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It is a common observation that elementary achool children learn

gecond languages fust from their friends. While their pardnts atruggle

with phrase books, they are out on the playground rapidiy coming to
sound 1like natives. They are successful at peer play despite the luck
or low level of their language knowledge. Of course this story contain;
some myths, Not all children learn languages fast.*® But even mlow chil-
dren learn some lusnguage in peer play. Hocially confident children do
succeed in playing with peers. Coneiderable social knowledge has to
underlie these transactions. This social knowledge ie at the root of
yhe rapid language learning process. Tt both motivates the learning--
becaude language is necengary to some 1y .8 of succesnful tranaasctions-~

and provides a reference frame for acquiring meunings.

*Even after four years in u school, some csn't manage to under-
stund school content. Such children need their own nstive
lunguage support in school or they risk permanent retsrdation.
This is of course the basls for the need feor bilingual education
to keep children from falling behind in school content.
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My focus in this paper will be on the successes, By close obaerva-’

tion of sopontaneous play between speakers and les ners of the aame age
it's possible to see how children manage to bring about succeaaful play
when they huve minimal language in common, and how features of the play

context specifically facilitate langunge learning.

My firs; contuct with the lssue of succesaful play was hearing a
cyild report detuils of & complex‘gamﬂ, though he did not yet spesk the
language of the children with whom he wa playing. The semiotician Grei-
mas pointed out to me that this was possible because games are .struc-
tured in the same ways and so even a new game could readily be under-
atood by observation of structural features. This knowledge could be
genernl, ns in the above case, or it could be specific knowledge of the

game being played. This kind of knowledge of expected roles, trajec-

tories uf action, and likely talk has been clear in other work 1 have
done, Por example, in videotaped family interaction involving children
under eight observers could predict half the time what would be s8aid
next, at least the wopeaker und act, and often the spucifie words.
Upeakers took into account the normal t-ajectories of action of their
hearers in estimuting how to make requests. If the action was expect-
able and part of normal routine, the requests took an unmarked form like

an imperstive or statement of wunt,

Play is possible with a minimum of language bacause children
already know the scheﬁu for the type of play involved. Play is more
possible without longuago for some gumes than others. Somtu games are
Almost entirely physlcal and can occur vith no spaech whatsoever, Fven

these pames usually require verbul negotiation at the start or at cer-

-3 -

“tain  critical Junctures. These might be identifying who is to start,

whose turn it is, when a vioiation has occurred, or to announce some
accomplishment. But this talk may be so routlnized as to make very lim-
ited demands on language knowledge., Lt may consist merely of a list of
names or titlea of acts. Other games are potentianlly entirely physical
but as normally played are sccompanied by 80 much talk that they may " be
meen as primarily a vehicle for social talk or for argument..Some card
éamen are good examples, At the opposite extreme are games that depend
heavily on verbal knowledge and cannot occur at nli if language cannot

be undere%ood.

The cooparative attitude of partners is an important feature of
succesaful play with a minimum of language facility. Since information
is not available about the wants or ideas. of vne purtner, except
minimally, the knowledgeable partner hus got to be willing to guess what
night be intended. We have found that the capacity to guess the trajoc-
tories of others, except in routiniged cases, increasea markedly after
school 4ge., Sucreasful types of play must be extremely routinized in

the earlier years unless there is good communication.

¥hat aboutulanguage learning? Language learning alwayas has two
prerequisiten. One ia the motive. expusure, and t¢nrpacity to find
language pétternq, overt or hidden. ™he other {ms the opportunity to
relnte these patterns to referents and to conditiona of ure. Tt is the

secund prerequisite which im most relevant here,

There nre alwayi conceptusl prerequisites for language leatning.
For example, relatively eurly children learn ways of indicating transi-

tivity and sspect. Structurul slgne's for thuse femtures vary with

7
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language. What is clear is that the child has to :nderatnnd the concep-
. )

tusl basia for these features in order to acquire the structural aignal,

whatever it is. That is, these concepta have ;o be present already for

language learning. That seems to be true at the earliest stages. Later

of course, language may ulso guide concepts. What !,pronpqo today is

that there are social bases cbmpurnble to the conceptual bases for

language learning.

Suppose kida are playing a card game. One of the kids aays “you
deal.” In sguying this, the child is making a directive, naming an
action, at a certain poeint in the game. The word “deal” refers to &
characteristic action pattern, the same as in "he's dealing” or "he
dealt me 5 cards". But as a specific directive, it has appropriateness
conditions. To say "you deal” in the middle of a hand would be heard as
referring to the future, o&dly placed, or to imply the hand is over. If

dealing alternutes, to say "you denl" when the partner dealt the last
¥y

“hand would nléo call up specianl mccounts for the propoded change. Thus

cven  this simple term has a set of presuppositions relating to activity

structure. These are that only one person deals, that deals oceur

before hands, and in some games thst the dealsr rotates.

A learner with prior knowledge of the activity otructure within
whith the new language is used is advantaged. Watching language learn-

ing in the context of activities helps us identify prior knowledge.

One way to see what facilitates learning is to see what conditions
make children talk best. Tt is clear that langusge ias elaborated most
rapidly when it builds on already available knowledge and interests in

very. specific ways. Labov has made this approach familiar by showing

-5

that social conditions radically alter speech complaxity‘in black 'chil-

dren.

Child-chosen topica are most productive of spesch. With toddlers
what we mee iB that talking about the heve and now facilitates. Talking
about the nearby but not visible is more difficult. Talking about fan~

tasy is easier than about the pest which ia hardqgﬂmgf_all-“Phyaicul

.‘écti;ikylo} éonskfuction helpes. Partners’ talk can help, by supplying

questions, relevant comments, stsying with the child's topic, and with
what in understandable from context, and modelling some things to .say.

This is commonly called mscaffolding.

1 think it can be argued that school children's play has all of
these features., 1t tends to refer to the hero and now. That makea it
easy for the learner to identify referents. - It often involves construc-
tion or activity. And partnera do a lot of scaffelding, although of

course it ia unwitting, Just us it frequently is for adults.

In sum, we can éxpect c¢hildren will learn language from peer games
when thsey are interested, when they " share enough knoulédge of the
activity to know what is going on without needing explanation, and. when
the larguage used is interpretable from the context. Lasnguage im eope-
cially easy to learn when theuyolus 4pennit mirroring. An example ia
greeting, which 1is often reciprscal. A learner who cannot detemine
what to say from a model because the rolea are complementary has to have

a partner w111{na to teach by supplying models of what to sayf

¥We can expect children will not learn from gamas' when they don't

undorstund the gome, when they are not interested, when you have to know
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too much to play, when the game depends much more on language than on

actions.

The data cited below are from two astudies. One is school-based
with' obSeTvatiors of Chinese-~#nd Spanish-speaking childred in Califor-

nia sehoola. The other is a study of Fnglish-speaking children playing

“with French friends in their homes. Vh bGth groups language éxposure ia’

less than a v2ar., The firat children were five and six, the sscond five

through twelve.

1. ﬁgtivitx types

The activities about which 1 shall speak today are of five types.

They vary in activity content, importance of verbal information, and

atructure. These are telephone conversations, simulated moccer, card

and board games, Chinese Jump rope (elastic cord), and role play or fan-

tasy gates.

1.1, Play phone conversations

Telephone conversgations are purely verbal, though young children
sometimes msct as though they were not, for instance by shoving objects

%0 s ‘homunculus in the receiver. They can structurally be deacribed a8

follows:

Greeting
Entry
Core

Farewell

-7 -

The cosponents of these exegangea vary in eluaborateneas. An eighteen-
month old child, for example, was heard on the phone saying "Hi fine
bye." She revealed the most simple one-party structure, Greeting, reply
to an‘_eqgy, and a'?arevell. The vasiest partﬁ of the phone conversa-

tion t0 learn aro the Greeting and Farewell, 8ince they are usually mir-

“rora, That is, the learnmer can Just_copy .the partuner.. The Entry is -not--

a mirror but complementary vith its reply. It is unuai}y conventional-
ired and may have to be taught, unless the child can overhear a model.
The “fine” of-ths above example must have been overheard. The Core is
the most structurslly complex section mince it contains any talk what.
ever. Replies to Core can, however, be conventionalized. Their learn-
ing may der1ve'fron lenrning formulaic replies outside of the phone con-
text. Tn examples later we will see how the learning of Entries and
Core begins. e telephone converaation is the extreme of a ;cripted
entirely verbal activit; which csn be taught by modelling, with the

exception, of course, of the convermational core.

1.2, Soccer

At the opposite exireme is & soccer game, in which the role of

speech is minimal and learning is primarily from observation and action.

1t is not surprising that teama that do not share a language can play

soccer. Those items which require language, such as calling s penalty,

can be indicated by conventionalized gestures. In field conditions,

language does play a role at critical junctures including identifying a
1

goal, points, and penalties, and serving as a vehicle for emotional

expression, encouragement, and advice.

There is a a sacond type of language that goes with soccer games.
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That {is TV announcing of games, vhich is a special register. It
includes the announcements of goala, points, and penalties, (hut much

more elaborated in syntax), and of course a lot of descriptive talk.

-

A thlrd type is the commentary of observers who are not players,
which is 1less 1llkely to contain announcements and contains more emo-

tional expreasions, encouragement, and advice. These three types mnay be

called the reéistors of p.ayers, announcers, and observers.

My data on soccer cone from a board game which involved ekill. The
French spesking partner primarily used o TV announcer format. The
learner's speech included both the normal speech used in playing the
guame--he was, after all, playiung un'excitlng game at the time--und con-
siderable observer talk, which was cowpiementary to  his partner's TV

register. Both boys werv twelve and experienced aoccer players.

Soccer has 8 clear activity structure. The gtart is a kick. +vho
does it is s,.ocified by who is receiving benefita: at the start the
winner of a toss, later the team scored against cor the defenders when a
team has kicked out tho ball. The ball is kept in motion in order to
achieve goals sgainut which a goalie defenda. Tn turn games such as
card games, the part!ecipants alternate in action. 1In socrer, aa in many
sports, both teams are uauallf in action at once. Turns epply to large
units and involve such issues as territory or role alternation. For
example, if the bull leaves the field at the side it is toased in by the
team which did not kick it out, at the spot it left. If thu ball leaves
the ficld at the end, but not in the goul, it may be kicked in at the
corner--u corner kick by the offonsive team. Altercations nre over con-

ditions which decide vho will re-start, where, and how. (e.g. where did

the ball leave the field, who kick#d the ball 1ast) and whether mome

rules have been vivlated. Fouls ocdur as rule violationa, such as shov-

ing, or touching the ball witﬁ/fﬁa hands, or improper positions of for-

ward players. Since the gang/@unnot be played without &greement on
/

theae points this communi;p&ion is esaentiul.

" [ FOVRN --
/

But this eaaentiu}”conmunication ia not all that occura. In addi-
tion there is "tea iing". or advice to players about what to do--kick,
get rid of it, pasp, shoot. And there is evaluation of what has been
done--wow, supey, idiot. All of this language in the game and cbserver
registers is vory simple sfructurally. easily learned by copying, and is
highly contaf%ualized 80 that it is obvious what it refers to. A novice
player who sKmply vatches the msequemce of events could knduce the rules

and have a ground for understanding the words used in the altercations.

The TV announcer register, on the othaer hand, is structurally very
complex. Although it {8 referentially clear, its complexity makes it

much more inaccessible to novice speakers than the observer register.

1.3. Elastic Jusp rope

Chinese Jump rope or elastics im a game two or more can play. An
elustic loop is attached around elthor 4 chair or the legs of two chil-
dren. - The resﬁlting parallel of elastic marke a space within which one
child Jjumps up and down doing foot manoeuvres. The jumping in Chinase
Jump rope (jeu d'€lastique) involves a specified number of repetitions
of the manoeuvres. The difficulty incresuses through the wame. The turn
shifts whe: the child makes a mistake. The difficulty of the actions

depends on such factors as hov high the cord is on the outside children,

11
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whether around ankles, knees, or hips. The difficulty regularly
incresases in respect to this feature. The children may let the player

choose the complexity of the Jump, and each group of children develops

its own set of favorite menoeuvres and terminology for them. Manoeuvres

involve jumping in and out of the elastics, stepping on the cord, nateh-
ing the 9lsstic.on the legs and twisting in various ways without break-
ing the sequence. Tn contrast to old-fashioned cord jump.rope, there 1is
no activity by the outside children, no rhythm to maintain relafive to a
tarning rope,.hence no verses, Gutside childrea also hqu no control

¢ver rate, ijn fact their passive role gives them a great investment in

Q

TIo8e Gheervation 6f thejumper s faitures+ Tt-is—-the - fatlure—of- fhe- ..

Jumper that gives them their turn,

Neceasary telk includes eatablishing turns, identifying who atarts,
gsetting beightr.of the cord'for sech new child, and calling failures.
Because there are diaugreementahabout the definitions of failure and the
exceptiona to be permitted, the largest amount cf negotimting talk eur-
rounds failure. Some teaching tslk can oncur, involving describing
manoeuvres. But because the moves are complicated they are not easy to
describe or teach verbally. Also because jump rope is not a team #ame,

there 18 less of the “observer tslk” regiater that is found in Boccer,

involving directives and evaluation.

1.4. Card and board games

Card and board games played by the children had certain features in
common »
u) Phey involve games of short duration which require repeated setting-

up, or dealing of curds.

ERIC
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b) Dealing of cards occurs at the beginnirg of each game, and involves
mixing the cards up, (uhuffling), pasaing them out in a fixed order so
that cards are random in diatribuvtion. Diagribution continues until s
fixed number of cards for a hand ls received by each player.

c) Starting may occur under special conditions, such as highest card,
position relative to the dealer, or highest dice toss.

d) After starting, turns have a fixed order and no play.r can play until
the preceding plsyer is finished.

e) In some games the events in a turn are physical, such as moving a

plece on a bosrd after tossing dice, ﬁicking a card up from the pile,

wimee-- ..—dimcarding, arranging sets of cards such ams three of a kind. Some games

require verbal negotiating, such as asking for particular cards in the
game of “families” (like Authors). Some games require particular
announcementa, e.g. "checkmate." i
f) Turns rotate until a criterion.of success is reached pf>9ne or more
players. At this point the game may end, if there is merely a win or

lose alternative, In some games points are accumulated or players are

ranked by continuing to compete with survivors.

Principles a,c,d,e, and f apply also %o other games such as socce
and Jump rope. The talk surrounding these gsmes turns on negotiating
what game to play, who is to met up, who 18 to atart, whbne turn is next
in multi-party games, announcements of intentions or results, and
disputea about whether someone has won. In ali games, of course, there
are ismsues to n.,. .late gbout ruless, though the complexity of the gane

and ites flexibility can alter the likelihood of such disputes.

" Some games are difficult to teach fros demonstration. In these

13 o

|
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cuses Lhey are only possibic if tne purinersg already cnow the gane, In
other causes, we do sve teaching by doing. Language is typically learned

by copying, since roles tend to be repsated in these games.

»

1.5. Role playing

Role playing gameas were of .tvo kinds. One type 1involves pre-
structured roles which have fairly defined mctivity schemata associated
with them. FExamples are Teacher, which invokes a classroom scenario
with content potantially extracted from whatever the child's classroom
currently contains--math, reading aloud, and punishments. Nurse implies

patients, objects, and activities like taking temperatures and wrapping

Q
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bandages.

The invoking of role games of this type brings into play disputpe
about who will play what role, since the nsmed role is likely to have
nore power, more interesting possessions, wmore obvious activities to
undertake, and less complicated negotiations needed to get what one
wanta., There are 0ften obviousm complementary roles, such 8s pupil,
baby, mother, sick people. Once the main role is pre-empted, the
partners have to scrnmple for the most desirable remaining roles or to
define what thay will do 16 a way to make the roles interesting. This
might involve creative choices among the alternative trajectories avail-

able in the main scene. For exeample, A pupil might refuse to comply.

In othsr named roles like Princess, the activities are much less
clear und may have to be spelled out. 1If the indications for activity
¢sn be shown nen- verbally, the novice speaker may be uble to manage.

But it peems clear that more fixed role schemats should be easisr to for

14
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collaboration than novel schemata--unless these are under the control of

the learner.

2. Play with minimal language

When ‘children share very little language, their pla;!choicaa muy be
constrained. Two twelve year old boys, for example, rejected playing
Honopo}y since it was too hard to teach & novice player. They opted for
Buttl;ehip. In this board gume, all that is needed is communication
about locations, then an announcement about whether & ship was sunk.
Even with this simple task there Were problems., Since the locations

were indicated by a number-letter grid, the different prOnuncaationi of

the letters E, G, and J in Prench and English created confusion. The
boys resolved these ambiguities by writing in the air or pointing ¢to
printed letters. Also in this wsetting the dominance of the Prench
speaker was reduced and both used each other's languege (letter pronun-

clations).

2.1. Predictable activities.

2.1.1. Soccer

In the data were some highly successful play epimodes in which the
anglophone had a month or lesa of exposure to French. Among these was
the table soccer gume. It auppeared that the anglophone boy knew the
activity structure perfectly from his own English experience as a socesr
player. He showed evidence that he kney about starting, restarting,

goals, scores, and penalties as constrained in the dascription above.

He also had been exposed to playing field soccer already at a franco-

phone machool and informally outside of school., Ris knowledge of the

15
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game mude him a very successful partner. This success, in turn, kept
the two engaged long enough for some new language learning to occur, as

deacribed below.

2.1.2. Role play

Seven year old Nell successafully played the teacher role despite
very limited French by eatablishing a meries of acenes which were fami-
liar classroom activities. One was tegchina to read. Pupils read ﬁua-
sages mucceasively, the teacher taught commutation in multiplication,
and the teacher ordered the pupil to certain loc;tions and punished her

failure to comply, by vhackins with a stick, All of these scenes were

o - 15 -

F: Oui. (runm into corner)

Nell: Fon, tu v;onu 18! Tu,Tu,Tu attends 1a. Viens par la.
Stéphanie, Stdphanie, allex vite. A toi. A toi. Non' NO, YOU COME
HERE! YOU, YOU, YOU WAIT HERE. CONE BACK HERE.  STEPHANLE,
STEPHANIE, HURRY UP, ITS YOUR TURN. YOUR TURN. NO! (runs after
pupil with a little mtick while buth giggle.) ’

In this classroom mcene the familiar scenarioa are Tenchiné:'lath.

Teaching commutation, Checking, and Naughtineas punished.

a

2.1.3. Object-based fantasy

direék emulationa of scenes from the French village echool:

1) Nell: C'est moi 1a maitresse. Alors, excuser moi, tu viens
icissoderriere les enfaats., Tu viens ici. Et quoi, c’est quoi,
tol. C'est quoi, le nom # toi? I°'M THE TEACKER. SO, PARDON ME, You
CUME ﬁERE BEHIND THE ClU LDREN. YOUlCOME HERE., AND WHAT, IT'S WHAT,
YOU, 1T7'S WHAT, YOUR NAME?

F: Stdphanie..(long discussion in which a name is nego-
tiated)e,ceeecences

Nell: (geta out slate): Sept.(writing on slate) Attends, attends,
c'est ¢a, bon. Mais deux .foim mept dgale--- SEVEN. WAIT, WAIT.
THAT;S 1T, GOOD. ™0 TIMES SEVEN EQUALS~--

F: Quatorze. 14

Nell: ou? OR?

F: Sept fois mept-~ 7Tx7--

Nell: Sept fois deux dgale quatorze... 7x2=14....

Nell: Muis, tu comprends, eh? YOU UNDERSTAND, DON'T YOU?

16

Even flntl‘; ¢nlei could_gi succexaful if the knowledge of thoir
basic conventions was shared. In the following ecené five year old Kate
leads a French vieitor, Eric, to two cardboard cartons, and climbs in

one:

(2) Ki En bateau, viens. IN THE BOAT, C'MON.
K: Bateau, bateau, BOAT, BOAT.cceeesseisss (They both get in boxes
and continue talking)
F: Attention! rrrrrrrrr. LOOK OUT! (motor roars) (K talks to her-
welf in English)
K: En batesu. Houp la, en bateau. IN THE BOAT, IN YOU GO, IN THE
BOAT. .
Ei J'uimerai doubler....la route...rrrv. I1'D LIKE TO PASS...THE
ROAD...
E: Meta pus tes pieds’ ls. DON'T PUT YOUR FEET HERE.

K: Attention! LOOK OUT! (both tip over lsughing)

K: En batesu!
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E: En batesu! Au secours! On change de batesu. IN THE BOAT! HELP!

WE'RE CHANGING BOATS. .(They climb in each other's boat)

In this scene, there is au bit of parallel pla& in which Kate talks to
herself in English and it scems that Eric may be in & car }ather than &
boat, but it may merely b; two baeaing moto;boqta. The major impression
of the scene was the high degree of success in Join: play, with the
Francophone ev‘n emulating the n0v1ce'a”turna. “nis success seema %0
come from the fact that imsgining entsring and driving Yoats/cars, pass-
ing, poeaibly crashing, tipping over, and exchanging veasels sre & stan-

dard exploitation of a familiar theme.

- 17 -
(3) Keegan, but. Dégage! GOAL. GET RID OF IT!

The learner's ability to evaluamte and to name plays reated on his
prior knowledge of the sequence of events, along with the vocabulary io
produce a reasonable participation verbally as player and observer,
though his topics were much more restricted than his partner'a (the
partner umsed TV announcer register). He talked of ;onla. shots, getting

rid of the ball (ddguge) and listed the acora.

2.2.2. Turn exchanges

Another routinised context was negotiating turns. Turn .exchange is .

Q
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2.2. (Contextualized formulae .

3‘3'l‘ Soccer

The hiéhly situated use 0f larguage makes new terminology or new
phrasea intelligibio even to speakers who know relatively little. Tﬂe
routines of asoccer were conspicuous by their repetition. The learner,
dvepite hie extremely limited French, was very vocal. He was extremely
excited by the gume. He spoke on almost every move, mostly to express
excitement., He already. knew such vocabulary as the Prench for shoot,
goal, get-rid-of-it (ddgagse), penalty (which he pronounced as a French
word), and such Prench exclamaticns as “bravo” and "oo la 1a", praise
such as "vell played” and of course counting for ‘the score. Some turns
might be verbally limited, l1ike “Wow," or "Ooh la 1a" and others were
more elaborate, like “3'11 te plalt, non” PLEASE NO. He also evaluated
ploys, as in “Oh, super, oh. Corner, Keegan, super, Keegan." {Keegan i

the name of & well-known player.) He named or called plays, as in:

18

8 fundamental principle of games. The terminology of turnes is essen-
tially property or territory clesiming terminology, such ss "Mine", which
is among the first moves lsarned by children in both first and second

languages. For example, in the soccer and card game gesaion of Athe

'Engliuh child in Prancs lesa thsn 8 month, already there ie:

(4) Merci. A toi. OK. THANKS. YOUR TURN. OK.

A more advanced exchange is a series liating for succeasive turns

in a group,as follows:

(5) Ei: C'est tod (to E2) IT'3 YOUR TURM.
F1: C'eet moi, Rachel. IT'S MINE, RACHEL.
Ei: Et puis ‘toi. AND THEA YOU.

E2: Et puls moi, AND THEN ME.

A nore complax exchange is turnas in playing rolss, as in this very sarly

ezanple:

19




TR ‘ -1y -

| (n\. ®r Qui c'es*‘Hui commence A etre la mqitresge?. WHO STARTS AS THE end. ThéaeA routines are lea.ned faat. They are aimilar to other
| TEACHFR? ) ‘ encounter routines, and are modelled by the partner. The. problem ia
flell: C'est quoi la maitresse? C'est moi le umltresse premier, et . goiné beyond the routine. In the following, a Spanish speaker after 7
done tol, et aprés, toi le maltreass. Tu comprenda? WHAT'S THE months in Fnglish_ replied to an entry, although the routine was

TEACHER? I'M THE TBACHER FIRST, THEN YOU AND AFTER, YOU ARE THE mismatched.

WTBACHER.l UNDERSTAND?
(9) Roma: Hello

Examples like these appeared in almost every game from the earliest Fmily: What's you doin?
stages. . _Roua: Fine.
‘. : Emily: My mommy told me to go to school.

oo o = - 202,35 -Telephone play
_ Rosa: Me too.

Telephone play providea goon examples of learning because of the Fmily: Ok bye. I'll call you back [tomorrow.

predictability of routines. TIn our second-language dats, we found a Roaa: OK Bye. : ,

five year old with a dialog system, but ss simple as "Hi fine bye" in

In thia converaation Ross (Spaniah-spgaking) has formulae for Greeting,
the replies given: '

Entry, and Parewsll. The formula for replying to an Entry doesn't dif- .-

(7) Greetings: dlello>-Hello. ferentiate between the two possible éntries, "how are you" and "what you
Core: <Question or statement>-Yes. . ‘ doin", In fact Emily's entry, "Hh-t/you doin®, im more typical uf these
Furewell: <Bye>-Bye. ’ children. The reason for Rosa's re?ly is clear. "Fine" is =r memanti-

cally empty routine. Replies to rﬂhut yoa doin?" require more produc-
This waa a child whoae knowledge of French was very gsimple. Her ) {
. tive skill. The Core requires productive skill too, but the child's
incomprehension of the questions is shown in the following: . el ;
formula, "me too” appropriately fills the turn.

!

2.3, Gentural support !

N

(8; (I won't atop it [cassette) if you say 80.) «- Yes.

In her case, structural knowledge let her participate in boundary
These examples have shown that even with very naimple language

greetings ond farewells tut was too primitive for her to get into a
. knowledge, children can pluy succedasfully on the basis of their activity

core, which called on vocatulary about topies, ) . )
- knowledge. A mujér tactic for solying the limitation in their language

Phone conversations contain scripted segments at the beginning and kuowledge is to use gesture for communioation and for teaching the . .- -—

0 =) , 21
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partner.

?.'l‘l‘ Card gumes

Card games have such pyédictable properties thut it is relatively

easy to teach the common games. In the following situation the novice is

trying to teach a game in which the person laying dcwn the higher card

takes the pair.

{10) A toi
Moi . N . . B
Toi.
Hoi!.
Si.:, sept.
Trois quatre. Toi.
Neuf huit.
voa!
Merci.

A tol.

In this sequence the teaching was done entirely by naming an vutcome and

lotring the situation teach, until a reversal on the fifth move to nam-

ing the circumstances and on the sixth to naming both. The sixth move .

can be glossed 88 “If I have three and you four, it's youra.”

when the same boy (twelve) tried to teach how te play a more com-
plex game, Snap, 1n which the winner is the one who suys “Snap” first
when. the cards 1aid down by both players have the mem. number, he had to

denonstrate:

OO
oo

\

!
\

!
i
!
|

{11) Two, two, Snap, OK?

So, Marcel, pair, OK?

2.3.2. Soccer

j
: |
The most elaborated efforts to communicate ocourred when he/ wanted .

to impose a. penalty, and did not have enough vocabulary to #xplain.

4

Firat, he set up the idea of what s penalty kick would look liff’

{12) Marcel! Tu{gestures) ...cO0mme ¢s. Balle...tzn' Psnal-ty. oK?
. 1

Msrcel! YOU....LIKE THAT. BALL.....ten. PENALTY. OK?
The miesing msemantic elements, the verbs, were cted out.

Having established how to act out a penalty in the game, the boy

askad for a penalty when his opponent's man bumped one of hiss
{1%) Marcql! Tu....|shoves Marcell...pen-al-ty. OK? Yes? OK.

Although the game wsm highly successful and the actions were well
coordinated, there were some differences in how langusge wss used. For
example, in the second soocor seesion a month later the francophoae con-
tinued in the third-person vein of a TV snnouncer, whereas the anglo-
phone, in the interchsnges involving the same acene, used firat rnd

second person pronouns ss if he were sn observer or player.

2.3.3. Role-playing

Even in role-playing gumes knowlcdge of structure can maeke moves
intelligible, if they have enough gestural support. In role piay the
firot moves are to identify the umst of characters and who 7w11{ p!qy__

what part and with what props. In the following scene, Lee, thm olier
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sister, chose the most desirable role, Nurse, with all ita equimment.
“he sent her gueat out of the room with her younger aister until the
NMurse was ready to receive patients, So the other two had to negotiate

the remnining rolea:

(14) Ariel: Qui va Ctre la maman, et puis la soeur, eh? WHO wzgéLBE THE
MOM, AND THEN THE SISTER, HUNH? |
*: Moi. Moi, je suis la maman. ME, ME I'LL BE MAMA.
Lue: Lu soeur? THE SISTER? (getting out nurse gear)
F: C'est moi la maman., ['M THE MOM.
Lee: Oui . (continues taking out gesr and urrunging)

F: C'est qui 1 enfant? HH"S THE CHILD?

° Ariel: Moi . ME.

Lee:C'est Ariel. IT'S ARIEL.
AN F: Regnrde. LOOK (playing with stuffed animal)
Lee: C'est quoi? T1T'S WHAT?

Ariel: Ils sont nos bdbds. THEY'RE UUR BABIES.

F: {1s sont les bebds. G'est eux qui sont malades. Viens. On va &

1s maison. 7n telephone & toi. Oul. Oh, ils sont malades. Tl faut
tdldphoner a L'hdopital. THEY ARE OUR BABLES. IT'S THEM WHO ARE
SICK. COME ON. WE ARE GUING HOME. WE're CONNA TELEPHONE YOU. TBAH.
UH, THEY'RE SICK. WE HAYE TO TELEPHONE HE HOSPITAL.: (they go to
Ariel's room tu wait).

Ariel: Non, elle est allde dans mon lit. MNo, she's in my bed.

[n this scene the novice purticipant who was younger than the other two

succeeded in renegotiating the roles. Beiug a baby with two adults did

not suit her, so she took the presence of the animals as & chance to

Q 23 ?j
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become on a par with the older French visitor, who, herself excluded by
the Nurse, was euager to cooperate. A good deal of the exchsnge which
followed while they waited the Nurse's permission to visit was accom-
plished by Ariel's careful preparation of beds, culminating in her aabo-
tage of the Nurse by bringing & mattro;s to the hospital and theﬁ‘stuul-
ing some Nurse gear. Neither her age nor linguistic handicup prevented

this resistance and restructuring of the play.

The Nurse scene was & role with pre-structured complementary roles
such a8 mothers and bsbies who could be patients. Linguistically
unskilled gnglophonea also succeeded in efficient play in mor; unstruc-
tured roles, as in the case below where five year old Kate.aucceeded in

directing the play of her visitors:

(19) Kato: Toi le petit princesse ot moi le grand princess et Michel le
grand...roi. YOU THE LITTLE PRINCESS AND ME THE BIG PRINCESS AND
MICHEL THE BLG...KLNG.

39 princesse. Et elle ot moi Jors. Et et toi viens ot et ot
donnes le ga. EH, YOU SANTA CLAUS, NO, MICHEL SANTA CLAUS. AND
YOU THE PRINCESS AND ME THE-PRINCESS. AND SHE AND ME SLEEP. AND
AND YOU COME AND AND AND GIVE THE THAT.(pointing to music box)
Véra: Non, j'al regu ma noel. NO I'VE HAD CHRISTMAS. Kate: Nonm,
parce que Noel est est le gargon. C'est toi le noel., NO, BECAUSE
NonL'r§ A BOY. TT'S'YOU NOEL. Ding dong (K. hides her eyes). Toi
on, tof ga, ¢n (misic box). YOU THAT YoU THAT. Oui et oui, tof, et
toi vilain, comme ¢a, et comme ¢a. Comme ga est vilain. (showa
spanking, then covers her eyes pretending to sleep) (Michel spanka)

YES AND YES, YOU, AND YOU MAUGHTY, LIKE THAT, AND LIKE THAT. LIKE

1
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THAT IS NAUGHTY.

(Later)

Knte: Attends, et ga pour Noel, ga de, ga pour eile et ga pour moi.
(givea chain to Noel to give V, aﬁd necklace for herself.) WAIT,
AND THAT POR SANTA CLAUS. THAT POR HER AND THAT FOR K.IQ.

Michel, moi tout ¢a aprés, moi tout ga aprés. MICHEL, ME ALL THAT
APTER, ME ALL THAT AFTER.

Michel: D'accord. OK.

The remarkable success of episodee like this, which have relatively.

primitive language but a lot of reliance on gesture, depende ultimately
on the cooperation of partners. What was most etriking about thesme
episodes was how clearly the sociul dynamiey came through. Ycunger
siblings sometimes succeeded, deepite their more abbreviated French, in
dominating the play of the older children, when there wae sibling
rivalry. Juet as limited vocabulary restricts play only elightly, lin-
ited language doee not hobble the children who want to dieagree or dom-

incte or govern the typee of play.

3. Language learning language through play

3.1. Imitation

The most obvious examples of the learning of language through plsy

vere immediate repetitions of the utterances of the other players.

301, Jump rope

In the following text, a dispute develops over whether catching a

h: 1 in the cord counts as a failure or not. As in the earlier turn-
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taking argument, F1 and E2 seem to be allied against their siblings.

{16) Ruth: Ah failli! Talone comptent pas. MISTAKE! HEELS DON'T COUNT.
Sophie:( jumper) C°eet tulonu!‘IT'S HEELS .
Britt: C'est talonm. Alles! IT'S MEELS. GO ON!
Georges: Failli! MISTAKE!
Thie argument went on through twelve turns . Ths least experienced
French - epoaker was Britt, who in such argumente typicslly oop{ed a

nodel..

The talk in the jump rope scenee ian alvayas about the activity. It
wae not formulaic however, There were a narrow range of topics, whose
turn it was, where the elaatic was to be set, whether a mistake had
occurred, whether certain mistakee counted, how to do a particular move.
Because of the narrow range of iseuee, the talk is relatively interpret-
able from ocontext. In jump-rope a critical point is the negotiation of
turn exchangee by calling mietakes. Then there can be disputes about

.

exemptione:

(17) In thie moene, Amna had caught her heel on the rops. Et: Ah,
failli! Talona comptent pss. Talons comptent pas. PFAULT! HEELS
DON'T COUNT. HEELS DON'T COUNT,

Anna: C'ast talona, hein? IT'S HEEL3, HUH?
E2: C'est talonu. Allexz! IT'S HEELS. GO ON{ .
In this scene Betty gets in by pioking up on the phrass of Anna and

adding to it the formula for continuation.

Tn the following Chinese jump rope scene, there is a dispute about

both who will play and who will ntart:

27
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(18) Sophie: Premier! FIRST!

Georges (younger brother)g Je peux Jouer? CAN 1 PLAY?

Ruth: Si tu veux, oui., IF YOU WANT TO, YES.

Sophia{older sister): Non, non, nous trois. NO NO, US THRR®,
Rritt (younprr siater of F1): Nous trois. US "HRRR.  /
Sophie: Seulsment nous trois. ONLY US THRRE.

Ruth: Non, ca va mieux avec quatre. -NO, I™'S BEPTER WITH FOUR.

In this case, the younger anglophone (Britt) collmborated with the
francophone, and merely repeated "nous trois."” Her older sister, who was
much more competent in French, not only recognized the smelf-invitation

but disputed Sophie's decision and defended her view with an argument.

"

3.1.2. Soccer

The soccer game was filled with instances of learning through
immediate repetition. As the partner gave his TV commentary he produced

many examples of vocabulary concerning the game with the learper picked

_up .

(19) Marcel: C'est un but super. IT'S A SUPER GOAL, br. €. °1: Oui,
super,

Marcel: Le gardien degage. THE GOALLE OETS IT GOING.

Carl: Dégage, oh, non., GETS IT GOING. OH NO.

3.1.3. Board games

'Pradictuble board game uctivities provide routines which can be
ﬁumed and the names copied. The eycle of finishing and ve-setting the

pleces of the game for a new round keeps presenting the sume cajtogories

28

for naming.

(20)

1

3.2

Anno: On change de jeu, eh. LET'S CHANGE GAMES HUH.
Karla: Je suias,.l'M...

Annet Non, on change. NO, WE'LL CHANGE.

Karl&x Ah, oui.,

Anne: On range. WE'LL PUT THINGS AWAY. (begins to)

Karla: On range.

Later copies

In addition to immediste copying, there are delayed copies, in

which the new terms were stored and used later, as in thess examples.

3.2.1. Soccer !

(21) Marcel: Yoild un tir trés haut que nous ne pouvons pas suivre avec

(22)

le camdra, un tir...(ball shoote) HERE'S A SHOT THAT'S A0 HIGH THE
CAMERA CAN'T FOLLOW IT, A SHOT. .

Carl: oh non. -

Marcel: Personne au centre. NOBODY AT CENTER.

Carls Un tir, ooh. A SHOT, OOH,

Marcel: Vralment superbe ce but. REALLY.SUPERB, THAT GOAL.

Carli C'est un...oh 14 1d. I1'S A..OH OH.

Marcelt Bom, ot volld un attsque encore. GOOD, AND HERE'S ANOTHER
ATTACK.

Carl: Oh non.

Marcel: Les rouges ddgagent par leur gardien, et un rouge est &

position sur la bulle. THE RED GOALLE PU&S THE BALL IN MOTION, AND

() (
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A RED IS IN POSITION WITH THE BALL.

Carl: Qui.

Mercel: Et il marque un but magnifique! HE MAKES A MAGNIFICENT
GOAL!

Carl: Keegan, superbe.

"

The speaker may simply mee the term "tu commence” as a directive

routine located at the beginning of the game cyole.

3.3. Explicit instruction

Of course, psr§neru can teach language direotly. This did not usu-
ally happen in thg high-activity game - since meaninge mapped so readily
and vividly. 1t does happen in phone conversations wvhich are not acaf-
folded by physical redundencies. Hov the child Entry is learned is
revealed in the following text from Pillnéro. !976:'

Nora (Spanish-speaker): Hello. Come to my house, plesse.
E1 Who sre you? -

Nora: Nora.

E: Nora, you've got to say “What are you doing?"

Nors: What are you doing?

E: Making cookies. What are you doing?

_Nora: Making cookiea, too.

\

E: Ok, bye. N .

A

Nora; Bye. \\\

In this text, the friend oriticised Mora for leaping into an invitation
without an  appropriute entry. Invitatione normally precede the

furewsll. In this came the friend explicitly teught the Eatry fomm.

30
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Because the reply to the Fntry is too demanding, Nora aimply oopied the

model. .

©3.3.). Board game

In the following card game called "Twist", the pleyer lays down a
oard which must be matched either in suit or number by the next player.

If that player cannot do s0, a drav from the deck is in order.

(53) Anne-Murie: C'est quatrs, one up. IT'é POUR, ONE-UP!
Ruth: Un di &c carreau. A TEN OF DIANONDS.
Anne-Marie: Dix ou carreau. TEN OR DIAMONDS.

Ruth: Dix ou carreau, ouil.

Britt: Allee, Anne-Marie. GO ON.

Anne-Marie: Tréa bien, Ruth, je t'applaudis. VERY 000D, RUTH, I
CONGRATULATE YOU. ' '

In this text, Anne-Marie claarly plays the teacher role, correcting
both ¢the phraninglcnd pronunoistion of Ruth, and even otups the game to

oga]unto. as a tesnher should.

In the following game of "Jeu de familles" . .the learner both makes
an error of ‘pronuncietion and a misteks in identifying vhat she vante’
In thie game players ask for a speoific card which is identified by fam-

i1y (in seta of four) snd by nuaber or identity.

(24) Nall: Tu ea dea familles des cer? HAVE YOU PANILIES OF DEER?
¥: Lo quoi? WHAT?
Nell: Car.
. ¥1 Cerf?

31
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Nell: Oui.
F: Le combien? WHICH ONE?
Nell:_CerfL DEER.
~Ft Le combien. WHICH ONE?
Nell: Cerf, tu comprends? DEER, UNDERSTAND?
Filui.
‘Nell: Non?
P Non. Le le un do 1a famille cheval. No. THE THE ONE FRON THE
HORSF PAMILY.
Nell: Non. La famille de chien. NO. THE pOG FAMILY.
P+ le combien., WHICH ONE? . .
Nell: Chien. DOG.
F: Le quatre? La gﬁ§;d~m6re?
Nell: Oh oh. Attends, le quatre. OH OH. WAIT?, THE FOUR.
F.. Le quatre?
Nell: Oui. Family , uh, le fumily de éhat. Oh, troiw, merci. YES.

FAMILY, UH, THE FAMILY OF CATS. OH, THREE, THANKS.

)

Turn shift is 0 familiur (wait your turn! take turne!) that {t is

a basis for learning new vocabulary. In the following scene the bnglo-

phone knows almonmt no French. Although she is thirteen, her French ia
7

82 primitive that her friend spanks "foreigner style" to her.

{25) Anne: ™ as pegnd. Tu premler, toi, un. YOU WON. YOU PIRST. You,
ONE, l
Kurin: unh.
Annut Alors, toi go, toi. Tu commence. S0 YOU G0.YOU. YOU START.

Later:

O
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Karla; Uh jo suis jaune ot toi rouge, uh. T'M- YELLOW AND YOU'RE
RED.

Arne: Tu commence, tulconmence. You BﬁcIﬁ. YOU BEGIN.

Karla. Comm--uh,

Anne. Tu commence, oui. YOU START, YES.

Later: P

"Karla: Quel- quelle-couleur- couleur? WHAT- WHAT- COLOR- COLOR?

\,

Anne: Uh, ben Jaune, jaune. WELL, YELLON. YELLOW. \
. < \,

Karla: Tu commence. YOU BEGIN,

In this case the referent-for. the Qbrd “commence” is" obvious from
the activity sequence. Tho-anglophone knows the words "tu™ and “toi" so

she knows the utterance is about her. She also knows that a restart is

.,in order. 8o ehe infers correctly what "commence" must mean. Yet the

meaning of “start” is not tangible. It refera to beginning a new gane,

which is a conatruct based on an abatract.notion of the game as a cycle.

S3e4. Probleqs

'

Language weaknesses are important to examine tbo. There are obvi-
ously cases where communication fails. What makes these différent?
Retourue to'the mother tongue is one kind of evidence, recourse to the
experimenter_'fo explain, osues where the partner's aéceoh is simply too
complex ko copy. We have already noted that Carl's soccer speech waas
much ) 'ss  complex than Marcel's and.often had to be responsive to the

gume rather than to Marcel's TV unnouncer speach.

In the following cames, there seemed to be some defect in explana-

tion because the complexity of idea surpassed the language resources.
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(26) (Marcel took & pair of cards Karl thought he had won) Carl: Nell: C'est quoi 1la malitrassa? C'est. moi 1ls maltrasse
Marcel: oh. o premier...et donc toi le...et aprés toi 1s maltreass Tu comprends?

f . - . Y
Carl: Whoa! (shakes finger) . . : WHAD'S THE TEACKER? I'M THE TEACHER PIRST, THEN YOU. APTFR, You

' - . THE TEACHER., UNDERSTAND?
(27) Britt: Paa Gs. Non, pas un carreau. Doux, c'est spdcial. Est-

cs...af tu n'as pas un, deux, slors tu, uh, dsux cartes. Alors, 3.4.2. Argumsnts

c'est pas toi, c'est pas toi, c'sst Ruth. Ruth, it's your turn to
. - . The most Ultimataly taxing form of language uus ia an ‘srgumsnt, [
begif.  MOT THAT. NO, NOT A DIAMOND. TWO IS SPECIAL. IS IT...IF :

vhen many disparate languige resources may be marshalled. In the follow-

YOU DON'T WAVE A TWO, THEN YOU,.OH, TWO CARDS. THEN, IT'S NOT YOU, ' . .
, ing episode between Chinese apsakera, the Eiglish argument had a very
17'S ROT YOU< IT'S RUTH. RUTH, IT'S YOUR TURN T0 BEGIN.

simple structure; and finelly whan the repetitive idea was inadeguate

i
3.4.1. Rols usi‘gn_-en't !/ . " the childran reverted to Chinese for the aore complex insult. Just a

—
4

fragment is ciyoh‘fro- a longsr text in Ervia-Tripp 1981.

'

In the following role playing text, the children negotiate the

teschsr role but 4in addition the anglophone adds ths idea of taking ' ’ (29) B: My father, bigger your fsther. -
turne in it. - : . , C: You father big big big big big.

) Bt My father, uh, bigger you father.
(28) P: C'est la asitresse. (Nell is getting out alate and chalk) .
Ct My father my father like that! (stands, reaches high)
Nell: Toi oumoi? Quoi, la maitresae? C'sat quoi 1la ma” tresse? ‘9
. Bi My father.stronger your father.
Toi ou mei? YOU OR ME? WHAT'S THE TEACHER? YOU OR ME?
Ct My father like that! (arma vide)

¥: Comme tu veux. AS YOU WISH. YOU OR ME? . s _
! : B: ‘talk for--I hit you!
Nell: C'est moi un petit psu et c'mat toi un petit peu. IT'S ME A : D, , "
: ) ’ . (In Chineee): :
LITTLE AND THEN IT'e YOU, “

B: I'sm gonna tell your father that you stesl things!
P: C'est qui qui commence? WHO STARTS? _
' C: When have 1 stolen thinge?
Nsll: C'eat qui qui commence? WHO STARTS? )
B: You, you stole Arthur's getting married thing (ring).
P: & atra 1'dléve. TO BE PUFIL. .
C: hunh-uh!
Nsll: Je ne comprendes pas. I DON'T UNDERSTAND. .
Bt You etole, you stole my car and give it to Arthur!
P1 Qui c'sst qui commsnce 8 dtre malitrasse. WHO STARTS OUT AS
C: Your car! (ssrcastic)
TEACHER? .
Bt You, I hit you! Hit you! When we go outside, I'm gonna hit you! . .
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(pointing to: C's forehead)
C: Well, you'll have to run very fast.
B: When you groh up and you ateal, your wife isn't going to like

you.
Iy .
. i R

Arguments are entirely verbal. There is no way that the pinch line
in this wargument could be learned from any ritualised segence like the
activity worda in routines accompanying action or even .the script of
phone converaations. This shows us the limits of the acaffolding sup-
plied by activity supports and scripts auch as phone converpation

frames.

4, Conclusions.

Our original question was how children accomplish succesaful play

when they shdre language only minimally. We hoped through studylng esuch-

inieruction to find what presusbosed structures are present—m in
children's knowledge of activitiea, how language is umed in different
types of play, and how the prior knowledge écaffclda the child's verbal
interaction and langqaae .learning during play, or failing that what
repedies 8 child has whose language knowledge is too primitive for tﬁe

demandsa of the game.

N 1) Ve found that in different types of games children appear to
routinely use their activity knowledge as though there were notlanguage
barrier Certain jssmues were highlighted repeatedly in the games, namely
turn  %aking, rules, panalities, 1Qent{fying successes, and negotiating

difterences. ™hetie are quite typical of monolingual play, too.

2) Langunpe upe differs considerably in varlous activities. We

Fa
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nave differ;ntiatéd between four types of talk in games: essential,
social-expreesive, dispute, and secondary registers. Non-verbal games’
are those in which t‘lk is not only not essentiml but interferes. In
some phyaically crganized énnes such as sporta, talk is not ensential
but other kinds of ancillary talk is frequent, Actual playing does not

require language except to identify major events that mark ochanges in

activity. The expressive talk accompanying games is interpretable

because it iﬁoonpankon unambiguous action. Disputes can be hard to
learn because they may b; syntactically comple¥. There are some
optional additional talk typea, like obao;ver advice in soccer which nl}
have high learnability, while others, 1like TV register, sre hard to

learn.

3) Fuctors which seemed to facilitste learning were redundancy with
action whioch made words meaningful, availability of simple models to
copy, and cooperative attitudea by the partner which led to inatructicn

or willingness to interpret the learner's tries.

4)The foundation for the children's language learning in play is

yaheir prior knovledge of the activity structure of the general type or

in colblex gamaes the specific gams itmelf.

%) The langusge learnsd in games varies in complexity. The eaniest

ty learn appear to be syntactically eimple, highily repetitive formulae.
. o« Al . . ' o

Theae are probably the leaat “progresaive” from the atandpoint of syntax

. -7
variety and complexity. The child's sociaul succoss und sense of partici-

pation through the language ayre different benefite.
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