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ABSTRACT i .
Children use simile and metaphor at an early age in
both spontaneous oral language and written language. This study
sought (1) to design an instrument to elicit children's sfpontaneous
oral production of simile and metaphor, (2) to elicit such responses
and examine ‘the nature of the responses to different tasks and .
stimuli, (3) and to develop criteria for analysis of children's oral
production of simile and metaphor. Sixty children frcs grades four,
si2, and eight were .presented with stimuli that ranged. frcs concrete
to abstract representations The children participated in five tasks
based on the stimuli dealing with-knowledge, asscciaticsa,
connotation, metalinguistics, apnd inducticn. Results indicated that
abstract, coaplex,. and unfasiliar stisuli are acre effective in
evoking children's metaphoric oral language. Likeéwise, -a descriptive
task evoked froam the children a greater juality and quantity of
simile responses. Grade was not a sigrificant factor. Although older
children show superior ability over younger children in prcducing
metaphoric language, they do not exercisé this abiljty in spontaneous
oral lafguage. A need exists for language arts grograams that stress
oral metaphoric language. (MAI) \ N
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INTRODUGTION

v
]

There is in general a lack of research which looks at children s
spontaneous and oral language in terms of figurative languaga, espec-
k\ially ‘simile and metaphor.' Likewise, language texts and curriculums
‘tend to lack consistencf'in their treatments‘of figgrative language at
N ihé elementary, level, and it is usually not until the upper elementary )

vﬁ junior high school level that simile and metaphor are treated delib—

%ately as an important aspect of language expression. Little attention

is given to the use, production, and expansion of figures of speech in

K]

) children s oral and uriften danguage.

~

Yet children do%hse simile and metaphor in their Spontaneous oral
language at an early age, and In their writted language (Sweet, 1974;
Pollio and Pollio, 1974). Studies that have looked at metaphoric

production in oral language situations have tended to elicit metaphoric

-

'productions by providing the suhjects with incomplete, unfinished

similes' (Gardner et al., 1974; Holstein, 197%), or by having subjects

match words with nonverbal elements (Gardner, 1974). Consequently

) . ‘
the chilo has not responded with his own spontaneous similes and meta-

4

phom' . . . /A N

»

The, eyeryday language of children and adults is surprisingly
n/taphorical, largely because our language | es not have a discrete
word for eve¥; attribute one might wish to mention. Thergfore metaphor,
along with other forms of figurative lan ’ acts as a means of intro-

ducinghnew concepts and attributes to the user of language, and the

P




¥ .
recipient of language, through association of words, ideas, and images

aiready known dnd#conceptuaiizedvby the user and recipient. For child=~

ren, who have a,nore limited range of vocabulary and verbal symbols at

oo . their disposal than do’adults, metaphorical-associational thought and \

AN

language ,activity might well be a véry important and widely réesorted-to
, ’ learning process in‘the development of ianéuagé and coénition.

Yo
8 s ’ *

. Ve .
The Purpose of Study.
A\

-

In general terms the purposes of the study were threefold First

to design an instrument to elicit spdntaneous oral production of 51mi1e
wand metaphor, and metalinguistic knowledge ,of simile and metaphor, at

. ‘ grade levels L4, 6 and 8. Spontaﬁeous oral lanéuage was defined as the
production of oral language without external encouragement in the ‘Way

of linguistic forms\Tnd cues-(incomplete sentences, polar adJectives, e

modifiers, etc.), either of an oral ‘or Written nature.

- %

”

Second to elicit and examine children’ s oral production of simile

I3

and metaphor, firstly to determine if these features of figurative lang- -

uage exist in middle childhood, and then to examine the nature of fres-

ponses to different tasks and stimuli, and the nature of - change in usage ~
*, .
across increasing grade levels. ; ' . r.

Third, to develop” criteria for analysis of children ’s. dral prod-

! A ' |

uction of simile and metaphor, and to examine both quantatagive and

¥
D (3 3 L4
®

qualifative aspects of metaphoric productions. Lo .
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gstions Addressed in the tu Yo

statistical procedures.’/ C

1,

Ihese six questions focuSed the study, and were to be analyzed by

*

/ (<3
levels 4, 6 and 87

¥

Is there 1ncreased productlon of simile and mjfaphor across grade

v »

Is there a7queiitative difference across grade leévels 4, 6 and 8 of
\_,’

similes and/metaphors produced?

What effects do dlfferent tasks have on the production of similes .

and metaﬁhors° T K LN

"What effects do different stimuli have on the production of similes

and metaphors?

Foy/the metalinguistic tasks, is there increased productlon and

-%ﬁelity of simile and metaphor across grade levelsia 6 and 87

For the metalingu1stlc tasks, what are the effects of different

stimuli on the production of simile and metaphor?

W

\‘\!
THE STUDY -

-
- -
s

Since the study was an exploratory and descriptive one it scemed

more appropriate to pose qgestions rather than hypotheses which could be

discussed from analysis of the data. The questions were considered sig-

nificant.for discussion following én‘extensive rev%ew of’the'litegature.

l
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The Children Involved. ' o '
- ﬂ» N

< A total .of 60 children were used in the study. Scores on the Lorge-

B ‘ 'Thorndike Intelligence Tests were‘compiled for all children in grades

\ . /% g
. four, six and eight in two-neighbouring elementary and Junior high

":SQ\ggis in a sdatellite suburban school district in - . A random

. f selection'gi 20 children at each grade level, w1th equal numbers of

' S
‘ _ boys and-gir}s, was taken from those chi1dren'4hose IQ scores feil

- withih the range 116-125."" A o | 'J’

- ¢

The Tasks and Stimuli. « J

Thsks were designed, and stimuli chosen, which would botp 1ead the

‘ - ~children from & concrete to an abstract situation. and build/up a found-
¢ !~ation of descriptive, literal language from which assoclatgg;ai and
) T figurative tasks and langiage could develop: | '
.:' h&he tasks define the genre for oral language, Which are description,

association and figuration. In addition to collectlng the spontaneous
sample, other: tasks vwere designed to appraise the ch11dren s consecious \'
'awareness and metalinguistic knowledge of simile and metaphor.

The stimuli prov1ded the content; referent, or main subJeét for

-

‘children's spontaneous oral { anguage. A pilot study was conducted to

¢ A test various tas ks and stimuli before final selections were made.
" a . . t . * . . kS
) 'msks, "
. - It seemed necessary to design tasks with a minimum. if any, of
N 4
> ' ' linguistic. syntactic. semantic or associational clues which might

‘direct children in the production of similes and metaphors. It was up:

LN - v .

. .
v, ‘ N ’
L4 ' N - .7 . A . . *
" - . .
“ -
.
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) ) : ‘4: ’ ' 5*
| . : . N
/- to the individual to respond to the task; by reference to the stimulus,
. . N ’ . 7 )
"' in his spontaneous manner. ( . </ .

The tlsks provided cumulative experiences for the children. The'
knowledge-attributes task elicited denotative/criter1a1 perceptlons and

observat{ons to focus on such attributes as colour. shape, texture,

- . \ ‘.

Ty weight,‘function, part/whole relationships, compos1tion, location

- i (Nixon, 1975). +The association-experiential task drew, associations

between the stimulus and other objects<iituations/experienoes that the
, \ ) S

individual knows or has-had. : .,ng
; .
The combined language form-figuration task expanded on the cognitive

[
i

.and 1inguistic requisites for knowledge of attributes and propert1es,'

and association of] thought, prior knowledge and experience, allowing ihg )
\ :

* child to frame ‘metaphorical~associational thought in an ordl langu]ie
: —\ ’ ’ /5\
situation. The metalinguistic tasks, with and without examples, welre v .

L ’ ‘\\\‘

also designed to provide a measue of children’s knowledge of simile p'*

and metaphor, and of their.ability to produce similes and metaphorg

Y
L}

from models. .
: | i R
e - S
Stimuli, > -~ ) N ' .
7 . ~ R d ' .
. -~ Three stimuli were used in the study; they were selected so as to ’

ST B .
A .

,'f' range from concrete representation\to abstract representation, and all

, involved similarity of content, namely animals. The animal theme was

chosen because children at each of the grade levels studied have a wlde T

- ’
N . . N

interest. in, and liking for, animals,

" ™ .Stimulus As a large, stuffed toy dog. 7

Of the first order of reference; it is concrete. three

dimensional, and palpuble.’ Lo «
. A .
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Stimulus B: a large photograph/picture of a w deer, in patural-

~ .Fhll surroundings. .

Of the second order ‘of refexence;.it is two-difne‘ns’ional.
iicto;ial, but being a photograph, {t is ;gferentially
‘Mreal, | \>\ |

_a.large art reproduction, }n abstract style, of three
giraffes in an abstracted.setting being pondered by a
small boy. The éitle é;ftge painting by/&. ﬁol;nd Smith

¢ Y 4 >
is.Boy with Giraffes.

Of the third order of reference; it is two-dimensional, ;ﬁ
. Q o

artistic. representation, but is interpretive and abstracted

- _ \

from the "real", ' I
1

\

Y P

Presentation’of the Tasks and Stimuli. ) R

The first three tasks were‘given in order for each stimulus,

beginn%pg with Stimulus A. '
Tagk.ix Knowledge Task. Denotative/Criterial responses.
The child was asked to descripe,the stimulus; pretending he is
dechibizg/it to someone from outer space; who has just landed
on earth, and has never seen the object 65 scene before.
Association Task. | < ~_

Ehé essociation task wgs designed to change the focus of the
¢ " child’s thinking from the purely concrete responses requiféd

’

by the first task, to associative/felative thought processes

which might draw on the child's past qffjeriences. ;

-

Qo
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Task 3

}

, again. . (

about, it.

_ 7
% ) C e .
The child was asked to give words, ideas, and thouglite tihich

ceme straight inte his head when he sees the.stimulus appear

. . 2
Figurative T4sk. Connotative/Affective responses. | '

.

.,

The child was.éskdd to ‘give a story about the stimulus. Hey
could choose to make up a story, or pretend the aninal is a
personal pet; The child was advised that he might remember.
something he has done, seen, heard of, read, or know about
from before. He is also, advised that he mght Like to talk .

about how it (the stimulus) makes hin feel, or how he feels

-

. Tasks 4 and 5 were presented after the first three tasks had been

sequentially given for all stimuli. Tasks'# and 5 were given with all

three stimuli in Eront of the child.

Task 43

.~ Task 53

(b) The child was askeq to give mgtaphors for any one, two,

Metalinguistic Iask. G
/
(a) The thild was asked to give similes for any one, two, or

. all three of the stimuli.' )

or all three thingg;:

PEEIN L

Inductive Metalinguistic Taske: "

Examples of similes (a) and metaphoreg%s) were presented to the -
child on file cards. The salient features of each which made\\\\\\
. o ;

the example a simile or metaphor were discussed with the child.

The child was then asxed to give similes (a) or me taphors (b)
?

for the three stimuli, - : ’
? )

»
«
’
\ .
.
N »
s,

~,

-
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The cards we.'re _ium‘ed. over befc;re the child wa¥asked to give )
his similes or metaphors. " ’ o : I o . :
The examples used. Weres " S S:IMILL;}

-~ _l- - * ‘.,

T . . ‘ ‘,
/ ’ . — 'y, R N .
. . an oven is a%hot as fire

- M
: .

e ,\ o A v thisj cloud is fluffy like whipped\Qeam
o - the sun-set slowly like a sinking red.ball
. ~ — LI , A
' ( ' John walked-as slow as a tortoise. t
\ .' ) . N " l
o : - METAPHOR (Grades 4 and 6)
. . - * T
- . — ﬂé\i's bursting with joy.

Hair is sgagh@tti ’ . , ro7
She ha.s rosy cheeks. '

i

} ‘ A ’Ihe ship sailed lazily Qt of sight

_ , o ‘ ME TAPHOR cGrade 3)

John is a, tortoise. . . P ’
1
— The girl flew over the fence énd escaped..
' SR from the chargmg bull. ‘
v ]
’ . L
It was a happy book. -

'Rxe\ship sailed lazily out of sight.
The exa.mples provided an equal numberif LIXE a.nd AS va.rietle.:

of simile, and a wide variety of types of metaphor was made ayailable

¢

by using an example‘ of each grammiigical form; ie. noun, a@ivg, werd
and adverb, after Brooke-Rose (19539 ’

" .
- 1
g N
-
L] \
. "
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Scoring the Children S Responses. - a

g
Four different methods Q£>analysis which had been adapted prior to -

I Ng NN

conducting ‘the study had tq be abandoned. The original scales included
alcon;rete-abstract Cognitive categorization developed by the researcner,
and alternately a grammatical analysis suggested by:a writer.uho analyzed
literary use of simile and metaphér (Brooke=Rose, 1958). 'The:Pollio and
- Pollio (19?4) study on children's written figurative language had sugg=
ested inother means of anahwsis. as did a psychological study of meta-
phofic use (Anderson, 1964) o g o
‘However, after collection and transcription of the data it became.
evident that none~o) these original analytic scales was appfopriate ES
the similes and metaphors collected from children s oral language ‘This
led to the researcher!' s developing categories-and def1n1tions based\::
" the varietles and styles of 'simile and métaphor elicited from the child«

ren: All of the exanples used to illustrate the categories are from |

the children s responses. In most cases the'stimulus being used is

L

uite clear. - ' . N
qQ . R n ' N
1] ~ . ¢ A ,’ 4 . 7
~ . b
Categories: for Analysis.
~ True Simile, Meets all ‘the requirements of standard definitions of
simile. = - .
Partial Simile. Occurs when the focus is omitted, it being implied ~

o with the consequence that it is often-amgiguous.L The
‘.indefinite "Sort of" is sometimes used.

egs. The eaxs are gbrt of like léaves.
ie i T . | < '

5. -

" The dog's tail is like an icecrtam cone.

v " 3

J

L 4

ir

-
-



_ The trees are like a pane of glass.. S
p Nona of these similes signify how‘the main and stxbsidi-ary ‘ . \ .
subjects are alike; the associated conynonplace is omi tted. . «
.Incemplete Simile. The simile is left }mfini:shed by omiss-io.n of i‘!le .

R y Subsidiary subject. °* . ! \ con

. b .
N " eg. The deer's antlers are as strong as .
A : . - oot . -
Attenuated Simile. Where the simile is extende@ oY attenuated by the : © o
y : focus, becoming a lengthy causal reason why "the "

comparison is a.;;pi'épriate. The ‘tendency is ta . ’

make the expression literal rather than meta= . N
'. ] B L

’ ' " phoric. "Because" usually bsgins thé‘extqnded ( A
. [ . - - . \ . / .
v oo, / f:ocus. . //,/ — . , - . . K s

egs. The giraffe is lik‘f the deer, because’ they =
. are both bigger; S ’ '

The dog'is li a bear, becaua\e they both - -

L. Pave blaek, N '
L ] . . . . » N ) . -,
‘.' The deer is lik,j fa.iry becaise it's so - -
— .
Y ¢ ' racef N - g .
5 . . ‘grace ul C . L// » L
Restricted Simile. Occurs when one stimulus is compared w1th another,
o ‘ 4 ) .
. twcz/att:;ibu't.es 0 stimylus are comparéd.

s

Y L i
or the stimulus is com

. / ! b : . . -~ ¢
- - . type or spec:es. <

N egs. The deor has a small tail' like thls dog.
~\
. C v e /fﬁe white on his (d;’Q) ]@gs is
N ' w whi.te on his skin. °

7‘ * The deer has a. fat stomach like a; fat Vo e
' person. .  J

\../.,
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. .”Associat‘iongl Link. An expression whith states an association bet-

vween the main subject and subsidiary subject,
‘using an associational bridging word suchras )
? ”resen{ble”, "reminds", ”appéarance'—'. ”thin}.{".

. "represents".

.
>

3 egs. His (dog's) mouth reminds me of a teardrop. ’

Tt (deer) has anpl@have an” appear-
ance to be branches.

. o I think of his body as a horse's.

-

W

-

'Ihe dog represents \t{xe night and the day.
True Metaphor. Wl the requlrements of~standard definitions of
metaphor. . —/
Frozen Metaphor. Frozen metaphors are no longer novel or o;:ig.'mal,
appear quite often’ in children's oral language,
and are used by a number of childr‘eg,\ S0 that; their
-\ use is quite,widespfead. .’
‘egs. bushy tails

'Ihe little boy watched, with his efes glued
on them.

The dog flies out with-a bark.

‘ : beady eyes .

7 . FroZzen metaphors include cliches; eg. Dogs are
! - man's best'friend. (

P&é’udometaphor. 'fhe sul;gsidia.ry subject is u!a.de the same, or very

~

similar to, the main subject, so tpa'.t the expression

is hardly novel, . o

eg. Thg’ reds ribbon is a red string.
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" Often the focus is made tenuous by the use of "sort of"

1z -

- <

' & ,
A © "xind of*, "part of", etc.
g ,Thén up in the s?y'.,, is a sort of great big
marble/, , )

-
®

Sqme{iqes the focus is extended to give a lengthy causal

reason why the comparison is appropriate. . "Because" often

» . .

. begins the extended focus, a§.in‘Attenuatcd Sim¥les.
_egs. The dog is a machine, because it barks.

Antlers are branches, because they toth have the same
" ¢ shape and colour,

Like Attenuated Similes, Pseudometaphors show a lack of under-
standing of metéphoric use and function, because the user
makes the asséciated commonplaces explicit, and the metaphor

st

'quality is cqnsequently.lost.

Analyzing the Data. .

[

After categorization of the simile and metaphor résponses for all

tasks, it appeared that the spontaneous oral language tasks (Tasks 1,2,2)

should be analyzed apart from the metalinguistic tasks (Tasks 4a,4b;5a,

5b). - . ' 2

N
A three-way ANOVA was chosen to analyze the frequency of simile

and mexaéhor {i;finses to- Tasks 1,2 and 3. This allowed for analysis

_of each variable grade, task and stimulus, and iﬂieract@on betvween the

three factors, The three-way ANOVA also alloweqbfor qualitative analysis
of simile and metaphor responses, after a program had been run to prod-

uce ratios of true simile or metaphor to all simile or metaphor res~

/ ~

~

ponses.,

d

- s
. A -t

7
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. _— 13
Mwo-way ANOVAS were used to aualyze the responses to the meta=-
- ‘linguistic tasks.- Since task was not a variable, a two-way ANOVA

was run for each Task L4a,4b,5a and 5b, with the factors being grade and

stimulus, both having three levels.

'

2

THE FINDINGS

Qubntity of Simile and Metaphor: Tasks 1,2,3 N\

a
There waé\a significant interactien between the factors. of tas;.
and stimulus. Although stimuli’ have au effect on the different tasks
; " in increased mean frequency of similes, the effects are of a different
nature for-each task. Only <n conjunction‘kith Tas k 1 was the stimulus
dimension of concrete-abstract consistently effectlve in 1ncreased
<. simile production. With Task 2 the dimension was only effective with

the abstract stimulus, and with Task 3 the stimulus dimension had no

«
*

effect. ‘ .
| ’wThe effects of stimuli were most apparent between tasks for the §
abstract stimulus, which dés the most effective stimulant for simile
+ production for all taské; and whi¢h produced four times as many simile
responses to:\fask 1 as for Task 3. It appears that an abstract stim-
ulus in association witha descriptive task is the most successful
combination for the productionlof similes. (See Figure 1). Iuere was

no significant difference across grade levels in production of simile.

The effect on simile production was highly significant across the

s

N dimension of concrete-abstract stimuli, This téndency to increased
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simile productlon across st1mu11 was expected because of the range in

stimuli'from concrete to abstract representation.

i ! ¥
' The significance across stimuli was also significant in the ‘prod-
. >

©

uction of metaphor. As this tendency is evident for both simile ‘and

metaphor, it can be explained that the less known the stimulus or thing,

A

the more the child might be likely to use analogical*thought and language

to explain and describe the réferent. This predilection for figurative
language and its concomitant, ‘associational thought. might be operative

when an unfamiliar and new concept, thing, stimulus or idea, is met,
There were no significant differences across gradés’or tasks for,

&

. metaphor production, and there were very few metaphor responses in total,

. ’ o~

. Quality of Simile and Metaphor: Tasks 1,2,3.°
N . - ’
b ‘Qualitative analysis of simile and(metaphor responses was possible

by using a ratio,of true 31miles to all similes (TS/S) produced by each
child, and true metaphor to all me'caphors (’I'M/M) produced per child.
Though there was no, significant difference across grade levels in
. ‘ quality of simile, there were.significant differences across tasks and
~Stimuli. It would appear that as ¢hildren are more fluent in their‘oral .o
langhage there is a tendency to-produce many more similes, though relat-

'ively fewer similes are true varieties. . . ‘

" There were no significant differences across stimuli for quality of
metaphor'responses. though as for quality of simile, theré was a sig-
nificant difference across stimuli. (See Thble.l). It would seepn as

though children are using metaphoric thought and language more gonsc~

iously, or even consciously as compared to unconsciously, for discussing

1 ‘-
h -
~u Y




“and deséribing-the more abstract stimuli as oppose& to the concrete

2
S

C . stimai. - . - .o S

£ Metaphoric thought and language are a more conscious\ada possibly
) 2!
even deliberate process fpr, abstract referents.' Chlldren might there?ore

.

g . be linguistically more exacting and precise in their'attsmpts to describe :

and discuss an abstract stimalus in associational terms that will likyly

: be appropriate and meaningful to the listener or audience.
-
N~ TABLE 1 o
\ T |
’ . RATIO SIMILE -AND RATIO METAPHOR FOR STIW'LLB ‘
5
\ ) .
N A,B,C: ALL GRADES, ALL TASKS N - 60 ,
J f J
Stimulus A B C
Ratio — . ' )
‘ Simile a .16 L .53 .55
' - ~ Ratio ’ i
. Metaphor - -19 S .38

'\?

The Sttmg}ﬁé Factors Tasks 1,2,3.

~.

All statistical analyses showed highly siénificant differences

- across stimuli;: simile responseo, metaphor responses, ratio 31m11e

P t

(TS/D), and ratio metaphor (TM/M). It would appear that stimulus is
14 .

the §ingle most powerful factor in eliciting not only quantity of

3 \ L] ‘
.metaphoric,}anguage, but quality Qaso. Furthermore, the abstract

~%
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stimulus produced the greatest number of similes and metajhors, while
qualitatively the two more abstract stimuli produced appgoximately

.

eduél qualitative levels of simile and metaphor. ‘

The highly significant inéiease across stimuli sup;o;t*the notion
(Richards, 1933; Altick, 1969; Lewis, 1962; Newell et al., 19&4)
that when the_child is faced with an abstraot, unfamiliar and unusuail

stimulus, he/she will employ metaphoric thought to cégnize$the stimulus,

and metaphoric language to explain the stimulus verbally.

The Task Factor: Tasks 1,2,3.

L]

N o e . - N o s e
The significant differences across tasks showed greater simile

3

and metaphor produzfion for the first (Description) task, decreasing
over the Associatioh.task and least for the third, or Comvosjtion task.

" .

It would seem as‘though-tgi childre;, not faced with a description
of én abstract or unfamiliar stimulus or thing, are not conkciously
éwa;e 'of the need for associational-metaphéric language, and adopt a
casugl,ciiisonal, conversational-étyle of oral language which, although
poetic rather than traﬁ;actional, to use Britton's (1371) terms, is
very sparsely popuiated with similes and metaphor§.

It is likely thét metaphoric thought and_lang&age are not a
regular feature of children'g imaginative, fictional, and storytelling

mode of oral language, but that it does play a significan% role 'in oral

’ langﬁage which is transactional, descriptive, denotative and relatively

impersonal. This does not suggest that the capacity for @etaphoric

thought and language is not?present, the analysis of Tasks 4 and‘5

show. . ’ .




Children's Individual Résboﬁses- Tasks 1,2,3..

2

In terms of numbers of resbondents or producers of sinile or
- 4 -
metppﬁor, and number. of-responses or productlons per subject, some

Ss g

<
chxldren are, clearly more productive and conslstent in their use of

siﬁile and/or mets{for across task and particularly across stimuli.

#‘V o

~

Some respondents produced as many as four, five apd even six siniles

" _.per given task for a given stimulus, while most contributed only one.

-’ a

“  For metaphor production few réspondents gave mire than one metaohor

for any given task for a given stimulus. Some_chiidren failed ts'éive

.

a. s;mlle or metaﬁhor at all. In contrast&\fn Tasks 5a and 5b every

chzld contrlbuted &o at least one stimulus, and a larxe number of res-

« '
Lpoﬂasnts produced jrore than one simile or metavhor for each stimulus.
1 \

5 - N

Some anmgles: Tasks 1,2,3. ~ .
7 «

‘ﬂypical responses from a wide range of subjects include true
k i

_ similes and other qualitaﬁive levels, true hetaphor,and frozen met-

aphor. Numbers in varentheses indicate the task (1,2,3) and the letter

—

s

/// :
indicates the stimulus (A,B,C). .

Grade 4 He's sort of a coat like llcorlce. (1A) A

and some deer have l?ytle pompons fh{;tails —(lB)
raindrop tongue (2a) T

Their a’tlers ‘are fuzzy, the; feel 1ike velvet. (2C)
and two coa.l-bla.ck eyes (BB) AN
Makes you feel like you're, in a desert-like place@ (3¢)

« Grade 6 . and a mouth that looks like a carrot (1A) ~

s he's got big antlers that,look like forks _(1B)




s (.g:‘;‘gj
?

P

" His mouth reminds me of a teardroo (24, Assoc~

" , ‘iational Llnk) _
. T .- They look like serpents-with their long necks. (2c)
| ‘ : when it comes 4o our house, it Just dances in
AT, . front of my mom. (3A) ‘ .
. 1 ; This ope looks like & cer \\eg:e W sa.w on the P
) ) ; way to Jasper. (3B, Reetrlc h aimrle .
Grade 8 X * black and whlte eyes, sort of llke buttons (1A)

The sun is' seeplggnthrough_the trees. (1¢).
;. he resembles something of a Dalhatiod.,,(ZA)

.. the. maze of legs that are taere ... (2C)
. i v ’ N ’ . ) \“
- , ) Jjust like two tall fir trees -(3¢) - - ‘
_ the true colours do not,come through, and are 'the
- _ colours of fantasy (3¢) . ;

.
. B L !
4

°

Metalingulstlc Pindings. - . . .

Task ba asked the ‘children to give 51miIbs for~the°three stlmull Kéal
The task was purely metallnguletlc in that 1f the child d1d not know Lo
« N whgt a ‘'simile was, he could pot respond. Clearly, the Grade 8 children -
were able to produce far more sdmiles than the Grade o coiidren, while ’
the fodrto graders produced none at all. The difference across grades
Was hlghly 51gn1flcant ) Qual1thtively (TS/S) there was a sign.flcant
difference across grades for slmile production, with the Grade 8 pu01l»
( ' " giving the most, the ‘fourth graders none. - " L ‘ ' 3
“Task Ub was the same ;s ba except that metaphors were being
elicited. Although stetistically there waéf;o igni?ibgntﬂdifference
% across gradee for quantitylor quality of metaphor ;roduced, {requency

counts showed that Grade 8 puoils once again produced far mére metaphors

Q




20
than did children.in the other grades. g > L .
) Tesks %2 and 5h were the metalinguistio tasks where children were N

1
Iy - -

. S . >
shown examples @f similes and metaphors; and-a brief -discussjon with
N -‘ - l :° ¢ Y B “\ ) %
each child explained what made the phrase or sentence a simile or - {
metsa phor. The ch11d was then asked to give s1m11es (5a) X metaphors “%
J

: . (5b) for- the three stlmuli ° : ~ - ) Qi

b I3

Statistical analy51s of all s1m11e responses in Task, 5a §howed

# no significant dlfference across grades,’ "Grade 4 chlddren gave 1l . \',
\-‘— N . . . . T
1m11e responses Grade 6 ch11dren 152, rade 8 pupils 106.

el

Clearly the Grade 4 and 6 ohlldren Were more vocal than the pupils
— in Grade 8. The Grade 8 pupils met the réquirements of the task but
" minimally, ie. they tended to glve Just one simile for each stlmulus.

Qualitatively there Was a very 51bn1flcant differenee acrpss grajes, . ; N
with the Grade 8 puplls prodjolng a vreeter percentage of true 51m;;es
n to all slmkie resgonses than the Qther: two grades. - o . 4"
Statlstical analysis of Task 5b metaphor responsea showed s1gn1f-
icant dlfferences across éiade levels and acrosSvstimull.' But- once
again the Grade 8 rupils gave fewest metaphoric res%onses) and the

- " «y Grade 6 chlldren produced almost twice as many responses as the Grade : f

8 puplls. Qualitatively there was not a great degl of d;ﬁferénce ’i!%t-\fi .
ween grades. Over all three\°fimu11 the GradeVB puplls produced 50%

true metaphors to all metaphor responses wh11e for Grades 6 and' 4- T ¥
s . >
o, the figure was 45%. * o

3
»

|3

It was evident that the children in the stidy found ‘it easier to //(/ﬁ\\§5

e

. 5. more explicit linguistically than' is the metaphor form.

.
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to confuse simile.for metaphor, or to prefer the similé form becausp it

: " S
is more explicit and less abstract, was further evidenced by the trend

~

\,of several children in Gra.de 6, .a.nd Da.rti}cularly in Grade 8, to conv‘ért
slmiles previously given in Task #4a or 4b to meta.phors for Task 5b

The a.bstra.ct stimulus € was clearly more useful in ellcltlnb
meta:phoric la.ngua.ge,a.t all three grade le_v'els, and .particularly with
child;:en in Grades 6 and 8. Sope eighth gr;.ders, in fact, ma.de/ that
resark in casual conversation at the end of the sessions.

« \

' . L
SOME IMPORTANT CONCLUSIONS Rl

Type of stimulus proved to be the single most influential faetor in
. ’ > - h , .

both quantitative and qualitative prodiction of Similes and metaphors
to spontaneous .language tasks. Childden"at all three grade levels

, N
preferred the abstract stimulus for metaphorie language production.

—

. It seems that abstract, compliex (in terms of content) and uﬁnfa.mil'ia.rl
. . F e

» s N s Q-‘ . ~ . :
stimuli are more effective than concrete stimuli in evoking children's
M L 4

metaphoric orai language. . pa )
The nature Of the task is also significant in production of fig-
urative elements-in children's oral respon\Ses to spont_a.n.eous larguage

: » - . . .
?asks., A description.task was preferred by childrens in their use of-

-~
-

!
s}miles. both in quantity and quality of responses. This suggests
»
thaf\a descr1ptive ‘task using abs4wract stimuli would provide gfertﬂe

begigping for emltmg children's metaphor‘ic language.

a

1 S
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aspects of metaphoric thought and language are not present.

oa.' § \ “.“
: \f : 22

Grade proved not to be a significant factor in children's oral
language production to spontaneous language tasks. The metalinguistic

P

tasks showed that older children do have3superiqr ability o&er youngér

elementary school children in producing metaphoric language, but
L ) .

.&on't exercise this/ability in their spontaneous oral 1anguage. Lang-

.

uage -control for older children is at the expense of fluency. ianéhage”

arts programs to develop chiIdren's\;}afzgegggheric languaée might be

szscessfully 1ntroduced in the .early elementary grades.
The scoring system~developed for use With the chlldred' S '‘responses
might also 1nd10ate-matur1§y in the product1on of simile a&ﬁ metaphor..f
The analytic scele might well frove’a useful base EZr research into
the develop@ent of Egguraiive language. - . :
The first step in simi}e production might be seen/ag begineingc

. . / .
with associational links. - Here the main and subsidiary subjects are

articulated, but the metaphopic link between the two is no{/%?ticulated

and often cannot be explained by the child., - CC . “ N

]
Restrlcted 51m11es have the basic syniactic elements of true

-~ »
imiles, but the assoczatlonal thought behind the e)t;,)*alon is very

——

estricted. Restricted similes show that the ch11d's associations

EY

are tied to the immed%ete surroundings, so that the novel and creative

o -
Attenuated similes show a greater development of metéphoric’(

thought than do restricted similes. -Linguist{cally the produycex,
however, has failed to understand the simile form, and so reiterates

the fotus and makes awkwardly explicit the associatqd parts of compar-

"ison. This makes the simile unappealing and unihaginative\tg the-

t

-
.

“
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listener or reader. - R ’
. ) )

4 b ! ’ . i i
Partial similes have all the associational thought and language
: o ' Ml .

qualities needed to ﬁroduce a communicative, meaningful and aprrop-

riate simile, with the exceptiop of the focus. This tends to leave .

’
d

b - . 'Y o“ . . £ . ° ~ : L3
. the meaning or association within the simile’somewhat open, to ambig-

- s

uity, and the‘trpe associational dink intended by the produger can be

) . \ ] . <t
lost or distorted. Ambiguity of associational thought is often the
D e '

intention e;imetaphoric language when used by writers and'posts.

But within this study, and in children's ipontaneous oral language,

- ——

'such metalinguistic intentionis hardlx a factor to be considered.

Ny

"

Maturational trends in metaphor.responses are less clearly sugg-"

-

‘ested, as relatively few metaphor responses 38 given. )rhere were
V1rtua11y.no assec1at10nal links made for the metallngulstlc metaphor
tasks. A55001at1onal 11nkstor the spontaneous language tasks could

LY

develop into elther a simile or. metaphor, but given the more difficult

process of metaphor, and the attendlted nature of associational 11nk
product1on, it }é very llkely that associat1onal links wo&ld natur-
ally lead 1nto simile rather than metaphor. |}

Pseudometaphors show lack of understand1ng of form, elther ‘meta-

phorically (one thing becoming anqther) or linguistically. Sometimes
the abbreviated quality o metapﬁer is not understeod and the meta-
phoric statement becomes attenuated by the inclusion of an exp1101t &
focus. Often the metaphoric thought,process is restrzcted in depth

by themreliance on the .immediate surroundim%s for a eubsidiary subject

~
@ <

of comparison. . : .

¢

t

k4
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Frozen metaphors do glqg,the chlld the metaphogic forn in a

I3

¢ .
‘capsule, but whether the:child understands the wmetaphoric backgrsund

[

s - : . .
to the frozen metaphor.is doubtful,* To {he u§§§ the frozen metaphor

-~ L d

Tis"a clichP. another means of de§cr1b1ng a thlng, a 51tuatlon, a':

-

feollng. a sensttlon. It is doubtful that’fhe posses:@on of a 1eper-n

toire of frozen metaphors will ensure that the child wlll be able to
« 8 a
gengrate hxs‘own novel metaphors,

3Of much 1ntelést is the’great number of" s1m11es given for metaphors

for the metaphor tasK wlth examples.. This suggests that in meta.phorlc1

\ maturation simile subsumes mega phor, adﬁ 'that_ chlldren probably prefer
L . /
to produte similes rather than metaphors. This is llkely because/the

simile form is more explicity and has a certﬁ}n "formila" to its

productlon whlch is easy for chlldren tp produce.

.

ol -, < q
N2

' '
Impl&caﬁions " f—/// —

~

The use of simile and” mStaphor fulfllls an imporfant role 1n
children's ora’1> language. -The yo’unger (Gra.de ) pup* in the study

used s1miles and metaphors to descrlbe a concrete st1mu1uu to an -

3

unfamlllaraaudlence.{whmlswsh1ldren at all three grade levels used £

the greatest number of similes and metaphq;S‘ﬂhen descrxblng. talklng

t

about. ard flctlonallzlng an wbstract stimulus, - .
» ’ -

Teachers need to be -aware of these uses of s1m11e and metaphor

by'children. It seems that such flvuratiye language is USed most

Y

frequently when the child has to deal with a descr1pt1Ve communicatlon

situation where the au 1ence is unfamilian;with he referent, or when

ki

the child deals with an abstract stimulus,

' 4
[ . . .
. .
. % ‘ L2
S - - ‘ -
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Lanéuage programs which.utilize a variety of challenging and
unusual communication situations will provide int;resting tasks where
N 4 ' .children can use figurative language. The Description task serues as
;‘} N \an.efample of an unusual communichtion situation. ' =
Even more stimulating for the production of simile ahd metaphor
x4 s is the use of abstract forms of stinuli. large, colourful paintings,

ér;phics %nd'@mbedded figures are.types of abstract stimuli which ;
‘elicit associational-metaphorical thought and 1anguage: The child
'_strlves to descr1be the st1mu1us not only for himself, but to commun-

.

icate his’ assoc1at10ns. thoughts, ideas and comparisons to others.
. N

- /f\.The ret1cence of.. the elvhth grade pupils suggests that oral
‘

language as well as wrltten language is an essentidl part of the

J 1or h1gh school language program."These pup11s responded to a

demand chzracter1st1c in the composition task. In that,;n general they
<A

would have p&eferled to have written a story. thereby belng able to
- revise their storyqand present a pollshed corrected though hardly

spontaneous‘composltlon. However. this same vuardedness in languave . .

, ; \ B ! (b

0

" production seemed‘ev1dent also in the1r oral 1angua é composntrons.
Unfortunately the great majority of the language tasks given : G
& j jun1oq_h zh students tend. to be of a wrltten nature. - Oral language
4 - . situat1ons seem to’ bethe domain of formal presentations, mostly based‘ ) -
on a written task initdally. Classroom instruction nay,need to focus |
( "‘ ‘ much more on the® ex@an31on of ch11drep s oral languagn at the junior
\\,. ngh leVell Imaglnatlon tasPs”composition tasks, ass oc1ational tasks,
< memory 11nk1ng tasks, and fjgurative ¢asks, all in the oral mode,

s -l 1]
‘ — are appropr1a¥e also at the junior high school level.

.- ‘ ! ’ ne ! ,
’J ’ , ‘ o ~ /

. 4 . N
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