two subareas of sociolingu1stic competence as,

acquisition of usage patterns (lS7 159) and ?acquisition of semantic 3is-
'tinctions (141), but pﬁrhcps separates them too much considering their many,
intimate inter- relationships. o - L )

Y . Some aspects of social rules and lexical domains have been looked at form
‘the point/of view of- adult competencé, and a few studies have been-tried on’
children's competence (notabl§ Casson 1967, Stross 1968,. and Piaget's work):
Somewhat analogously, Hymes (1964:36-39) has listed ‘and discussed the

abilities which an ethnography of speaking szt cover; but he was unable to
list many substantive results for adults, much ‘less for children.‘ Some
examples of the areas of competence which have .been or could be attended to '
as social rules of lexical domains are-as follows (asterisks mark thoqe areas -

for which children s competence has actually been srudied)..

. >

Social rules: code-switching rules (Blom and Gumperz 1967
S *address rules (Ceohegan 1968b; Sacks 1966
and Speier 1968 - re child's ticket to talk)
*politeness routines .(Hubbell 1967 Persky
and Salutin 1968) .
rules for using membership catcgorization
devices (Sacks 1966, 1968).:
. residence rules (Geohegan 1968a)
, procedure for promising (Searle 1965)
sequencing rules in conversatlonr(Scheglotf
, 1967)
rules for formulating locatiﬂns (Schegloff
1968
*rules for game—playing.and for particular
games (Piaget 1932).

Lexicdl domains: *kinship termino]ogy (Casson 1967; Piaget

1928) . "
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*pronouns (Stross in Class Discussion 1968)'

color terms ' i ,

*plant terminology (Stross 1968)-

membership categorization devices (Sacks
1966, 1968)

counting : '
'2// Time (yeats, seasons, months, days of week)

I.

v

‘As well known, there are grave problems in attempting to study the cnm-
'petence of children.. TFGuble- seems to arise from two main sources. _

-'1) cultural rules which: regulate social interaction 'interfere with,
the reqearcher s contact with, or observatLon of, the child ”For example,
Jan &rﬁkman (Class Discussion’ 1968) found that it took weeks to train adult
Koya (India) to do the Berko Test, probably because Koya are unwilling to, admit
the ex1stence of imaginary beings "in the world (including wugs’ )

‘ ‘More importantly, Ben Blount (1968) discovered that many Luo (Kenya)
social rules influenced children’ s behavior in interview or testing. situations.
~Luo children are taught by abcut three years of age to stay away from strange
adult guests and to speak,to'allvadults in'a status-ascribed fashion. - Many
4-6 year olis won't talk to adults unlesss other.children_are presentf_"Un-,”
married girls 1l7]4 yrs.:don't speak to stange men, although older and yonger,
girls-will. Obviously, such factors make both testing,and recording of
naturalfconversatian difficult in.the‘extreme. Further, even when data are
obtained, these factors must be carefully taken into account in the analysis.
I2) the ”generic nature of the child's mind' ?whatever that might mean)
can also interfere. I intend.here to point to such things as short attention .
span, problems with tests of.grammatical knowledge, &nd lach of 'introspective‘
ability'. Such difficulties appeariparticularly in work with children under |
five, but c¢an easily last into adolescence (and some, of course, into
adulthood).
Braine. (1967:7) states that, while the Berko test has been used (for

Al

, Engliqh plurals) on children as young as 30 months, administering it to even’
younger children presupposes a command of syntax sufficient for understanding
‘the instructions. Stross (Class discussion.1968) tried to use the Picture
Comprehension Test to get at Tzeltal children's knowledge of pronouns. Th-
test~worked well with those who already knew the pronominal system; with

younger children, it worked much less well.
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Ln(k of intrespective lbl]lty is an OQPP(lal]y crucial prohlom for
those who want to work on the criteria behind social rulas or the organizatlon
of lexical domains. lf the child can't talk with you, even at a very low level,
about his behavior, you have only 1nd1rect means left. Brown and Bellugi
(1964) tried to get grammatical Judgements from children wlth the following
type of result

Experimenter: Now Adam, listen to what I_say. Tell me which is
better...some water or a water. '
Adam: Pop go weasel. .

Braine (1968 13 75) thinks Lh1s is a "hopeless task" (difficult enough. wirh

adults) and cites work on suffixes in Russian and comggund nouns in English

Vygo¥sky (1934 517 glVLS data to show that the pre -school child can t separ—

ate names of obJects from their qualitles

bxperlmenter: (Tells child to call a dog "cow'.)
‘ Has a cow ho¥ns? -
Child: Yes, it‘has. :
Experimenter: But the 'cow' 1s really a dog, and has dog horns?
Child: Of course, if a dop is & cow,!if it is called a cow,
N then there must be horns. Such a dog, which is called
cow, must have little horms. ,

All thesé examples have been from studies of child grammar, but similar
problems also appear in other areas. . E. g ,}Stross (1968) brlefly mentloned
his largely unsu?cessful attempts to ‘get children to explain their criteria
for classifylng/particular plants.. 1 (Hubbell 1967.37) once asked a Negro
girl (4'9") 1n/a Berkeley Child Care Center what 'taking turns' meant:

Klm/ it means... when you re running you take a bath cause you...
LH' no-o-o (disbellef)
.Ktm what does it mean%
LH: what does it mean when the teacher makes you take turns? ‘
each person at a different time. -
Kiui: um, how to take turns.
LH: what'd you gotta do that for?
Kim: because, because you..don't have enough.
LH: o-o-oh.

I infer from this that Kim means that you take turns when there isn't enough

" of some good to go around. The vagueness of her answer, gotten after con-

slderable prodding. was typical of my (half- hearted) attempts to ask children

“direct questions about social rulés. : .

In this paper, T want to consider only the latter type of research

problem - the type caused b¥.the 'generic nature of the child's mind'. This
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whole area can be clarified if we seé that two djst1nct processes are actually

. involved in what has been labelled sociali7ation s although there are innumer—
able links between the two (See Diebold's version of this -idea, 1965:243).

. a) psychobiological development - the innate structure of the human

organism at birth (both psychological and somatic) plus the developmental

changes in this structure (both cognitive development and physical maturation)

as the.organism grows to adulthood._<ThiS innate structure is approximately

the same as the 'generic nature of the child's mind' discussed above. It is

more or less independent of culture," although nutrition, etc., might well have ;
effects.  The Manual (121~ -124) discusses cognitive development only with regard _
to. theacquistiiton of lexical domains, but certainly such developmernt is important
~ for the acquisition of socail rules as well .

Without getting into ‘this $ub3ect deeper than my scanty psychological
train1ng permits, I will mention a few aspects of this structure and its develop—
ment which others have mentioned "in the literature on child language.. Piaget
has done an’ enormous amount of work on ‘the mental development of (Eurdpean) * .
children. [Since this in only meant as an example, I will ignore here the ;
-question of whether Piaget is getting directly at the child's mind or only
at the child's -language (see Diebold 1965:243-4 or Vygotsky 1934:520 for criti-
cism of Piagek) ] 'Of greatest interest here are such finding as "the egocentric
factors of verbal expression...and of understand1ng itself..." (1926 125) and t .
the "inabi%ity to understand relations" (1928:86-87, 200). Luria’ (1959 in
Hymes 1962:22) has shown that the development of the directive function of
language is dependent on physical maturation and is not dependable till 4 or
4°1/2 yrs.. According to Vygotsky (1934:517, see above p.4), the pre—school
‘aged child cannot separate objects from their qualities. ‘

‘A language Acquisition Device, if it exists, would also be included here
"(see Chomsky 1959:44,57). Braine (1968:86). Vygotsky (1934:510)J Lenneberg
(1964,1967), and others have distinguished the LAD from the somewhat indepen—
-dent development of’conceptual skills (e.g., Vygotsky s 'thought' vs. ''speech').
But both these features of the child's mind fall with1n psychobiological develop—
ment ;. neither is cultural. '

For all we know, there mav also be a Culture Acquisition Device. - Jakobson's
hypothesis regarding the acquisition of phonological features (Jakohson and
Halle 1956) might also hold for the semantic featuresinvolved in social rules

and lexical domains. Such a hypothesis could, for example, be tested agalnst
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a fuller version of Casson's data on Oaxacan children's klnship terminolqgy
(1967).

1]

both social and linguistic. Covered here are soc1al rules (including

b) Cultural development - all the learning which takes place in jépulture,
hose

wh1ch interfere with research, see pp. 2-3), lexical domains, knowledge of howi‘"

to make cultural artifacts, etc.' ' L ’ T o .;%J o Q?v
Psychobiological development is by def1nit10n universal, except where

(relevant) physical differences exist withln the human species. Cultural de—

velopment is by defin1tion culture-specific, 'with the possible exception of

-a few universally learned 1tems (see Hymes caveat, 1964). Cultural development,~"

is not necessarily conditioned by psychobiological development, e g.i.th LAD'ﬁ
. conditions language learn1ng The: problem relevant here is that aspects of
psychobiological development affect and interfere witﬂ‘our study of- cultural
develop%ent Even knowledge which the child has acquired through cultural
development may be hard to ellcit or examine becauselof features of psycho—.
biological development (e. g.»> inability to introspect). The problems then
is to find methods which would enable us to get around, avoid,’or overcome
these difficulties as much as possible. I am convinced that most 'solutions' '
will be only partial and only approprlatﬂ for limited parts of socioliqguistic

competence. But even th1s could be very profitable.

ot

Y
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In this paper, I want to bring together all-the scattered and unorganized
information on this point form puhlished literature, the fieldworkers this
summer, my own experienCe ?bserving in- a‘Berkeley Child Care Center (Hubbell
1967), etc. (Berko and Brown l960 have done similar review of psycholinguistic
research methods for children, de cribing experiments %nd their analysis )

‘The Manual (121-128) suggests no specific methods for studying the child' s
semantics, though it does discuss some for adult competence which m1ght‘
be extendable to children in some way. Only a few techniques are mentioned .
for working on the child's social rules (165). » _ ‘ .

It seems. fairly obvious to me that we need to start out research on

: children s knowledge of social rules and lexical domains in the more simply

. structured, semantically concrete, and bounded areas of their competence. -
When testing out methodsi it is hsually easier to detect difficulties when thed‘
structure bcing investigated ig fairly oim

'
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the subject being studied,‘the'easier-it would be. to cdnvey to children _
(or adults for that matter) what is meant, perhaps using objects or picturesh
Working on bounded sets of rules or bounded lexical domains ‘would enable you
.to getra. scomplete picture, without having to worry too much about 'fuzzy
edges . ¥ ' o v .
. Unfortunately, which areas. these are undoubtedly varies between cultures
and one;might not be able to dist1nguish the simple from the complex, the
' concrete from the abstract, the boupded form the unbounded, before actually
embarking on their study:f Furthermore, the three criteria need not be co-
‘extensive, i/e., the semantically concrete might be the most complex ‘and least
" ‘bounded, etc. In general I think lexical domains would be-easier to study
on all three counts ‘than social rules, so0 perhaps we should begin there. 'How:
ever, social rules are more interesting in some ways. (Personal prejudice v
probably solves the problem for the. individual researcher DE
. In examining methods which have been used in work with children, several
distinctions must be made: : . .
l) Knowledge of social rules should be kept separate from knowledge of lexical
domains, mostly because different methoﬁg are probably necessary for studying
_ them. (see defin1tions P l) .
2) Knowing the extent of. the child s knowledge is not the. samé ‘as knowing
the child's cr1teria for using or organizing that knowledge. E.g., naming
‘plants or addressing kin vs. the criteria foraclassifying plants or choosing
address forms for kin. Certainly the former is the easier task, Especially
»lfor the younger age groups‘(under 5 yrs), we may.have‘to be_content with
observing or eliciting the -extent of the‘child's knowledge. The researcher_
. may have to infer the child's‘criteria;from his own ideas or his own knowledge
of the adult system, without d1rectly testing their psychological validity |
for children: 3) Observation of behavior in natural situations must be
disti@guished from special testing frames designed to elicit that behavior“h_’~
Observing is probably better suited for studying social rules; testing frames
»for lexical domains (for reasons which I elaborate below, pp. lO
4) Getting the data is different from analyzing it although how you intend
to analyze ‘the data should influence how you ‘collect it. —The main-dis-
cussion (pp. lO 27) will be on how previous workers have_gotten (or tried
to get) data and what" they have done with it. Possibilities for grand ,

~analysis will be treated briefly at the end (pp.27-30); with:an;example using
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Geohegan's handout on'Samal address tormtnology (1968b)

. v TIT.
> METHODS FOR STUDYING LEXICAL DOMAINS

For (his area O0f sociolinguistic competence, observation”df natural
behavior (it seems7to me) will produce little information relative to time
spent }n observation, especially considering the limited time available for
most fieldworkers. So, some type of 'eliciting' or 'testing' frame will be

necessary to increase the 'density' of occurrences of the labels (segre-

gates). E. g.,.hg ten can you expect to observe children spontaneously
listing kin terms,ﬁentifying colors, etc. Of course, and this is very
important, what observations you do happen to make of 'lexical behavior'
(e.g., adults correcting children, children ‘asking adults questions) can be
crucial in examining" things like -- what ‘lexical domains are important in.
: that culture, what- degree of knowledge is expected of children of different
ages, what domains are various children/presently engaged in learning, -
perhaps even clues to the criteria used, and so on. To my knowledge, no.
one has attempted serious research on any lexical domain by observation alone.
Testing methods used have ranged from asking a, child to list all the
segregates he knows from a certain domain, to direct requests for definitions
of terms, to tests involving identifications of concrete objects by labels
lfrom a certain .domain. Following is a difcussion of six methods (used'by
four researchers) which have come to- my att ntion as at least.partially
successful. . T - . : '."!

<r

~
Casson 1967 - kinsh1p Lerminologyi

Casson used a sample of 19 children aged 6—12 yrs. from a monolingual
(Spanish) village in.Oaxaca to study acquisition of the domain of kinship
terminology. He was particularly interested in the time and rate of acqui—
"sition, the meaning of the terms to the children, and the order of acqui-
sgtion of semantic features. Casson already had the adult system, including
‘a componential analy‘is which revealed sex, polar1ty (senorfjunior within
one generation’), generation, collaterality, and affinality as the relevant
.semant1c features. ’

Casson f1rst used a listing task to finé ‘out how much of the adult ”;
system was known at varying ages. If a chi1d was- asked (in Spanish),

"Tell me all the kinds of family nameq you know", he responded by reciting all

the kin terms he could think of. Casson then tried to elicit other terms,
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which the child knew but couldn't freely recall,. by asking, "What relation
“is X to you?" ‘Sincc b . had already obtained geneologies for most of the
children's families, he could use the name of a real_relative of the child.’
Results showed a gradual increase from control over 12 kin terms (6-8yrs)
to 16 (9 10) to 21 (11-12 yrs) (free recall list + elicited list). The adult
isystem has 40 terms. Unfortunately, Casson doesn't state the ratio between
‘ the number of freely recalled vs. elicited terms, nor which particular
terms were actually included and in what order.
I gather (personal communication) that Casson didn't have too great
difficulties in obtaining the free. recall lists,-or in getting at least
- some answers to’ the question, "What relation is X to you’", except for short
attention span. This method does seem to get at. the exqent of children s
knowledge of a domain, though the test questions need to be adapted for each
Jomain studied (and each culture). E.g., one probably wouldn't ask an -
. American child, "Tell me all the numbers you know. However,'the listing task
might not be appropr1ate for a domain such as pronouncs, which seems (to me)
_somehow less 'listable . : : ‘ 4 Y
Casson's second method ‘was a triads test, to get at the child s knowledge
of the "semantics of his kinship system . Patterned after Romney and D'Andrade's
(1964) use of the sage technique with American high school students, the
"Eriads test is assumed "to discover whether . ﬁhe components isolated in a compo- -
ential- analvsis are' the units of meaning by’ wh1ch the referents of the terms
being analyzed are discriminated" (Casson 1967: 6) Forty triads, constructed so
as to get at the.sex and collaterality components, were presented to each child
. who is asked to choose the term he thinks is most different.‘ Without going 1nto
| the details of . how Casson analyzed the datg (since I am more interested heFe
in" gett1ng words out of . the child s mouLh than 1n the mechanics of analyzing
those words), I will briefly summarize his results. Children in “this v1llage
acquire the sex and lineal/’ collateral contrasts between 8 and 10° yrs. Use of
. these two features is gradually extended from close to more distant kin.
) Several problems arose in administering the triads to these children.
Children under 6 yeats. Just didn t seem able tc understand the task; even with
- the 6~7° year o0lds much training was necessary before they understood what to
do. In addition, it took many 51ttings for euch child to go thru all 40

“

triads. Finally, Casson found it hard to get only one child at:a time to” come
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<'1nto his house for testlng - perhaps ‘because they felt more comfortablc in
groups (th1s last is a problem created by cultural rules regulating social
interaction - see p. 2). ’
This or other rypes ‘of same/different tests could be used {n other lex1cal .
:‘domalns, though progably only those subJect to componential anal)sis (i.e.,

¥ organized as some sqrt‘of semantic paradigm). Some domains do not have that’

type of semantic Structure. T.e., one does not do a componential analysis of
American names for daysvof the week and one can't-really ask, "Is_Monday“

more like Wednesday or like Thrusday?" 'However; some kind\of structure is
present and one could question the. child about it based partly on knowledge of
the adult system, E.g., 'week days! vs. week ends” though a;child mighe have
difterent'labels\for‘the categories.f school days' vs. 'days Paddy'stays home'.

' 4 .
Stross 1968 - plant .terminology ‘

K R
7

Stross took a sample of 24 children 4-12.years of age frbm a Tzeltal-
speaking settlement in TeneJapa, Ch1apas. He was interested'on the development
of the naming process in children - what and how many plant' were known at
each age, what cr1teria weré used why are plant names learnZd in the order
'they are, etc. Work had already been- done by others on the botany of the area

and the TeneJapa naming system, d1lthough the criteria which adults use. are
' noo definitely knowtlexcept at the lowest taxonomic levels.l_ o
A’ ‘Stross set up a trial along which 200 plants ahd previously been identlfiedj/
by an adult informant. Stross, h1s native assistant, and Lhe child went along,
the trail, which took from half to a whole day to completel The assistant
_pointed to each of the 200 plants and asked, ""What is th1s/called?" If the/l
child gave a generic name (X) (e.g., 'banana'),-the assis antfasked, "What | }.
. kind of X?", to draw out the specific name (e g., 'white banana’) Children
"often volunteered the uses of plants, although not directly asked. Stross
' did ask adults directly about their criteria, but attempts at getting at child—'
ren's criteriamore or less falled L j _ '
Stross found that ch11dren learn plant terms at vary1ng speeds and in
various orders; family backgrounds were more important than . age in determining
: performance on the test. By age four, the child has- learned the four major
plants categories (grass, herb, tree, vine) and can place any plant in one of the
categories (though not always correctly); by twelve, hevhas learned almost as

»

much as adults. : ) : - . 3
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One problem which appeared“with this identification task is that the child
may;tire before the end of the plant trail, since he goes on naming for sevéral
houre. Of course, this could be solved by having a shorter fnsk or by breaking
it into several sections. A.more crucial point is difficultvy in eliciting
the criteria children were using in identification Stross could conclude
only that children employ various.types of criteria: orphologicalhfeatures of

fthe~plants, their uses in daily life, resemblances to body parts, etc .

Such an identification task is well suited to finding out the’ extent
of children s knowledge, for those domains whose segregates are goncretely
representable I.e., while it works for plants and maybe. colors,-it isn't -
practicable with pronouns or- membersh1p categorization devices. However, by
~itself an "identification task is not sufficient for discovering the child's
semantic criteria. It wust be coupled with some sort offeliciting frame

<which would compare segregates, etc. The inconclusiveness qf Stross's direct
questions about children'slcriteria (though his assistant) and the lack of
complete knowledge about the adult system. casts doubt on our ability at present
to construct any test which would get at them either, but the, possibility does
remain. ([Jan Brukamn has suggested that the fieldworker bring in an obJect .
strange to a culture and ask informants to classify it.” Some of the criteria

Cow

‘used' in mat. *ng behavior. might emerge from their efforts to do. so. ]

°

Piaget 1928 - kin terms ('family' and 'brother')

In Judgment and Reasoning in the Child Piaget uses five 'absurd' sentences

to investigate child logic at various ages. -One of these sentences involves
the concept of 'brother' and reveirs the extent of children's ability to use .
~ the term correctly. Later in the same book, Piaget presents results ofﬁasking
" children to define'{brother' and»'family', which show'some of the criteria
used by children in their.definitions Although P1aget is concerned with child
log1c and not directly with the acquisition of k1nsh1p concepts, his method
-and data might he useful. Piaget s sample is an unknown number of European
children (mostly French—speaking) from about 4= lO years old Presumably
the adult system-: involved is a d1ctionary definition of the termS' concepts
2:d by the children S own parents were not ‘considered.

In the "three brothers test" (1928:74-90), children were asked, "What . is

absurd about the sentence --" 'I have 3 brothers: Paul, Ernest, and myself'?"

;Some were later asked-analogous questions_about their own‘siblings.' According'
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to Piaget, to answer correctly the child must distinguish between the 'pointMm.
of view.of membership" (I am a brother) and the ' point of view of relation
(1 have a brother). Various stages in the child s ability to separate the’ two
viewpoints were found " E. g., (1928:84),” ’ o -

Experimenter: 'Raoul have youlany brothers?'

Raoul (4'6"); Gerald v ‘ )

) Experimenter: And has Gerald a brother? S

Raoul: . No, only me has'a brother.
, Experimenter: Oh come! Hasn't Gerald got a brother?
Raoul: Raoul? ...no, he hasn't got. one.

The problem here is. that a child under 10- ll years can t cope with the relation- o

ship between brothers, though by 6 yrs. he can talk about the whole group

,of siblings (1928:86-87). . P
This method - posing a logical problem to be solved by knowledge of the

" adult system - does not really reveal much about the child's criteria for

L.

.'brother-hoodﬂ, although_it does indicate the extent to which he understands
, adult usage. (Whether or not'thehmethod reveals 'child logic' is not the
point here.) The technique might.. possibly ‘be used for other concepts, perhaps
.even those involved 1in social rules, but seems not too promising ‘ o
Asking the direct question, "What is a brother (sister)’",‘of children
of different ages snowed three stages in the‘development of the concept
‘brother (1928 104 -106). - - .
l) child . says a brother is ‘a boy (5-7 yrs). E.g. (l9383104), T
' Experimenter: what,is a sister? ' . '
L ‘Lo (girl 5'): a sister is'a girl you know.
- ' .Experimenterf are all the girls you .know sisters'
Lo: - -' yes, and all the boys are brothers.‘ .
.”2). Child knows that ‘there must be several children in the family for him -
;(self) to be a brother; but still doesn t assign that title to all the children
in the family (8 9 yrs). E.g., (1928 105),

Experimenrer. What i€ a brother? . ) o LT

-7

’ . ‘Hal (boy 9'): When there is a boy and another boy, - \\

' LY, " When there are two of them. .. 7 -

. ., Experimenter: Has your father got a brother’ .
’ Hal: © ves B JE

Experimenter: why?
, ~aHal:‘ ‘ -because he was born second.
e : Experimenter. then what is a brother?
‘ " Hal: | it is the second _brother that comes.

Experimenter, -then the first is not a brother’

o e R 128 , RF;
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Hal: ~ Oh no./ The second brother thnt'comes is
: called brother :

AN

3) After about 9 years of age, the child sees the reciprocity of sibling

hterms and therefore has ‘the correc. (adult) usage. Until 10 or so., the defi-

nition does- not involve blood relationship.”

‘ Piaget also asked, "What is a family?", and again foundithree stages ;
(1938:115-119). - o S |
1) Child calls ]family' all people-who liverwith him (7- 8 yrs). He is not in-

. as 'brother of mother of father

~2) child makes use of the idea of blood relationship, but limits 'family

to those members in his immediate vicinity (usually his, home) (9-10 yrs).

-3) Child includes all blood relations

- .

Direct elicitation of definitions will work only in domains where the.
child can 'understand' the differentiating features. E:g., young children N;u

are unlikely to be able to express '2nd person' if asked, "What does ' you

" mean?",_or‘differing wave lengths if asked, "What is "blue?".

r

~

Ceohegan 1968b - address terminology

TR e

'The,results of 'further questioning enable the fieldworker to elaborate this

-

- In his work with the Samal in the Philippines, Goohegan used* an elicitation
'method and form of analysis which might ‘be applied to work with children,

particularly older ones, though Geohegan himself worked with children only
incidentally . He has used this method to describe both residence rules_

" (1968a) and address terminology (1968b), the latter more tentatively.

Information is gathered in highly-structured interviews, later questions

bging closely determined by earlier answers

.E g, Q: What are some of ‘the things you call people’
. : A: /bapa?/ and /mbo?/ (see 1968b:5) '
Q: How does /bapa?/ differ from /mbo?/?
A One is middle-aged' (35-60 yrs) and the other'
is 'old' (60+)

"This 1eads to the tentative rule ,.-‘ o _ _ .

2 : bapa?

. 34 - d L _where 34=midd1e—age :

—

Y T ‘ a.=old *
? . 3 .
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‘terested in blood relationship, although he can at . this time define uncle .__;4
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'flow diagram'ntill iy reproqontq the complete docisioannking procoss.(i e.,

"How does the 1nformant dec1de what to call X person’") (see complete rule, _
'1968b 5). Varlous sub-rules may also be necessary Additional checks are done'
on the diagram to make sure that no contrasts between terms were missed and that
ell values of each 'assessment' (&.g., "What age group does X fall in?") were

included. Whatever observations are available are also used to check on' the ..
diagram, to get the project started in the first place, and to determine

in what situatlons the rule is actually used.

Geohegan found: that different individuals can have different sets of rules,‘.'
mainly in the sense of having more ‘or. fewer assessments. This is especially
true regarding age - younger persons tended to: lump people into unmarked
categories. But 1nformants of the same age may also d1sagree, especially
as . to items ‘of behavior which occur_mote often (e.g., what to call an 'uncle'
vs what to call the Sultan) Detailed results for two informants (man 42,
boy- 14) are presented in 1968b and: reveal’ respect, relative age, kinship, sex,
etc. s as factores relevant to decisions about. terms of address. '

-If successfully employed this elicitation method could be very - useful
for getting at children's knowledge and’criteria in domains which can be seen
as involving the individual's 'decis1on as to which segregate to use. It
is probably not much good for things like pronouns, concepts cf time, etc.

But two\problems must be pointed out: first; the flow diagram represents

how the informant codes particular information, but not whether-it is appro-
.priate to send such a message A separare invest1gation would be. necessary

© to determ1ne when the encoding formula was to be used. (Geohegan discussed
.this briefly) Second, does the ordering in the diagram truly represent the
“psychologically valid order in which individuals make assessments’ or perhaps
 assessments can be simultaneous? - ' o

i An additional difficulty would undoubtedly arise with children under

10 or so, since the method depends on answers to direct questions about the

' criteria being used. Since children probably could not answer such’ questlons,, _
the whole'business might fall-through. . Still, with older children, information
-could be obtainéd.which'might then be compared to the adult system (see pPP. .

~



v.
METHODS FOR STUDYING SOCIAL RULES- ' L

For studying the acquisition of social rules, 1 think adequate testing

frames are naturally harder to devise, and less useful Because their
operation requires particular_ setting, personnel, etc., social rules are less
'contact free'.. Certainly it is rather difficult,,if not 'impossible, to: get -
' adults, much less children to directly describe ordefine their social rules,
witnéss the disbelief of Blom and Gumperz (1967: 33) informants that they had
' switched codes._ (However, see PP 21-22) ' It is. also hard to set up a situation -iq
with the right' people, in the 'right' place, etc., to test each output'_“' , :
of some social . rule (though this is sort of what Blom and Gumperz tried 1967 27- o

“ .33). The alternative of verbally describing a situation to. an informant

( 3

(as opposed to setting it up 'in- the flesh") is” eve

children. " (But _see pp 22- 23) [However, all threi ‘of- these possible tech-

less suitable for young.

niques have béen tried; some with children, and will be discussed 1
Therefore, I think researchers must depend more on 'chance" observations
of the operation of social rules, though certainly one can chouse to observe ;;r
at particular times and places. which seem more appropriate o: 'likely .
in addition, one can ask questions to get members to elaborate, explain, andvr -
introspect. Finally, there are inportant di£ferences in what one. does with’ -
observational data once one has it - both "in direct analysis and by using , o
observations to set up test cases’ (see P 27) Because less actual work has
- been done on children s social rules than on their knowledge of. lexical"
domains, though many suggestions have been made, my presentation of methods will
not emphasize particular authors - -as much - . f‘""'“w-'“-rj“4 o
The most obvious way to get at children s knowledge of social rules .
would be to ask children directly about their rules.” This, amounts to having
meinbers describe their own rules out—right, an unrewarding procedure, especially
with rules which are ‘not 'normally verbalized. Asking questions about rules .
is n0t~much-more dhbtlc. Look for example, at what happened when I@ |
asked a 41/2 year old why on 'has to take turns' (p 4) Or,”can you. imagine
\ asking a child about his strategies for “getting an adult to interact with
' him’ (Speier/]968b) Geohegan s method, as described above (pp- 17-19) for
:\’ lexical domains, falls here, since’ he actually used it- (l968a b) for studying
" .social rules. However, as 1 explained there, ‘that sort of detailed elicit on.
‘ s not really practicable with young children, and even ‘with older children is
kﬂij_more}llkely to work with the ,concrete lexical domains that with the gzaater

% ‘*fabstraétion' of social rules. ° T _f .




Piaget,- in The Moral Judgment of the Child (1932:24-25),'did have some .

success obtaining the rules for‘games this way, but,-of course, chilern do -

'teach each other and argue about such rules in natural situations (as they

do not do with code—switching rules) Piaget played ignorant and asked boys
. 4-13 years to_teach him how to play marbles. As the boy explained the game,t”

Piaget asked questions at. variods crucial p01nts. For the very young boys

(4-5 yrs), he had two children mlay marbles together while he himself asked o
.them questions about their rules, whether rules could: be changed, etc. From.
V“these exper1ments s P1aget could derive several stages in the development of

game playing rules.

To conclude, this direct method has. very 1imited usefulness especially
for study1ng ‘the social rules of. _younger: children, excht in special cases

7

1iké the rules for ‘games. /‘
_ -y
5 : " . Story telling, storyvretelling, and story completion are other possible
"~ techniques of getting at‘the child's view of social.rules.” ESpecially with
;fcompletion, this is equivalent to setting up a situation verbally to test the.
output ‘of some social rule. I. e., the child is asked to describe' his own'
behavior (What would you do?) or the. norm (What.should thevlittlelgirl do
~now?), after a narrative has set ‘up the situation. Of the . three; only com-
T-letion has been used with social rules (Piaget 1932), whiIe retelling has been
tried as a means of relat1ng the child s linguistic output to adult input
" (John 1968)-. As, fax as T know, the telling of (or1ginal) stories has not been .
used as a research techn1que ‘for getting at, social rules, although I can see '
definite possibilities in using stories told about TAT-type pictures drawn to *
elicit stories about fighting, telling something to an adult, etc. ”

Piaget (1932: 201—202) descr1bed ‘the story completion ‘technique he used to
find out about children [ conceptions of 'justice'. FHe told child A a-story about'
-another (imaginary) child B's misdeed. He/;hen asked A what punishment would
be appropriate for B. Piaget went on to list three possible punishments which
the 'father (etc) in the story had thought of. A was to choose which of the
.three punishments was 'fairestT and to explain why. . (As usual) Piaget found '
several stages. in'the development of the concept 'justice )

Vera John (1968) described briefly the story—retelling method being de-

-veloped with 4-7 year old NavaJo children. The real purpose ‘'was to relate what
' the child\\ays to what he hears from adults (the adult tells, the child retells)

e



But since the'stories?are too long forzchildren to memorize or recall verbatim,
retelling would involve a certain amount of processing and reformulation, which
would perhaps allow us to get at the child' s, ideas about ‘the operation of - |
- social fules (stories could be constructed with particular rules in mind)._

’ éome pre—training was necessary to get children used to having stories read to
-them to talk1ng about pictures, and 'to associate seeing p1ctures with listening
to adult language. Story retelling itself went as follows an adult read

a story to the child making sure he 1ooked/at each picture, then, following the

. pictures as cues, the child was to retell the st ry. Results were analyzed

mr—
into four stages ranging from one-word labels to ‘longer stcries with many "

elaborations and redundanc1es. ,

-

Despite the at least partially'successful use“of methods involving stories o
or direct explanation of rules, the analysis of ' natural observations and the _
testing (in natural situations) of hypotbeses based on observational data still
seem to me more fruitful (potentially, if not actually) By its nature,
'observation gets at a wider, ‘more diffuse area of competence than the more - '
-structured methods, since thefonly means of controlling what kind of events will
‘be observed lies in choosing when and where observation is done. T.e., in.an
experiment,'subjects can.be requested to perform certain tasks, ‘wheras behavior ‘
" will seldom be 'natural' when performed by,request. This is not to say that
'the presence of an observer cannot make behavior 'stilted' or that there are
not many ways to observe and record'data whenmsome”event'does occUr:.'However,
~ the recording and analysis of observational data requires no greater depen—
“dence on the researcher's inferences (or, the researcher S own competence
as a member) than does the’ recording and analysis of experimental' data.
Following are several examples of what has been or could be done with observation,m

of natural interaction.

. Last summer I spent two months observing 27 4-5 'year olds in an inter-
.grated (40% white) Berkeley Day Care Center for children. of working mothers
"(Hubbell '1967). My grandiose pu*pose was to’ investigate mechanisms by wh1ch )
social concepts [=rules] are interalized and the types of social situations
in which learning takes place" (1967:1). I was interested in studying both
‘accidental (unintended) and intended instances of socialization, inferring .
that learning could have been taking place in a particular 51tuation but not

testing in any way to see if learning had actually taken place (a most diffi—
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cult task) I obtained about 20 hours. (165 pp.) of adult/child and child/
child interaction, by following the children around in their play with a

- taperecorder and noteboo? T o
\
Analysis of the : transcripts revealed that seven mechanisms  of learning

‘were present, ranging from an adult quoting or explaining a rule to reward/
punishment to the child observing an adu1t spontaneously practicing a rule,
etc. Eight main social rules were involved in/the interaction' takinglturns,
sharing, telling the truth, consideration for others, etc. These véry tent-

' ative results might be used (in future research) to guide more intensively

. problem-directed observation or to set up 'experimental situations' (a la
Blom and Gumperz) 'Blom and Gumperz (1967 +27) used observatiOnﬁas a source :
of hypotheses about code-switching rules, and set up experiments (self—
selected social gatherings of friends) to test these hypotheses. 'In my own
case, I might for example, present -a small group of children with a scarce
'good (divisable or indivisible) and see whether they share or take turns

(respectively) ‘and, more 1mportant, how.

¢ — -

7.

, Persky and Salutin (1968) present a transcript along:the same linesras e

y own. " Although I disagree with (or fail'to\understand) much of their aha--

lytic procedure, they suggest an interesting hypothesis about the acquisition

of politeness routines (1968 22). Specifically, they propose "that" there

is graduated complexity with respect-to how much of the cultural apparatus )
'iS\anOked [by”adults] with respect to politeness behavior'". Four stages are
. set out: R
1) Adult provides reqLired term plus an injunction to utter it ("Say please .
-2) Adult utters an implied question or rem1nder to be answered by the required
. term ("Don t you mean to say please"") N -
3) Adult provides a 'fi11-in-the-blank' form which” the ch11d ‘ls expected to
complete ("What do you say°') S

4) Adult invokes more generalized rules for .politeness, which may include

"thank you', etc., as well as 'please’. (""Not till you ask politely,").y.

Uhfortunately, Persky‘and Salutin'provide no:data to support this hy4-u“'

pothesis in their paper, except for one example (1968:21). However, the

M.

: hypothesis ‘could be tested against a larger sample of adult/child interaction’

~containing many more examples of please corrections. My own transcripts

(Hubbell l967) include many examples which might be used here. Such a de-
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mvelopmental scheme (developmentaL)in terms of adult adJustment to the child s
‘age or stage of social development) could be ‘neatly tested on a.mother(s)

-with children of differing ages, whom she did.ormdid not correct differentially

with regard to 'saying please (i.e., accoéding to Persky and Salutin's stages

or not) ;
JA o 5 = - -
Hymes (1962 24) has suggested observation of role play in particular as

revealing 'conventionalized- [linguistic] seqpences used in. the child s family,

~ which have recurred until the linguistic routine stands for' the situation to the

:child (e.g., "keep your elbows off the table" for mealtime ). It seems to

‘me that this might also be one of the few wa s to get at young children»s views_ﬂ

- for adult role behavior or even adult cod

tested by . 'delibefate error zot,
d

of adults rules which the children themse Aes are not yet using (e.g., rules

[ : L
In all three above cases <= mechL isms for learning social rules"(Hubbell‘
1967), stages in the development of p liteness routines (Persky and Salutin.
ived from observarional data could be
the Manual (p. 165) and BOT ne (1968 40)

eliberate ‘error (in terms o

1968) and role play ~- hypotheses d
. {

e
suggest that/the observer make, adult rules

or rules hypothesized for/the child) in hopes of eliciting elaboration or cor-

.“rection from the child Braine gives an example (for the missing grammatical-

h‘,

,bublect of a sentence). ‘eb. . . ,~,\) - .
' Jonathan: In kitchen. (clearly mearing 'mother’

as subject).

Braine (father) Your car's 1n the kitchen’ No, the car's
- R . . over there, see.

Jonathan: Mommy in kitchen
"The only explicit suggestion'which the Manual (p 165) makes about ob—

servation is that observation of adults corrections of children's errors,

- of explici* teaching of rules by adults, and of role play may prove usefultl_ o
I think it 'is important to add the further possibilities availabdﬁb based N

on observational data: setting ‘up experimental .situations (p.25), looking

for crucial 'test cases' (p.26), and making deliberate errors (ppu26727).

_'/
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- WHITHER FROM HERE? - - . , ; .
I ‘have’examined in detail quite a. few of the techniques %hich have been
used to get data on children's sociolinguistic competence and have: briefly

<

. presented the analysis and results derived from)this data. I will now ~assumeil'
. that ‘the data for each child has beenlanalyzed nd.ask, ‘'where do we go fréhi‘m
here’ I think there are three Possibilities. A o lv ‘

' 1)-ComRare the patterns of acquisition (de ived'for each culture separately,"
as in'suggestions 2) and 3) below) of two or mofe societies, lookling forrfactors .
\'which account for the differences between them (if any) In my’opinion,'this'
is not at all feasible yet, especially consider ng that so little work has

yet been done on establishing patterns ‘within single cultures (though some o
efforts in this direction do exist for the acquisition of grammar proper) o
-;;l“ 2) Compare data. for children of different ages within one culture "to form- *
' ulate ‘a developmental scheme, i.e., a model of the pattern,of acquisition.v-' _
One would prOCeed from the hypothesis ‘of stages to try to discover what factors“
:influence the ‘order of acquisition of segregates or components or agsessments,
differencef/between children in speed of acquisition, etc. Such developmentdl
stages have been presented by Piaget (pp. 16-17, . 22), by Vera John (p. 23), and
(provisionally) by Persky:and Salutin (p.25)~ However, in none of theseiisA.
adequate data presented to support.the hypothesized scheme and in none of y' -
:them is there any real effort to proceed beyond the hypothesis. On the other*
"~ hand, Stross Ap. 14) found it impossible to set up stages of acquisitons, be-
cause children learned plant names 'in" differing orders, etc. Therefore, it must
'_be-remembered that it ‘may ‘not always be pbssible (or correct') to establish
.cross—child developmental schemes. . S T N
K)) Compare the child's social rules or 1&kical domain (for one 'stage')
with- the adult rule (the 'normal' form). ‘This is possible only when both
‘groups ,(adults and children of one stage} have a small’ enough amount of”intra-.
group var*ation to’ permit a generalized' version to be set up.. Obviously,;_;'_
this is an extension of théyQMQEZE‘Tn 2). ' ' 7’i« L~ FJ:_'
Following is an. example (based on ‘Geohegan 1968b) of how two sets of rures;.

”could be compared ' Although Ceohegan s data is for two individuals (a 42-

year—old man and a l4—year-old boy), the same procedure could be followedﬁfor__f,/~—
rules representing the normal' adult rule, etc. I have rewritten his flow

-

diagrams as simplified trees.




~ Coré-address form rules:

S

. .
- Man (42 years):....

;‘.SamalTAdHféQé*Térﬁiﬁdlogy"‘r B 1;‘f

" Boy (14 years): L - ’.\u;}

’ relativé age
0,-
1w
»
m
®
»
7
8
®
]
=4 -
»
P N
+
. kinship
9 |o
e |e
o |7
@ ®
Comparison
four # outputs . six (four in common)
including irespect' ## assessments ‘ excluding 'respect’
?addat, age, kin, respect ‘ ordering “/n-\age, 7addat, kin’
o1, 1 ' J !
', #f values for ~ T, it
7addat 2107
Meanings of Common Outputs .
+ 7addat ~ (i)no conflict +age:+7addat: +kin8hipf

- ?addat:+ age:+ kin
- ?addat:+4 age:+ respect

- ~?addat:0,- age or
-?addat:+ age:~ respect

(2)conflict re
?addat

(3)conflict re
7addat

@ conflict re
age
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" +4age:0 ?addat:+ kinship

+age:0 ?addat:- kinship

0,~ age



N-rulesf

four (2 in common)
same

same

'0,_:1_*_':'_'_'_'

+ love: respect

0,- love

)

/

A

-

Comparison ‘

# outputs threé (2 in common)
# assessments same

ordering same )
# values for love AN A

Meanings of Common Outputs .

P

b4

f,ﬁf
o no conflict

. Qg no conflict - love

+ love:+ respect

A . -,
Two other rules were also gﬁesented in Geohegan 1968b for each individual, differing

‘ oﬁly in number of values for certain assessments and in the total number of

outputs.
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