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ABSTRACT

The study of language acquisition has heretofore
neglected an examination of the relationships between
grammatical rules and rules of conversational usage.
The data in this study suggest that there is no clear
division between patterns which can be considered strictly
of a grammatical nature (phonological, morphological,
lexical, syntactic) and regularities which can be considered
to fall within the domain of conversational discourse. A
child does not learn to speak "any and all the sentences
of her language' in random order; a child who did would be
a social monster (Hymes 1974:75). What a child is doing
is learning to interact verbally with her environment.
To do this, she learns both kinds of rules in the context
of social usage.

I collected naturalistic data in order to study how
a child goes about learning to interact verbally with her
environment and how she uses what she learns; at the same
time, the variables were controlled in such a way that the
situation in which the data were collected was not
distorted (except, of course, for the presence of the
recording equipment). That situation was a normal car
trip to pre-school on some days and home on other days.
Since one of the two girls in this study was my daughter,
both girls felt it natural for me to be driving the car.

Each trip lasted ten to fifteen minutes. I collected data
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daily for nine weeks, stopped for five months, and
collected data again for seven weeks. At the beginning
of the study the girls were 2;9 and 3;0; at the end,
they were 3;5 and 3;8, respectively.

In analyzing the recorded data, I observed that
the girls exhibited considerable skill in monitoring
each other's speech, in suggesting corrections to each
other and in correcting themselves. The girls appeared
to use these skills to develop, maintain, and manipulate
discrete units in their ongoing conversation. At no
point did I find it possible to say that rules of
grammatical construction alone or rules of conversational
construction alone influenced the shape of the data.

I discovered that the girls used their growing knowledge

of both types of rules to cooperate in creating three types
of units: short routines, correction activities, and

long or full routines.

Short routines were unitary, bounded chains of
adjacency pairs that could be isolated from ongoing
conversation because of distinctive use of suprasegmental
elements.

Correction activities were units of conversation
in which the girls corrected each other. Correcting each
other's behavior--both linguistic and non-linguistic--was
something the girls enjoyed doing. When they engaged in

correction activities, the girls made use of their



knowledge of both social and grammatical expectations,
their ability to state these expectations, and their
ability to make changes in response to criticism.

Long or full routines were units of conversation
which the girls invented and used in a variety of
conversational contexts. Each girl expected the other to
behave in a certain way whenever a full routine was in
progress. I found that developmental progress in
subsequent occurrences of a routine was a major source
of information about the relationship between grammatical
construction and interpersonal expectations in dialogue.
When a routine became ritualized ("ritualized" refers
to the longitudinal development of certain routines),
it acquired a sense of historical perspective and mutual
expectation which applied to the girls' society of
two. Under these conditions, the children's speech was
an expressive means of communication, flexible yet

non-random.
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PROLOGUE

Once upon a time, and a very good time it was,
there were two little girls named Suzy and Nani. They
were very good friends and they loved to talk to each
other. They went to pre-school every day. Back and
forth, back and forth, in the car. They talked and
talked and talked. To pass the time they made up games.
Nani's mommy sometimes listened to them playing the
games and she thought what an interesting thing it would
be to study their conversation. So, sometimes, when she
was driving, Nani's mommy recorded what the girls were
saying on a tape recorder. Later, Nani's mommy listened
to these recordings and wrote about the games that Suzy

and Nani had invented to pass the time.

While the above is not the way a dissertation is
usually introduced, I hope it will advise the reader
that the data to be discussed here are collected from
two children's spontaneous explorations into the
manipulation of language. In describing the basic
processes which are involved in Suzy and Nani's
interactions, I will examine the relationship between
each child's individual control of linguistic structures
and the girls' abilities to cooperate in organizing and

manipulating conversation.



CHAPTER I
Introduction

I.1. Linguistic theory and theories of acquisition

During the last two decades, developments in the
study of language acquisition have paralleled developments
in linguistic theory in several important respects. 1In
both areas the focus of interest was at first almost
totally limited to syntactic and phonological structure.
More recently, the study of semantics and linguistic
context have been included. The initial concentration
on syntactic and phonological structure was to some
extent a response to the publication of Chomsky's Syntactic

Structures in 1957. Before this book appeared, the goal

of many linguistic studies had been the description of

a finite corpus of data. Chomsky proposed a different
objective: the prediction of the structures of an infinite
set of sentences. He also suggested that children are
born with the innate ability to construct the rules
capable of generating the correct structures of whatever
language they hear. The studies of child language which
were done in the sixties, such as the early work of Brown
and his colleagues (1960, 1963, 1964), focussed on the
child as a developing grammarian who is in the process of
learning how to construct sentences of increasing
complexity.

Discussion of the meaning of these increasingly
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complex structures was not given a prominent place in
studies such as Brown's. Nor was semantics a major focus
of Chomsky's work in 1957 and 1965, because he believed
that whenever a choice must be made between analyses,
syntactic criteria should outweigh consideration of
semantics. Semantics, however, became more prominent as
researchers pursued another of Chomsky's goals--
"explanatory adequacy." Some theorists gave semantics
central importance in order to explain relations between
sentences. Among the first to feature semantics
prominently were Lakoff (1965) and McCawley (1968).
Another was Fillmore whose theory was based on semantically
relevant case categories (1968). Shortly after semantics
became more important in linguistic metatheory, the study
of children's language began to expand in similar
directions. This expansion was evident in the work of
Macnamara (1972) and Bloom (1970). These researchers
pointed out that syntactic rules were discovered by the
child with the aid of meaning. According to Bloom,
"children develop certain conceptual representations of
regularly occurring experiences and then learn whatever
venientl

words (and, subsequently, syntactic y
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code such conceptual experiences'" (113).
The ideas of Bloom, Fillmore, and others affected
the thinking of other researchers. Brown, for example,

was influenced by their work when he began to write



A First Language in 1969. He said that Bloom's thesis

and Fillmore's article in addition to the work of I. M.
Schlesinger (1971), Beatrice and Allan Gardner (1969),
and Melissa Bowerman (1973)1 persuaded him to consider
semantics as well as grammar in his approach to the data.
Brown called this approach ""the method of vich interpre-
tation" (1973:ix) and contrasted it with the method he
had used earlier in the sixties (1963, 1964). 1In
discussing the development of the method of rich
interpretation, Brown said he had moved from '"early, non-
semantic, 'lean' characterizations, [such as] telegraphic
spcech and pivot grammar, to various semantic, 'rich’
characterizations in terms of relations, cases,
operations, and the like" (63).

Brown (1973) based the use of "semantically aware
kinds of grammar' (65) on evidence that a child learning
a language can express semantic relations which are
appropriate to a given context. (This is what Halliday
(1977) called "learning to mean.') Interest in the
expression of meaning in context has been a concern of
sociclinguists such as Labov, Hymes, and Ervin-Tripp.
Knowledze of structures must not be a sufficient condition
for language mastery because, as Hymes (1974) said,

"A child from whom any and all of the grammatical
sentences of a language might come with equal likelihood

would of course be a social monster" (75).



Since normal children develop into socially normal
adults, it is obvious that more than the learning of
grammatical structure is involved in the acquisition of
a first language. This view of language learning has
led researchers to begin to see the child as more than
a grammarian devising grammatical constructs. The
tendency now is to see the child as a partner in ongoing
communicative activity during which she discovers rules
of usage as well as rules of grammatical construction.
This view now seems to represent the orientation of much
recent language acquisition research because, as Bruner
pointed out, 'Neither the syntactic nor the semantic
approach itakes sufficiently into account what the child
is trying to do by communicating' (1974/5:283).

This dissertation will examine what two young
children were '"trying to do by communicating' with each
other in a natural but restricted context over a period
of several months. My approach to the data is similar to
Brown's ''rich interpretation' because I agree that the
learning of grammatical structures does not take place
outside social context and also because I am interested
in the process which produces normal adults instead of
"social monsters."” I will focus on those sections of the
data I collected which illustrate most clearly the
learning of rules of grammar and rules of conversation in

the context of social usage.



I.2. Theory and method

The choice of how and where to collect data for this
study was determined by my desire to investigate children's
acquisition of these two types of rules: grammatical
construction and social usage. Most of the recent
research which has resulted from an interest in the
acquisition of language as an interactive response to
others has focussed on adult-child speech. Once
researchers began to see the child as a partner in
communicative activity, they discovered that adults
respond differently to other adults and that they also
respond differently to different children. Differences
in adult response can be motivated by adult concern for
children's special linguistic needs (Berko-Gleason, 1975)

either without direction from children or in response to

children's reactions. Several researchers (R. Scollon 1974;
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Keenan 1574a,b; Halliday 1973; Chou-Aliender 19
found that children are able to control conversation to an
increasing extent as they master both rules of grammar and
rules of social interaction. The rules of usage can be
either some form of adult rules, such as those involved

in turn-taking or greeting sequences, or they can be new
rules invented by children to be used in conversation. In
adult-child interactions, a child is always younger, smaller,
and of inferior social status and linguistic ability.

There is no reason to believe that only adult-child



interactions contribute to the language acquisition
process. Indeed, the ability to interact effectively
with one's peers may be more important toc a child at some
stages of development due to social pressures such as
adjusting to school or simply the desire to enjoy the
company of peers. Keenan (1974a) has shown that inter-
actions between children can be sustained and coherent.
In the study of child-child interactions, we can observe
the growth of adult-like patterns and also patterns of the
children's own design. In both of these sets of
patterns, we can also examine the relationship between
rules of grammatical construction and rules of social
usage.

Patterns which are unique to children--those which
adults do not share--suggest the ways in which children
organize their perceptual world as well as their verbal
expression of these perceptions. I believe that children's
speech which is inconsistent with adult speech should not
be dismissed as simply immature, although this has been
done by some researchers. This group of researchers
(Bloom 1970, Brown 1973, McNeill 1970) are among those
who see the child more as a sponge, according to Fischer
(1976). Fischer also pointed out that there is another
group of researchers (Bever 1968, 1970, 1975; Slobin 1973,
1975) who see the child more as an active learner.

Fischer acknowledges that the two theoretical views are



not necessarily different but each focusses on somewhat
different aspects of acquisition (75). My experience

in studying my own data and in interacting with children
makes me much more sympathetic to an approach which views
the child as an active learner (not to mention: an
active teacher). I also feel that we must learn a great
deal more about the forms and patterns that children
invent apparently without direct adult models. I believe
we must do this before we can make the kind of claims
which some of the '"sponge' theorists try to make about
whether children's speech is reconstructed out of adult
deep structure (McNeill) or adult surface structure
(Bloom).

There are, however, special conditions which prevail
when the linguist focusses on the very forms which are
least like adult forms. The distance between the system
of the linguist and the system2 of the child is probably
greatest in these areas. The linguist should not, I
believe, discount the feeling that she is dealing with an
"exotic language' as Dale (1976) referred to children's
language. Unlike linguists who write grammars of "exotic"
adult languages, the linguist who studies children's
langauge does not have available to her either bilingual
informants or the potential to become a speaker of the
langauge she is studying. Even when the assumption is

granted that the linguist and the child belong to the same



language community, the linguist must find a way to
establish the degree to which her system and the child's
system coincide. Internal evidence is one way of doing
this. By internal evidence, I mean internal to the
child's system and not based on external prompting by the
linguist or eager parents. An adult may recognize a
child's word as a cognate of an adult word, but the child
may or may not use the word in the same context or with
the same meaning as the adult. Use is therefore one kind of
evidence of how closely the child's system coincides with
the adult's system.

A study of children's language can be improved if
the possibilities for internal justification or explanation
can be optimized. An optimal situation for collecting
this kind of data would therefore be one in which the
child--without external prompting--explains her own
language in her own terms. This type of situation provided
the data that were studied for this dissertation. The
recording situation included two children and excluded
"external prompting'" by any additional speaker. The
observable data included not only the speech of each child
free from direct adult influence, but also the structure
that the two children used to organize their conversation.
The children whose speech was recorded were very interested
in communicating accurately with each other. The ways

and means they found to explain themselves to each other



provided internal evidence about how closely or how
distantly their systems coincided with the adult system.
They developed processes for self-explanation and knew
when such explanation was and was not necessary. We will
see 1n these processes aspects of the interconnection
between social demands placed on language and the
linguistic forms that are used to fulfill these needs.
Observation of this area is possible because child-child
data does include evidence for interpreting children's
speech.

In choosing to study the verbal behavior of children
interacting with each other, I have isolated a highly
complex sub-system of natural behavior. Blackburn (1971)
pointed out that, although we accept the need to describe
natural systems completely, we cannot reach this goal
because our understanding of complex systems is rudimentary
and "our ways of investigating such systems and
communicating about them [are] primitive" (33). In
examining a complex, multidimensional part of nature such
as the way young children organize their conversations,

I accept the double challenge of accounting for as many

as possible of the dimensions of the system I choose to
study while at the same time '"projecting [this system]
into simpler, under-dimensioned space'" (Blackburn 1971:33)
so that the natural patterns can be clearly described.

One way to reduce the sources of variability of the



10
system being studied is to limit the variables. This is
the basis of experimental research and one of the
difficulties to be faced in naturalistic studies. One
cannot arbitrarily eliminate variables in a natural
setting for two reasons: (1) We do not know in advance
which factors are relevant, i.e., determine or influence
the patterns we are looking for. (2) Any change we
impose on the natural setting could alter it and render it
unnatural. The choice of which variables to include and
which to eliminate must therefore come out of the nature
of the setting itself. This reduces the possible settings
in which data can be collected, but it insures that no
relevant factors will be eliminated and no unnatural
factors will be imposed.

Ervin-Tripp has pointed out that one problem of how
to use the raw data of a natural sub-system such as the
verbal encounter is that of limiting the variables. Ervin-
Tripp believes that naturalistic situations can provide
useful data only if "we can find in nature comparisons in
which other possibly relevant factors are held constant"
(1973:249, emphasis added). Although her view of the
usefulness of naturalistic studies is cautious, she expects
naturalistic studies which are based on ethnographic
research '"to explore the distribution of speech in the
natural community so that extrapolation might be made to

the articifial (experiment) situation' (257).
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As an example of successful use of a naturalistic
setting, Ervin-Tripp cites Ferguson's (1959) discussion
of the use of classical Arabic in a lecture in contrast
with the use of colloquial Arabic in class discussion.

In this case the formality of the lecture determined the
use of classical Arahic. In order to reach this
conclusion, Ferguson had to be aware not only of the
linguistic differences between classical and colloquial
Arabic but also of the fact that the culturally
determined relationship between the lecturer and his
audience changed depending on whether the lecturer was
lecturing or leading class discussion. Because Ferguson
had access to non-linguistic information, he was able to
conclude that the relevant factor in determining the use
of formal or colloquial Arabic in the setting under study
was the activity of the lecturer. Other factors which
happened to be present in the environment were therefore
not relevant and could be eliminated from Ferguson's
description.

The setting in which data were collected for the
present study was also a natural one. Variables within the
setting were limited because of the nature of the setting
itself, not because I chose to eliminate anything. The
data collection procedure, which will be explained in
detail below (II.1), satisfied Blackburn's concern with

the capture of complete systems without reducing the
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natural number of dimensions. At the same time, the
natural conditions could remain unchanged by the data-
collecting procedure (except for the presence of the
tape recorder), thereby fulfilling Ervin-Tripp's requirement
that no factors be eliminated until some of them can be
proven irrelevant to the question under study. In the
case of the present study, even the investigator had a
natural role. My participation as driver was crucial--
the activity (riding in the car) could not take place
without me. Furthermore, the fact that I was Nani's mother
was a consideration often overriding my role as
investigator.

In Ferguson's study, the crucial question was what
conditions were associated with the lecturer's switch
from classical to colloquial Arabic. This switch could
be considered a kind of style switch in the seunse that
Martin Joos defined style. The lecture was delivered
in what Joos (1961) described as formal style which
excludes listener participation, while the class discussion

(which corresponds to Joos's consultative style) demanded

participation by two or more speakers and resulted in the
integration of the ideas of disparate individuals. Of
the five styles that Joos described (intimate, casual,
consultative, formal, and frozen), the first three demand
either listener participation (consultative) or a great

deal of shared information among involved parties
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(intimate and casual). The latter two, however, (formal
and frozen) exclude both listener participation and shared
information. Joos's identification of these styles 1is
especially appropriate to Ferguson's data because Ferguson's
information about the cultural context suggested that a
lecture was a formal event and a class discussion was not.

I have found Joos's five styles useful in analyzing
the data to be discussed here. Looking for evidence of
the five styles in these data is appropriate because
recognition and mastery of the five styles is an important
part of learning to participate in dialogue. Since
children must learn to talk like adults, they must also
learn to recognize and use stylistic shifts. Learning to
read and write (frozen style) and learning to give
prepared lectures (formal stvle) are usually accomplished
after children are fluent conversationalists. The child
first becomes aware of style when she encounters the
three informal styles in the course of verbal interaction.
In these verbal encounters, she is learning how to
participate as a speaker and as a listener simultaneously.
Because being a speaker and a listener requires interaction
with other people, engaging in conversation is also part
of the socialization process. Learning how to perceive
different speech styles enables a child to judge whether
linguistic as well as social behavior should be more or

less formal in a given situation. Children need to learn
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whether someone is "serious" or "only teasing.' The
consequences of not recognizing that a refusal was presented
as a joke can be upsetting to a child told that she cannot
have something she wants. She must learn to tell whether
the adult really does not intend to let her have the
desired object or whether the adult is "just teasing."

Dialogue and the social awareness required to
participate in it are part of the language learning
orocess. As Halliday (1973) pointed out, dialogue
involves the adoption and assignment of communication roles
which can be accomplished only in and through language.

The language learning process is stimulated by the
ability to interact socially and linguistically because new
forms are available and new forms are also required.

That is, speech to & child who is able to indicate
specifically what is amusing and comprehensible is
different from speech to a child who is not. Sanches
(1975) found that adult behavior varied according to the
age of the child involved in the interaction. Nelson
(1975) showed that the structure of a child's utterances
(in this case the percentages of nominals which were
pronouns and not nouns) was affected by the child's
participation in discourse. Nelson pointed out that
participation in verbal exchanges and mastery of language
structure are inte.related. New forms may appear in a

child's speech because she needs them to construct
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discourse. Dialogue, since it is participatory by
definition, requires that the utterances of the involved
parties be related. This relationship is realized as
coherent discourse. In the construction of discourse, a
child shows an awareness not only of the relationship
between utterances and the non-linguistic setting but also
of the relationship among utterances.

The amount of information speakers share determines
the possible levels of informality of their dialogue.
They may choose to be formal even though they know each
other well and share a great deal of information, but
they would find it difficult to understand each other's
informal style if they were strangers. According to
Joos's definition of style, there is a continuum of
explicitness which is inversely related to th: amount of
information that interlocutors share. That is, the
more they know about each other's frame of reference, the
less they must explain explicitly. Explicitness, as it
is used here, is a kind of redundancy in the sense that
parts of a set of utterances are potentially redundant
with regard to other parts, depending on the presuppositions
that the parties bring to the dialogue. If explicitness
is redundant with respect to these presuppositions, then
a violation in speech style will occur. People can be
offended if someone is overexplicit. If a person expects

to be addressed in consultative style and to have her
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opinicn requested, she will not be happy to be given
instructions in formal style. A person might also resent
being talked down to when she is told what she already
knows. A friend might resent being treated like a
stranger.3 Overlap or redundancy would then exist
because the presuppositions have already provided the
information which is repeated in a too formal (overexplicit)
choice of style.

In children, language learning and socialization can
be observed in the crucial activity of dialogue. In
dialogue, a child learns to take on communication roles
(e.g., questioner and answerer) as well as social roles
(daughter, granddaughter, peer, sibling). Furthermore,
engaging in conversation 1is a way of integrating one's
own personality and ideas with those of another person.
Joos pointed out that informal styles use ''casual devices
which are designed out of the mere fact that one person
is not another person'" (1961:40). A child must learn
how to differentiate between what she knows and shares
with another person and what she does not share with
someone else. She learns to refer to shared information
by means of casual devices such as words or phrases that
have special applications for her and those she is
conversing with. She must also learn how to ask for
information she lacks and how to interpret and respond to

another's request for missing information. She must also
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master the casual devices4 for expressing these requests
and responses. All of this must be learned through the
process of observing and participating in dialogue. My
data show that the process of using such devices involves
at least three steps: (1) monitoring one's own and
another's speech, (2) providing someone else with
appropriate information about what she is saying,5 and
(3) responding to what others say about one’s own speech.
This process will be discussed in detail throughout this
dissertation.

In learning to communicate through dialogue, a child
is also learning how to choose an appropriate style; that
is, how to balance explicitness against shared information.
A successful participant in a dialogue knows when to use
full explanations and specific references and when and to
what extent such references will be redundant with
respect to known facts, attitudes, and experiences. Joos
points out that casual and intimate styles are not merely
short cuts or detours but derive their forms from the full
explanations which exist in consultative style. 'Huh?",
for example, might be a quick way of saying, "I don't
understand. Please repeat what you just said." The use
of ellipsis, pronominal forms, codes or jargon, and other
abbreviations is typical of what has been called
"restricted" code in the literature (Bernstein 1964, 1970).

A lack of pronouns and the repetition of nouns would make



18
an utterance of typical of an '"elaborated' code. The
latter type of utterance would be acceptable if it weie
found in, say, the speech of a museum guide talking to a
tour group whose membership is varied with regard to
knowledge of the subject matter and whose numbers may
change constantly because some people move through a
museum faster than others. Such an utterance would be
completely inappropriate if the guide were going through
the museum with an expert or a close friend. Then that
explicitness, however necessary during the guided tour,
would be a signal to the expert that his expertise was in
question and to the friend that the closeness of the
friendship was in doubt. (I am ignoring here other
differences between speech to the friend and to the
expert.)

Neither Bernstein nor Joos applied his terms to
the early development of language. The question of how
the hypothetical museum guide learned when and to what
extent explicitness was either required or redundant has
been explored very little in the literature. In fact, the
literature tends to support the position that there 1is
a negative correlation between child-child interaction and
increases in language complexity and maturity (Bates 1975,
Nelson 1973). Lack of explicitness, which might be
considered an indication of ellipsis in adult speech, has

usually been seen as immaturity in a child. The child has
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been seen as an egocentric being who is unable or
unwilling to take another person's point of view. The
possibility that the child's lack of explicitness is

intentional usually has not been considered. By looking

carefully at child-child interaction as this dissertation
will do, we will be able to see the development of mastery
of the nonexplicit-explicit continuum which is part of
what Slobin (1975) called '"rhetorical expressiveness.'
Slobin defined this term as the ability to monitor and
adjust one's own speech on the basis of what others
think, feel, and know.

This dissertation questions the practice of previous
researchers (e.g., Bernstein 1970) who assume that when
a child answers with minimal information she cannot
express the full thought. I suggest that it might be the
case that the child is aware of a choice and chooses the
less full answer because the fuller one would be redundant
in the context. The examination of the context of child-
child interaction provides valuable clues which indicate
whether an utterance is short simply because the child
chooses to make it short or whether she simply has not
mastered the linguistic structures required to express the
idea fully.

Measuring linguistic complexity on the basis of mean
length of utterance (MLU), for example, has been used a

great deal and is, by definition, a measure only of
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whatever superficial forms the child chooses to use.
Brown (1973) recognized that elliptical sentences involve
deletion transformations and are therefore more complex
than sentences which have no ellipsis. Cross (1975)
objected tc MLU as a measure of the maturity of children's
speech because it '"penalizes the more mature child who may
have learnt discourse rules for deleting redundant material
in his utterances" (119). (Other problems in comparing
Suzy and Nani's speech with the speech of children
described in the literature will be discussed. See II.2.)
MLU is therefore in some ways inversely related to the
mastery of intimate speech styles in which redundant
material is deleted and to the mastery of discourse.
That is, the more intimate a style is the less explicit
it is, because in intimate style a speaker not only
replaces nouns with pronouns (and uses other anaphoric
devices) but she replaces whole references with "jargon"
(in Joos's terms, an abbreviation approrriate to the
intimate dyad or group). In the development of routines,6
in my data, a routine came to be ritualized’ when Suzy
and Nani developed their own terminology. If a
ritualized routine were analyzed for linguistic
complexity as measured by fully developed, explicit
sentences, it would score very low. For example, in the
Hiding Game (Chapter VII), "Let's hide'" was a code-phrase

for an invitation to start playing the game. To express
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this explicitly, one of the children would have had to
say, "I want to play the Hiding Game now. Let's get down
on the floor and pretend that a monster is chasing us."
Such explicit ¢ wression would score well on any scale of
linguistic complexiiy but would have ruined the game
because it would have violated the intimate nature of the
girls' relctionship and the shared experience of having
developed the game. Explicitness in this case would have
been the same as the museum guide giving her standard
lecture to the visiting expert or her close friend.

The use of a measure such as MLU also obscures the
richness of '"vertical" constructions, that is, successive
utterances by one child (R. Scollon 1974). Svenka Savic
and Jocic (1972; referred to in Bates 1975) analyzed
dialogues between twins and suggested that the impoverished
nature of individual twin utterances is deceptive. Their
claim, based on examination of successive utterances, is

8 with the effect that

that twins share '"'deep structures'
they demonstrate an underlying capacity for linguistic

forms that would be expressed in a series of phrases by
single children who do not share such underlying structures.
Bates concluded that the notion of "shared deep structures"
may not be typical of twins alone (5). As this dissertation
will show, children who know each other well can use

verbal forms to refer to underlying ideas which they share.

(In the case of the Hiding Game, Suzy and Nani continued



22
to refer to an underlying narrative that was never
explicitly stated.) Such children can understand each
other with a minimum of elaborate explanation. This lack
of explicitness in their speech to each other corresponds
to the most intimate style identified by Joos (1961).

The fact that inexplicit, intimate styles as well as more
explicit styles can be found in child-child interaction
indicates that the children are developing control over
at least one aspect of the range of styles that are
available to adult speakers.

While my data indicate that some children begin to
interact effectively in dialogue before the third birthday,
Slobin (1975) shares with other researchers the view that
children below four years cannot participate in effective
discourse due to a limited ability to ''decenter" in the
Piagetian sense. However, Slobin is aware that

Most studies of child language comprehension

put the child into a situation where there

are no contextual cues to the meanings of

utterances, but in real life there is no

reason for a pre-school child to rely heavily

on syntactic factors to determine the basic

propositional and referential meaning of

what he hears (29).

Slobin suggests that the emphasis on syntax in most child
language research may obscure the possibility that mastery
of grammatical complexities 1s '"attributable, to a large
extent, to a growing need to comprehend aspects of

messages and to communicate expressively--that is, to

direct [a] listener's attention skillfully in
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discourse, trying to maintain interest, attention, and
understanding" (31).

Slobin proposes a framework for exploring the
relationship between grammatical elements and social
interaction from a developmental point of view. This
framework is made up of four demands which he claims all
languages must fulfill (see below). He compares language
change in the areas of child language, historical
linguistics, language-s in contact, and the evolution of
pidgins and creoles. His focus is to '"clarify the psycho-
linguistic processes which make language possible by
studying the way language changes as the speech of a child
approaches the speech of his community, as the speech of
one community approaches that of another,'" as languages
change due to internal pressure and external pressure and
as pidgins develop and become creoles (1975:1).

Slobin points out that a theory of change cannot be
separated from a theory of structure because both are
bound by the same psycholinguistic and sociolinguistic
constraints. An investigation must therefore begin with
a characterization of the cognitive and communicative
determinants of the nature of human language. Slobin
suggests that as a result of these determinants a fully
developed language must fulfill four conditions:

(1) Be clear: strive for 'semantic transparency' (the

shortest path between surface and meaning).
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(2) Be humanly processible in ongoing time: provide

necessary cues to underlying structures to ensure

ongoing parsing of sentences.
(3) Be quick and easy: conflate whenever possible.
(4) Be expressive: (a) semantically expressive:

express propositional and referential content and

(b) rhetorically expressive: provide alternate ways

of expressing notions.

0f the four, 1 and 2 initially influence child
language and pidgins the most due to the fact that both
these transitional types of language are characterized
by relatively simple form (are transparent semantically)
and by restrictions of function in comparison with more
developed linguistic systems such as creoles and the
language of older children. Conditions 3 and 4 provide
impetus for change and movement toward full development
while conditions 1 and 2 constrain the directions of
change of a given language system with a small range of
possibilities. For example, a gain in compactness
(Condition 3) or expressiveness (Condition 4) is often
purchased at the expense of ease of processing (Condition 2)
or semantic transparency (Condition 1) of the message.

The two children in my study were at the stage
(2;9 and 3;0 to 3;5 and 3;8, respectively) where their
language fulfilled the first two of the four conditions

well enough for them to develop ways of handling the



second two. The beginning of this stage of language
development overlaps the earliest manifestations of dyadic
interaction. The routines which are the focus of this
dissertation exhibit tension between Slobin's four
requirements for a fully developed language. Routines
allowed Suzy and Nani at the same time both to take verbal
shortcuts (Condition 3) and to be more expressive
(Condition 4). As a routine was used more frequently,

the speech used toc implement it became less transparent
(Slobin's Condition 1 was less influential). When the
speech became more compact as well as more familiar, the
routine became a better vehicle for directing the
listener's attention, thus becoming more rhetorically
expressive.

In some routines (to be discussed below) the
children's interest focussed on the trade-off between
transparency (Condition 1) and expressiveness (Condition 4).
The process of the diminishing need to fulfill Conditions
1 and 2 (semantic transparency and processibility) and the
increasing need to meet Conditions 3 and 4 (compactness
and expressiveness) affected many of the routines to some
extent. This process can be looked at from the point of
view of Joos's five styles. Control over a variety of
styles allows a speaker to find alternate ways of

expressing ideas, thus fulfilling Slobin's Condition 4.
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One way of using language expressively is choosing the

right style at the right time.

m

Joos's concern with ellipsis and other shortened
forms in intimate and casual speech coincides with
Slobin's Condition 3, compactness. In order to choose
an appropriate style which is neither too compact nor
overexplicit, a speaker must take into account another's
state of mind. A speaker cannot make decisions about
whether her listener will understand a shortened form or
will need an expanded expression of an idea unless the
speaker has access to information about the listener's
knowlcdge of and attitude toward the topic under
discussion.

Learning to perceive someone else's inner state of
mind is part of learning how to communicate expressively.
Once a child has begun to interact as a speaker/hearer, she
becomes aware that others react not only to what she says
but to how she says it. This awareness of another's
reaction is part of what Pittenger et al. (1960) call
"immanent reference.' That is, "no matter what else

human beings may be communicating about, they are always

communicating about themselves, about one another, and

about the immediate context of the communication" (229,

emphasis theirs). In my data, I found that Suzy and Nani
made maximum use of their awareness of each other's

knowledge and attitudes when they developed and used
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routines such as the Hiding Game (see above p. 20, and
below Chapter VII). The successful use of these routines
depended on the intimate understanding by each girl of
what the other had in mind. Within the parameters of
their relationship, Suzy and Nani were able to monitor
their own and each other's speech, provide each other with
metalinguistic feedback, and adjust their speech in
response to this feedback. Examination of these data
from child-child interactions also reveals that a process
of ritualization9 occurred in which certain routines came
to be used only when Suzy and Nani accurately accounted
for each other's state of mind. When this occurred,
they were able to use abbreviated, jargon-like forms to

initiate and maintain a familiar routine.

1.3. Summary

The data to be discussed in the next few chapters
were especially rich in ritualized routines because of
the closeness of Suzy and Nani's relationship and the
situation in which these data were collected. These
factors contributed to the quality of the girls' verbal
interactions. In the process of ritualization of a
routine, short forms developed which represented for
Suzy and Nani longer explanations. 1In order to use
short forms meaningfully, each girl had to be aware of
how the other understood the routine and the

unexpressed explanations. Each girl also had to know
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what the other expected her to say and do. The development
of such expectations was no doubt enhanced by the closeness
of their relationship and the frequency with which they
were in a situation that encouraged verbal integration
(daily rides in the car). Suzy and Nani had optimal
conditions for developing complex verbal structures.

The object of this study is to describe these structures

and the processes by which Suzy and Nani developed then.



Notes

1.

Brown had access to pre-publication drafts of work
which appeared subsequently.

I am using system in a broad sense to include all
that a person knows about the structure and use of
her language. I will delineate below (pp. 75-76)
the specific areas within this definition of system

that will be examined here.

explicitness. Explicitness is, however, an important
measure of formality of style and I will continue

to use it as such in this discussion.

Sacks et al. (1974) called one set of these devices
"repalr mechanisms." Keenan and Schieffelin (1976)
discussed the use of some of these devices by
children to improve communication. I have found in
my data that "Huh?" is used frequently to request
repetition and/or clarification. 1In addition to
repair mechanisms such as '"Huh?", Suzy and Nani had
their own casual devices which took form of special
words and phrases which they used to refer to shared
information. This will be discussed in Chapter VII.
Grace calls this phenomenon 'metalinguistic feedback'
(1976:VII, 7). Devices such as "Huh?" allowed each
girl to give the other an outside view of her own

speech. The ability of the girls to provide each
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other with metalinguistic feedback and to adjust
their speech according to the feedback each received
from the other was an important part of their
interaction.

I will use Boggs' (1975) definition of 'routine':
"standardized forms of speech that have a particular
function but can be differently combined in a more
encompassing discourse'" (8). 'Standardization' in
this dissertation means accepted by Suzy and Nani

as a familiar unit in their conversation. The
manifestations of such acceptance will be discussed
with reference to specific routines. Usually
acceptance was shown by both girls manipulating

some aspect of their verbal exchange in similar ways.
'Ritual' and 'ritualized' will be further explained
below (p. 27).

I assume these 'deep structures' are not the same as
grammatical deep structures which underlie sentences in
generative grammar as in Chomsky (1957, 1965).

I share with Goffman the feeling that the term
"'ritual' is not particularly satisfactory because of
connotations of other worldliness and automaticity"
(1976:266-7). Goffman points out that 'ritual' is
nevertheless useful because it refers to concerns
which are '"patently dependent on cultural definition

and can be expected to vary quite markedly from



society to society." In the case of ritualization
to be discussed here, I am interested in the private
society which Suzy and Nani shared (to the exclusion
of others). I will show that automaticity is a
very important part of ritualized routines in their
private social interactions, that it is dependent

on the negotiated cultural values that existed
between the children, and that it is realized by
adjustments in the verbal manifestations of these
special routines. Furthermore, development of
private ritual was based on increased understanding

of what each girl knew the other expected of her.

(See also Chapter II, Footnote 19.)

31



w
~o

CHAPTER II
Collection and Analysis of Data

II.1. Data collection

The recording environment was composed of the
subjects, the adult data collectors, the setting, and
the equipment.

The subjects were two girls: Nani, my daughter,
was 2;9 at the beginning of the study, and her friend,
Suzy, was 3;0. The parents of both children shared the
chore of driving them to and from the pre-school which
the girls attended from eight to five, five days a week.
Each family drove once each day, mornings one week and
afternoons the next. A third child, Eero, a boy, was
present at five sessions in September and October.

The girls knew each other very well since they had
spent a great deal of their first two years together.
Suzy's mother had been hired to care for Nani in her home
every weekday from the time Nani was six weeks old and
Suzy was four months old. Thus, the children shared
much of the same environment until Suzy was two
(September 1972) and started pre-school. Although the
girls subsequently saw very little of each other until
Nani began to attend the same pre-school almost a year
later, this did not seem to affect their feelings of
closeness and, if it did, the shared experiences in

pre-school (they were always in the same group) and in



riding to and from school together, combined with their
desire to communicate, made their interaction intense and,
at times, urgent. They were often impatient when
communication failed or proved difficult, although they
usually found a way to repair misunderstandings.

Since neither child had siblings and they both
lived in apartments where there were few if any children
their age to play with, Nani and Suzy probably saw each
other more than either of them saw any other child. Their
family backgrounds and environments were similar. They
both came from homes where they were exposed to both
General American English (GAE) and Hawaiian English (HE),
varieties of American English which are spoken in Hawaii.1
In both homes the parents had some years of college
education and were middle class in terms of socioeconomic
background and life style.

Of the sixty-six recorded sessions, five included a
third child, Eero, who was four months older than Suzy.
He was better acquainted with Nani than with Suzy who
had known him only during the few months when he attended
the pre-school. The sessions recorded when he was present
provide comparison data.

The idea of collecting data while I was driving the
girls to pre-school occurred to me twoc or three weeks
after we had started the car pool. Listening to the

girls as I drove made me realize that the situaticn
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could be one which encouraged active child-child
interaction while limiting the variables in a natural
way. In a laboratory situation, every precaution is
taken to 1limit the number of variables that are free
to change. In the situation in which I collected data,
some of the variables that could change were already
limited and would have been even if I had not collected
data. Among these variables were: place (the car),
persons (Suzy, Nani, and the driver), reason for encounter
(going to and from pre-school), and duration of
activity (ten to fifteen minutes). Since these did not
change, I could look elsewhere for variables that might
have an effect on the data.

I stopped collecting data after the first nine weeks
(August-November) because I wanted to consider more
carefully the kind of data I was getting and to see whether
I could detect any change in the girls' behavior after
the recording equipment was removed.

During the five-month period before I began to
record again, I noticed that some of the routines?
I had noticed earlier were still being used and that
there was no difference in the girls' behavior that I
could observe once the tape recorder and microphone were
gone. My decision to record another series of daily
sessions was based on these informal observations and on

the discovery that in the recorded data, topics, and



routines tended to carry over from one day to the next
rather than being dropped after one day and picked up
again a week or so later. This indicated that daily
recording sessions would be more likely to pick up data on
the development of routines than weekly ones. The

second series of recordings was almost seven weeks long,
nearly the same length as the initial series. At the

end of that time, Suzy left the pre-school because her
family decided to move to New Jersey.

All sessions (except one) were recorded in the same
car during the ride between home and pre-school in
Honolulu. Supplementary information was obtained from
time to time from ‘observations (mostly of Nani) in other
settings. I recorded these observations in a notebook
and used them occasionally to clarify data collected on
tape. I refer to the information in this notebook as
field notes. Sessions occurred almost daily on weekdays

and were ten to fifteen minutes lon Table 1 gives the

[1¢]

dates and number of sessions.

The car in which all but one recording was made
had bucket seats in the front with a low divider or
console which was at the level of the seats and extended
from the gear shift stick to four inches behind the
front seats. This divider was quite low--too low to be an
arm rest--and below the level of the girls' faces as they

sat on the bench seat in the back.
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Table 1

Data Collection Schedule

Dates 28 Aug.-2 Nov. 1973 8 May-28 June 1974

Number

of weeks 9 7

Number b

of sessions 35 31

Ages at start 3;0(S) 3;8(S)
2;9(N) 3;5(N)
3;4(E)2

(a) Ages are computed by month of birth, not day of birth.
Abbreviations are S=Suzy, N=Nani, E=Eero.

(b) This includes one session recorded by Suzy's mother
(15 May) and five recorded by my husband (20-24 May).
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The same recording equipment was used throughout
this study. Recordings were made on a Sony TC-110
tape recorder which was powered by a Sony BF-9 battery
pack. The tape recorder was placed on the passenger seat
within easy reach of the driver while a Sony ECM-19B
microphone was inserted in a stand that was attached to
the center divider. The microphone stand held the
microphone at an angle pointing toward the back seat
where the children always sat. I tried to prevent them
from sitting on the edge of the seat because they were
both small and light and could be easily thrown by a
sharp turn if they did not sit against the back of the
seat.

I wanted the children's behavior to be as little
influenced as possible by the fact that I was recording
what they were saying. The situation itself--the drive
between home and the pre-school--would have existed
whether or not the tape recorder was present. My
informal observations of periods during which the tape
recorder was not present indicated that the recorder made
very little, if any, difference in the way the girls
behaved (except when the microphone caught their
attention and they sang directly into it). I also wanted
to know if they would behave differently when another
adult was driving. I checked this by asking Suzy's mother

and my husband to record when they were driving. This was
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done on six occasions. Of these, Suzy's mother recorded
one session in her car and my husband recorded five in the
car I usually drove. Although the drivers were in fact
available for interaction, very little adult speech is
present in the data. When the drivers spoke, they
usually used GAE with the occasional use of HE intonation
and lexical items. In instructing the other adults to
behave as naturally as possible, I explained that it was
not essential to encourage the children to talk or to
refrain from contributing themselves. The minimal
participation by the adults was acknowledged by the
children. On one occasion, for example, Nani, referring
to me, told Suzy, "She's driving. Cannot talk to her now."
(See Appendix B, Analysis of data from June 12, Utterance
52.) I found no difference in the data collected by
different adults. In fact, the tendency of some topics
to recur during consecutive or nearly consecutive sessions
continued in spite of changes in cars and drivers. (See
Examples 23 and 24, May 15 p.m. and May 20 p.m., VI.Z.1.)

During the single attempt to record in Suzy's
mother's car, the quality of the recording was very poor
due to the noise level of her car, a VW beetle, and to
the absence of an adequate surface on which to attach the
microphone stand. (There was no center divider between
the front bucket seats.)

The children were aware of the tape recorder and knew



that I carried it to and from the car, inserted the
microphone into the stand or removed it, and that I turned
the recorder off and on. What interested them most about
the equipment was the microphone, which prompted them to
sing. (They were familiar with singers on television
singing into a microphone.) They could not reach the

tape recorder, but they did try to remove the microphone.
Although I did not stop them from speaking or singing
directly into the microphone, I scolded them if they

tried to remove it.

Except for occasional attempts to remove the
microphone and to sing directly into it, the children
ignored the equipment. I never transcribed when Nani
was at home and made no other use of the equipment in her
presence. Informal observation of their behavior during
the five months when no recordings were made revealed
that the only effect of the presence of the equipment was
the availability or non-availability of the microphone
to be sung into. When the equipment reappeared in May,
the girls noticed it by testing to see if the rule about
not touching the microphone still operated. After they
found out that it did, they continued to behave exactly
as they had before the reappearance of the recording

equipment.

II.1.1. Transcription

The data were transcribed on the backs of used



computer paper. The reason for using this paper--apart
from the fact that it was readily available and cost
nothing--was that it was wider than most other paper that
I might have used. The width of paper permitted the use
of vertical columns. By transcribing one speaker's speech
in each column, I was able to show overlapping of the
speech of different speakers, simultaneous speech, and
discrete turns which did not overlap. I was also able to
reserve one column (the right-most) for a running
commentary on contextual, nonverbal information or points
of interest in my transcription that I thought I might
return to for comparison with other data. I used this
column to record such information as exceptionally long
periods of silence, verbal tone that was not indicated
directly in the transcription (e.g., '"petulant'), and
information that might'provide insight into what the
girls were talking about (e.g., a birthday party, the
weather, etc.). A facsimile of this columnar format is
given below. I also kept a notebook for more extensive
comments and explanations. Comments on the general tone
of the session--happy, argumentative--were useful in
interpreting the data. Some information that was specific
to a particular word or sentence was indicated in
parentheses within the column assigned to the speaker.

I tried to transcribe the tapes immediately after

recording. Regardless of whether this was possible I



Table 2. Facsimile of Transcription Format

Oct. 12 a.m.

Nani Eero Suzy Driver Comment
(spitting) (spitting)
(slowly)somebody,
wake up.
Hey,hey,hey,
no spitting.
Come on.
(faster)somebody,
wake up.
Boo, boo.
(?)Here(?)
wee-ee go.
Oh! Oh! Oh!
Wha? Somebody's
asleep.
Hm?
Somebody's asleep
(whisper)Sh-h-h.
Ah.
(whisper)Sh-h-h.
Be quiet. (?)
0.K. Here.
(giggle)
Now, Ima.
Yeah somebody
awake yeah. I'm
monster. 01d gamea

(a) This was an early observation on my part of what I later realized was a
well developed routine, the Hiding Game. (See Chapter VII.)

Iv
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took notes in the notebook of unusual events that the
girls had discussed. These notes were useful in determining
what the children were talking about when I transcribed
the data. For example, a discussion of candy or a toy
might have been difficult to understand if I had not noted
that there had been a birthday party at the school that
day and the girls were discussing the contents of the
"packages' (bags filled with prizes and candy) they had
received. (See IV.2.2, Example 8.)

My first transcriptions were phonetic. I discarded
this method in favor of conventional orthography when I
realized that the traffic noises were causing too much
background noise for accurate phonetic transcription and
when I began to see that the phonetic quality of most
utterances was not relevant to the progress and form of the
discourse which were my primary concerns. I continued
to make special notes and phonetic transcriptions of parts
of the tapes on which the phonetic shape of certain words
or phrases had direct effects on the discourse.

Intelligibility of recorded data was a problem. In
order to represent as much of the communication between
children as possible, I used the notation (?) to indicate
words or phrases that I could not transcribe but which
were treated as an utterance by the children. Although
I was unable to assign a phonetic shape or a semantic

value to these short sounds, they often helped to indicate



that the flow of conversation was uninterrupted. In some
cases, they seem to be requests for repetition or
clarification which kept the conversation going. (The
specific functions of (?) and "Huh?'" were similar and
will be discussed with reference to repair sequences.

See 1IV.4.2 and VII.3.2.)

In giving transcriptions here, I have converted
the columnar format into a horizontal one for the
purposes of discussion. Data presented in horizontal
format are easier to read and take up less space,
especially when only two speakers are involved and it is
clear what each speaker is responding to.

I used conventional orthography except where the
flavor of speech could be better expressed by slight
alterations. I used IPA for those cases where more
explicit information was necessary. Many of the elements
of the recorded data which I felt were the most remarkable
could not be expressed either in IPA or conventional
orthography. To capture such elements as voice quality,
rising pitch, and chanting and other forms of rhythm,

I explained in parentheses what the speaker was doing.
I had originally put these explanations in the running
commentary of the transcription (the right-most column)
or in the notebook. Words that were spoken in a very
unusual manner or were sung I placed within quotation

marks (here as well as in the original tramnscription)
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and the manner in which they were spocken or sung I
explained in parentheses. When stress is exceptionally
strong or used in an unusual way, the stressed segment is
underlined. If three degrees of stress were used (normal,
heavier, heaviest), the segment receiving the heaviest
stress is underlined twice. In my original transcription
I tried various conventions for showing excessive stress
(accent marks, capital letters), but I decided to use
underlining here because it seems to be the easiest to
read.

Punctuation marks are used to show pauses and
meaningful intonational contours. A period (.) indicates
a long pause or an intonation pattern that showed that
the speaker was ending an utterance. A comma (,) indicates
that the speaker separated one word from others either
by a pause or an intonational contour. If no punctuation
is shown at the end of an utterance, this indicates that
speaker stopped or was interrupted before completing a
thought or intonation pattern. Decisions in the placement
of punctuation are generally subjective because they
involve simultaneous interpretation of several aspects of
speech. It is often difficult to know which of these

aspects colored the interpretation in which way.

I1.1.2. Evaluation of data collecting method

The recording situation had certain advantages as

well as disadvantages. The greatest advantage was that



45
a number of variables that might have affected the data
were controlled; that is, they did not change at all.
Some of these were setting (the car), persons (Suzy, Nani,
Eero, the driver), and the activity (riding in the car).
The number of variables that remained uncontrolled was
therefore smaller. Reducing the number of variables--
dimensions that might change and affect the data according
to how they change--is desirable in many types of scientific
investigation. This is true because we simply do not have
the means for accounting for everything in natural multi-
dimensioned situations. In a laboratory setting, variables
are artificially eliminated or controlled in order to allow
researchers to concentrate on a small set of uncontrolled,
or independent, variables. The assumption which underlies
this procedure is that the uncontrolled variables are the
ones that affect the problem being studied even when no
variables are controlled artificially. Since I did not
artificially control any of the variables in the recording
situation in this study, I was able to concentrate on the
uncontrolled variables without any pre-judgment on my
part as to which variables might affect the data and which

might not. I accepted the conditions that existed

naturally and used them as my 'laboratory’'.

The most important variables were those that
affected what the children did and said. Although none

of these was controlled artificially, several were
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controlled by the natural situation. The girls were
'captive' in the car. Their area of movement was
limited to the back seat and floor of the car. They had
props or toys sometimes, but usually had none. Those
props that did appear were of the girls' own choosing and
often became topics of conversation. Whenever such prors
appeared, they were part of the normal flow of activity
in the girls' lives: Nani's favorite doll turned up
several times; Suzy brought a book to pre-school; the
girls had received favors at a birthday party at the
school. Without any artificial attempt to reduce the
complexity of the enviroﬁment, I had a situation in which
the girls' activity was limited in such a way that their
best resource for entertainment resuited in the data I
wanted: complex child-child interaction free from the
distractions of a stimulating, changeable environment.
Furthermore, the csame limitation of space that made talk
an important kind of entertainment also kept the girls
within the range of the recording environment.

The disadvantages of the data collection method
concerned the degree and type of detail I could record.
These were primarily technical and did not significantly
reduce the value of the data for the type of study I
was doing. Traffic and engine noises reduced the technical
quality of the tapes to the extent that phonetic

transcription was often not possible and occasional words



and phrases were unintelligible. Narrow phonetic
transcription was, however, not needed because the focus
of the analysis was on the girls' use of words, sentences,
and routines in discourse, rather than on phonology.

Since I was driving, I could not see most of what was
happening in the back seat and I could not take running
notes during the session. I was able to compensate for
my limited access to nonverbal cues and references by
noting after each session the events (such as a birthday
party or rainy weather) which might have influenced the
girls' conversation. There were also audible indications
of what was happening as when the girls moved around the
back seat or unwrapped candy and ate it. The girls were
aware that my ability to watch them and to interact with
them was limited by my reason for being there. Not only
was my role necessary at the time of the recording, but it
kept me occupied with driving and limited my direct
influence on their speech. They were left dependent on
their own resources for entertainment. This controlled
yet another variable: the direct influence of adult speec
on the speech of the children.

Daily recording sessions of ten to fifteen minutes
over a period of several weeks yielded a kind of data
that would be difficult if not impossible to obtain in
longer weekly sessions or in occasional sessions which

took place over a period of months or years. Data from
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a normal, daily situation allowed for the study of how
long certain topics, structures, and routines continued
to occur and whether those that occurred frequently over
a period of days, weeks, and months, changed or stayed the
same. An additional advantage to frequent recording came
from the situation itself. Because the girls saw each
other every day, their conversations contained themes and
references that were familiar only to themselves in the
context of their daily interactions. The variety of speech
styles they used included the least formal of the styles
described by Joos (1961). The data therefore included
casual and intimate speech styles and new as well as old

themes, topics, and procedures.

I11.1.3. Summary

Suzy and Nani's conversations were recorded daily
(except weekends) in my car on trips between home and
pre-school. There were two recording periods: the first
lasted nine weeks and the second, five months later, lasted
seven weeks. Because one of the children was my daughter,
my presence was natural even though I was also the
investigator for this study. On several occasions, data
were collected by another adult who also drove the
children normally. The situation would have existed
exactly as it did (except for the presence of the recording

equipment) even if this study had never taken place.
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Factors such as physical setting, the identity of
the participants and their relationship to each other,
and the intentions or needs of the participants which
motivated their presence were constant because of the
natural situation and not in spite of it. Therefore,
control of variables was not artificial, but came from
the recording environment itself. As I discussed with
reference to Blackburn above (p. 9), the actual
complexity of natural systems involves many dimensions,
only some of which can be considered in any one study.

In this study, the natural situation itself was made up
of reduced dimensions; it focussed naturally on what I
was interested in: how young children talk to each other
when they have nothing else to do.

The situation as well as the intimacy of the girls'
relationship contributed to the complexity of their verbal
encounters. There was very little to do in the car besides
talk. They could move from one side of the back seat
to the other or move to and from the floor and the seat.
Although they made as much use as possible of the physical
space available (see Chapter VII), the possibilities for
movement were severely limited. Physical restrictions
were therefore an important factor for at least two
reasons: (1) The girls could not wander away from the
recording equipment, and (2) they had to depend on their

own verbal skills to keep themselves entertained.



It is possible that the lack of physical freedom and the
unpleasantness of quarreling when the trip became tedious
stimulated the girls to create highly complex discourse.
The object of this study was to exploit the situation and
3

to analyze as accurately as possible the conversation

which they created.

II1.2. Suzy and Nani's language

I feel that a discussion of how Nani and Suzy
compare with other children is needed before I describe
how I approached the data which I had collected. This
comparison will be based on descriptions of other
children's language that have appeared in the literature.
The most extensive of these were accomplished by Brown
and his colleagues and I will refer to their work.

It is not sufficient to compare only chronological
age because chronological age has been shown to be only
a rough indicator of level of language development (Brown
1973). Brown and his colleagues have used a variety of
measures of complexity to determine rates of growth and
to compare the three children in their study--Adam, Eve,
and Sarah--with each other. These measures showed that
Eve spoke as maturely at age twenty-six months as Adam
did at thirty-four months and as Sarah did at forty
months. In order to estimate the maturity of Suzy and
Nani's speech at the time I was collecting data, I

attempted to apply some of Brown's techniques to the
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data I collected. In doing so, I hoped to provide a
measure by which Suzy and Nani could be compared with each
other and with other children.

My initial attempts at using Brown's techniques
failed. I did not believe that measures involving the
use of MLU's would be useful for the reasons I discussed
in Chapter I. I believe that the reason for my inability
to compare my data to Brown's findings in areas that did
not involve MLU's was that my data and Brown's differ in
at least two ways: (1) the children we studied were in
different communities and exposed to different dialects,
and (2) the recording situations were different. I
described above (II.1) the setting in which the data were
collected for this study and I will return to this point
below. I will expand here the points I mentioned with
regard to the community in which Suzy and Nani were
learning to speak (p. 33). Both girls were exposed to a
mixture of dialects which ranged from General American
English (GAE) through varieties of AE spoken with an
accent typical of Hawaii (Standard and Non-Standard
Hawaiian Dialect; Tsuzaki 1971:330) to Hawaiian Creole
English (HCE). HCE is a descendant of the English-based
pidgin formerly (and presently) spoken among immigrants.
HCE has characteristics significantly different from
GAE (Tsuzaki 1971, Perlman 1973, Carr 1972, Bickerton and

Odo 1976). The language being learned by Adam, Eve, and



52
Sarah in Brown's study appears to have been GAE. At
least Brown does not describe any difference between the
speech of the children's parents and what generally seems
to be accepted as GAE.

Defining HCE 1involves making divisions along the
continuum of Hawaiian English (HE) which has the English-
based pidgin of immigrants and other non-native speakers
at one end, moves through various stages of creolization
and de-creolization toward a standard form that varies only
slightly from GAE. HCE has been further defined (Odo
1972:235) as a useful abbreviation for a set of creole
features, but not as the language variety of any speaker
or speech community in Hawaii. The distribution of these
features along the HE continuum shows a heavier clustering
of creole features at one end and a total or nearly total
absence of these features at the other end. The proportion
of creole features to GAE features indicates the point on
the continuum of a given speech sample. I found in the
speech of Suzy and Nani many features which occur in HE
but not in GAE. This indicates that the girls were
exposed to and were learning these features. My knowledge
of the backgrounds of the two children supports this
indication and I believe it a major reason for difficulties
that arcse when I attempted to measure the language
development of Suzy and Nani against the language

development of Adam, Eve, and Sarah as reported by Brown.
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I have no reason to believe that Suzy and Nani were
exposed, to any extensive degree, to the pidgin or heavily
creole end of the spectrum. However, it is important to
note that every speaker of HE commands a range cf the
continuum and moves up and down the range to conform with
the demands of communicative situations (Perlman 1973:241).
Informal speech to close friends or relatives requires
movement along the range that an individual commands to a
variety of speech that contains as many creole features as
the speaker is able to use, while formal speech requires
the use of as few creole features and as many standard
features possible.4 Perlman calls this movement ''style
shift." R. Scollon (1975) says that style shifting is
not only a function of the formality or informality of
speech situations among peers but also of the relative
age of the participants. Adults have style(s) which they

5 HCE

use predictably for communicating with children.
features are available to speakers of HE to mark the
style(s) they use in talking to children. The information
I need in studying the language of children in Hawaii
includes the features that speakers of HE use in addressing
children. Unfortunately this information is not available
in any formal study that I know of. 1In the absence of

this research, I will report here on my own informal obser-

vations.

My observations of the environment in which Suzy and
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Nani were growing up suggest that when a speaker of
HE is required to address a child, he or she will choose
a style that employs a large: number of creole features
than he or she might choose in addressing an adult (even--
in some cases--a close friend). It seems, then, that
any speech style addressed to children is a very informal
one. It is possible that this tendency is in some way
connected to the impression that some people have that a
pidgin or creole language is simpler and easier to under-
stand than a standard language.6 Perhaps creole features
are chosen to make understanding easier for the child.
Whether this is of benefit to children or simply a social
custom unrelated to the development of language would be
a worthwhile question to investigate. It is not, however,
within the scope of the present report.

In any case, the tendency to use a speech style
that contains many creole features when speaking to
children seems to be less widespread as children become
older than four or five. This is no doubt connected
to the belief that parents have (and which has traditionally
been supported by the schools) that their children will
be more successful if they speak a dialect closer to GAE.7
Among themselves, however, some groups of children favor
a variety of speech which contains many creole features.
For pre-school children, the impetus to use creole features

comes not only from peers but also from older children and
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from adults.

The tendency to urge children not to use creole
features does not seem to inhibit many adults from using
these features. In fact, the use of such features has
continued as sign of group membership at least through
high school and throughout the lifetimes of many local-
born people who are now middle aged ''neo-pidgin'" and
says that it has "high peer-group value" (56).8 This
is the third of her 'types or stations.'" Carr fails to
suggest that even among peers, style shifts occur. In
a continuum situation like Hawaii, style shifting implies
the use of varying amounts of creole features. The amount
and type of creole features that occur from one social
or ethnic group to another are also variables which Carr
ignores completely.

A child growing up in an HE-speaking environment is,
according to all available descriptions of HE, exposed
to a range of style shifting in which the informal to formal
continuum is realized as a changing proportion of creole
to non-creole features. The child's exposure includes the
speech that she overhears as well as the speech that is
directed toward her. Furthermore, the adult-child and
child-child styles of HE tend to have as many or more
creole features as any other style that a given individual
normally uses. I do not know if some creole features

are more likely to occur in informal adult-adult interaction
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than in child-child interaction or the reverse. In any
case, I cannot imagine an environment in which a child
acquires a first language in the absence of style shifting
of all sorts.9 Nevertheless, this question is ignored in
the literature. The results which Brown obtained
seemed not to be influenced in any way by style shifting
in the environments in which Adam, Eve, and Sarah grew
up. As in the case of possible deviance from a single
dialect, Brown does not mention variations in style in
adult speech.

I realized at the time I was transcribing the
data for this study that HCE features were occurring
regularly, but I simply did not know what use to make
of this fact. It seemed natural at the time that Suzy
and Nani should use these features because I
heard adults and other children using them in conversation

10 I did not realize how different this

with the girls.
situation was from the situations in other descriptions of
children's language until I tried to compare my data with
Brown's. I could not find any discussion of language
acquisition in a continuum situation in the literature
except for a paper Forman, Peters, and Scollon (1975)
in which they propose that such a study be undertaken.
Although some recent work has been done on the total

effect of certain kinds of input data (Nelson 1973, 1975;

Newport 1976; Berko-Gleason 1975), I know of no work



which discusses whether, and at what point, language
acquisition is affected by adult style shifting. We

know, of course, that the child will eventually master

all the language to which she is exposed. She will learn
which forms are to be used in casual speech (and which
situations are considered casual) and which forms are
reserved for other situations. Previous studies seem to
assume that some kind of basic grammar is learned before

a child learns rules of usage that depend on social
relationships. Most researchers assume that this basic
grammar is a homogeneous entity which corresponds

to some general description of the native language.

For example, when Brown (1973) determined the acquisition
of grammatical forms such as question formation or the use
of fourteen grammatical morphemes on the basis of whether
they occur in an "obligatory context," he assumed that the
contexts in which each of these might occur in adult
speech are categorically obligatory. He supported this
assumption with a check on the speech of the children's

mothers which he treated as monostylistic and as belonging
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to the same dialect. Even if cne accepts Brown's reasoning

in this area, the same assumption cannot be made in the
case of language acquisition in the HE continuum. Analysi
of HE has shown that a speaker chooses to use a form on
the basis of the point on the continuum from which he

draws his speech in any given situation (0Odo 1972).

S



In a given speaker, the same feature in the same
grammatical context might be obligatorily used in one
speech situation, optionally used in a second situation,
and obligatorily omitted in a third situation. Perlman
illustrated this in his discussion of the expression of
indefiniteness which may be expressed in a form cognate
with the GAE article a or in the creole form wan ('one')
or the creole feature, . Perlman reported that in the
most formal of three situation, speakers tended to use a
more than wan or f. In the least formal situation, they
used p more often than wan or a. Use of wan and p was
more likely than a in a situation which was neither the
least nor the most formal (1973:107).

The following are examples of the three ways of

expressing indefiniteness:

(1) a She had a baby. (Watson-Gegeo and Boggs
1977:71).
(2) wan She was walking like she had one egg. (Ibid.

same speaker).
(3) 8 Stephanie the fat girl with million bucks.
(K. Watson 1972; Story 3:4).
(4) ¢ I had to eat liquid diet. (field notes).
Not all of the types of variation that Perlman
discusses can be definitely identified as related to

style shifting. In the case of variation in the
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expression of forms of the verb to be, Perlman (117)

recorded these sentences from the same speaker:

Full Contracted p
You know what What's 2,000 pounds? What his name?
is contract? You know what's a
popolo?1l
You know who's giving You know who
you bread and butter? Johnny Walker?

Although Perlman does not provide enough information
to determine whether style shifting accounted for this
variation, this example is typical of the kind of
variation a child growing up in Hawaii might be exposed
to. Whatever the cause of this type of variation in
adult speech, the child who is learning this language

must start somewhere.12

If the example from Perlman is
typical of one kind of speech to which Suzy and Nani

were exposed, and I think it is (Example 4 above of
expressions of indefiniteness was spoken in Nani's presence),

we should not be surprised to find the following in the

girls' speech:

Full Contracted ]

This is mine13 What's that?

too. (S9/4) (s9/4)

You think that What's this? School there.
that is your (N8/29) (59/14)

dolly? (N8/29)

What are you I gon have candy.

doing? (N10/2) (N9/14)
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The comparison between adult and child speech in
Hawaii differs significantly from the comparison Brown
made in his study (1973). After choosing fourteen
grammatical morphemes to look for in the child's developing
language, Brown set the point of acquisition of each mor-
pheme by counting the percentage of times a morpheme
was used '"correctly.'" Correctness was determined by the
grammatical contexts in which an adult would be obliged
to use the morpheme. Among the fourteen, Brown listed
copula twice (Number 7, contractible copula, and 13,
uncontractible copula). As the example from Perlman
shows,14 we have not yet determined which (if any)
grammatical contexts are obligatory for adult speakers
of HE for various forms of the verb to be, including
the copula. It is also the case that many of the other
fourteen morphemes are used variably by speakers of HE.

In addition to problems in defining obligatory
grammatical contexts in adult HE for Brown's fourteen
moephemes it is also difficult to define 'correct'
sentence structure in some cases. The structure of
questions is a case in point. Brown says that even
before a child learns to invert subjects and verbs to
make yes-no questions, she learns an intonation pattern
that approximates adult question intonation. In
comparing two features of GAE question structure

(intonation and subject-verb inversion) with HE, we find



61
that equivalent creole features are totally different.
The intonation pattern of GAE questions includes an
upward movement at the end of the question. One creole
feature is downward movement at the end of a question.

Carr supplies these examples (1972:53):

A

American (Central Midland) Are you/Bill Jones?

Hawaii's dialect (Type III) Ey, you Bill\Jones?

As with other non-GAE features of HE, there is variability

among adult speakers. Within the same sample, Carr

records (52):

What time the party goin' be?//a

What kind this party goin' be?\\\g

Variation in question intonation is not unusual,
according to what I have observed. Variation in the use
and non-use of subject-verb inversion and DO-insertion
also seems to be common. Examples of lack of subject-verb
inversion and DO-insertion appear in the data from
Perlman and in the data from Carr which I cited above.
These features in addition to intonation are prominent

creole features of HE. They are often among the first
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that a newly arrived GAE speaker notices. Like other
creole features, they are variable. Because they are
the inverse of GAE features as well as variable, it is
sometimes difficult to determine whether a given sentence
is a question or a statement. I found this to be the case
when I transcribed Suzy and Nani's speech. Since
grammatical indications--intonation and subject-verb
inversion--were variable, I had to depend on the response
of the second child in order to interpret what the first

d.15 On the basis of contextual clues as

child had sai
well as grammatical form, the following are typical of

Suzy and Nani's questions:



Intonation
Pattern

HE
HE
GAE

HE

GAE
GAE

HE
GAE
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Yes-no questions with subject-verb inversion
and Do-insertion

Can you ask your mommy? ~y (58/29)
Do you wan', eat grapes? ™y (88/29)
Are you going back to my home? A (N9/4)

Yes-no questions without subject-verb
inversion and Do-insertion

You wan' to, home at my house little
while? ~y (S8/29)
Your mommy eat the cracker? A (S8/29)

You think that that is your dolly? .7 (N8/29)

WH-questions16

Mommy, what's that? y (N9/4)

What's that? =7 (59/4)
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The variability of intonation patterns is especially

noticeable when rising and falling patterns occur

consecutively:
GAE Suzy coming to our house? A
HE Suzy going to my house?\y

Variability of question formation also occurred in

sequences like this:

(A) 1. N: Are you come to our house, Suzy?
2. Do you come to our house? —>
3. S: No.
4. N: Does Suzy come to our house, Mommy?
5. Is Suzy come to our house?~5$

6. D: Yes

And also this:17

(B) 1. Are you tired? —7
2. Are you tired?>~
3. Are you tired? —7 (N9/4)

In illustration (A), Sentences 2 and 4 are
approximately GAE sentences. I am not sure how to
characterize 1 and 5. The correct form of to be is not
only present, but it is also in the right place for GAE
question structure. The only GAE element that is not

found is the -ing on come. Bickerton and Odo (1976)
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in their 1list of features coded for the analysis of HE
speech samples, do not 1list Ving as a feature but as a
context for the occurrence of other features such as forms
of the verb to be. This seems to indicate that -ing
is more likeliy the auxiliary verb, but I cannot find any
direct treatment of -ing in the literature on HE. The
absence of -ing in Questions 1 and 5 in Example (A) may
be developmental or may be a creole feature.

In trying to compare my data with Brown's, I often
had to conclude, as I did above, that the absence of such
features as one of the fourteen morphemes and rising
intonation, subject-verb inversion and DO-insertion on
questions, could be the result of either the influence
of creole features in the speech Suzy and Nani heard or
developmental immaturity. Furthermore, I found it
difficult to use the presence or absence of the fourteen
morphemes as a measure of complexity because the speech
situation which I recorded was an intimate interaction.
This is exactly the kind of interaction which Brown said
would be less likely to contain grammatical morphemes:

"In a face-to-face conveirsation between well-acquainted
persons, the meanings signalled by grammatical morphemes
are largely guessable from linguistic and non-linguistic
context" (1973:399). Brown concluded that these morphemes
were therefore "dispensable in child speech and in

non-literate adult speech in a way that content words
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and word-order are not.'" HCE may be an example of what
Brown meant by ''non-literate adult speech." In any case,
he did not entertain the possibility that both children
and "non-literate'" adults leave out morphemes intentionally
rather than because they do not know how to use them.
Childrer., '"mon-literate" adults, and '"well-acquainted
persons' may use the presence or absence of certain
features as markers of style. Grammatical morphemes may
be among these features. If this is the case, and I
believe it is, the presence of features is revealing, but
their absence is inconclusive evidence.

A further difficulty with the use of Brown's fourteen
morphemes as a means of measuring linguistic complexity
is that some of these morphemes only occur when certain
subjects or certain aspects of topics are discussed.
If these topics simply do not come up in the conversation,
the investigator has no opportunity to observe whether
the child knows how to use relevant grammatical morphemes.
If, for example, the child never discusses events that
occurred in the past or activities that involve a third
person, at least four of the fourteen morphemes--past

tense, (#3 and #9) third per

7]

on (#10 and #11)--cannot be
expected to occur. Suzy and Nani seldom discussed past
events or third persons during sessions of data

collection for this study, although they often discussed

the future and used many imperative sentences. Neither
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of these latter accomplishments can be scored in terms
of Brown's fourteen grammatical morphemes.

I found that measures of sentence complexity
such as those in Brown and Hanlon (1970) were more
useful than the techniques in Brown (1973) in comparing
Suzy and Nani's speech to Adam, Eve, and Sarah's. Adam,
Eve, and Sarah were in or beyond Stage V when they
mastered the complex structures that Brown and Hanlon
looked for. Since Suzy and Nani had also mastered these
structures, they were presumably also in or beyond
Stage V. Brown (1973) believed that measures of MLU and
the acquisition of the fourteen grammatical morphemes
are less salient toward the end of Stage V. This may
be a major reason why it was easier for me to compare
Brown and Hanlon's data with my own.

The purpose of the following discussion is to show
that in the first nine sessions (at ages 3;0 to 3;1 and
2;9 to 2;10, respectively), Suzy and Nani were employing
some of the same structures that Adam, Eve, and Sarah
were using at Stage V and described by Brown and Hanlon.
Brown and Hanlon's work cannot be separated from other
studies of Adam, Eve, and Sarah. The five developmental
stages which Brown and his colleagues set up for the
three children were based on Mean Length of Utterance
(MLU). The rates of acquisition of the fourteen

grammatical morphemes were used as corroborating evidence.



Because of difficulties I had in comparing my data and
theirs as outlined above, I did not attempt to set up
analogous stages for Suzy and Nani. In any case, as the
following will show, Suzy and Nani seem to have been well
into Stage V when I collected my data for this study.
Brown and Hanlon looked for seven sentence types
in the first 700 utterances at each of the five stages
and used larger samples--up to 2,100 utterances--in the
case of rarer sentence types. Since I had not established
stages for Suzy and Nani, I simply started with the
earliest data and looked through the transcription of each
session until I found no new structures or until Brown
and Hanlon's criterion (six instances for each type) was
reached. I stopped after uine sessions (about two hours
of recorded data) which had taken place over a period of
forty-four days. In these first nine sessions, Suzy and
Nani had each used four of the seven sentence types at
least six times. The three types on which Suzy and Nani
had not yet reached criterion were apparently late in
developing in Sarah (Stage V at forty months) and in Adam
(Stage VI, sometime after thirty-four months). Suzy was
thirty-seven months old by the ninth session, and Nani
was thirty-four months. The following table summarizes

the data.
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Table 3

Nani and Suzy Compared with Adam, Eve, and Sarah

Stages at which criterion was reached for seven
sentence types

N& Q Tr TrN TrQ NQ TTNQ
Adam IIT \ V IV VI
Sarah II IV I11 11 Vv \
Eve 111 \' \

Criterion reached in the first nine sessions
Nani X X X (4) (3)
Suzy X X X X (1)
(a) N=Negative; e.g., We didn't have a ball.

Q=Question; e.g., Did we have a ball?

Tr=Truncated; e.g., We did.
TrN=Truncated negative; e.g., We didn't.
TrQ=Truncated question; e.g., Did we?

NQ=Negative question; e.g., Didn't we have a ball?

TrNQ=Truncated negative question; e.g., Didn't we ?
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As the above table shows, Suzy and Nani controlled

types of sentences which Adam, Eve, and Sarah had

acquired by Stage V except for TrN in which Nani was short
of criterion by two instances and TrQ and TrNQ which only
Sarah had acquired by the end of Stage V. I therefore
concluded that Suzy and Nani were approximately at

Stage V--at least as far as the limited set of structures

investigated by Brown and Hanlon are concerned.

I1.3. Analysis of the data

Suzy and Nani seem to have spoken as maturely at
the beginning of this study as Adam, Eve, and Sarah did
at Stage V. Many of the problems which I had in comparing
my data to Brown's were a consequence of my choice of how
and where to collect data. The situation which I used was
controlled in some ways: the children were physically
restrained (they could not leave the recording area) and
were always in the same setting for the same amount of
time. In other ways, the situation was completely
natural and unrestrained: what the girls did during the
recording time was entirely up to them. Suzy and Nani's
freedom within natural (not experimentally created)
boundaries meant that the results of their interaction
as recorded on tape are natural phenomena. Although it
is not possible to describe natural phenomena fully
(Blackburn 1971), it is possible to limit one's

description to those portions of the data which are



most readily available without disterting the
multi-dimensionality of the data. Accounting for the
multi-dimensional quality of verbal interaction can be
'messy', but the complexity of natural systems cannot
be ignored if we intend to understand how they work. This
dissertation describes those portions of Suzy and Nani's
conversation which capture some of the dimensions of the
quality and character of their verbal encounters without
denying either the 'messiness' of the language data or
the non-randomness of the children's verbal behavior.
When the object of study is children's speech the
researcher has the additional challenge of examining a
system which is very different from her own. The
differences between the linguist's system and that of
the child are not only due to the stability of the adult
system as opposed to the child system, but also due
to diachronic changes which occur continuously.
Diachronic changes mean that even within the same speech
community people of different ages will be exposed to
different environments at the time they are acquiring
language for the first time. Nevertheless, the researcher
must reach a preliminary level of interpretation before
she can select aspects of the data to examine closely.
A first step toward reaching this preliminary level is
an understanding of the difference between an adult

system and that of a child. The child's system is
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changing rapidly; some areas will approximate the adult
system more closely than others at any given time. A
child is absorbing, with varying degrees of efficiency, a
constantly changing flow of linguistic information. The
rate of change and the variations in the amount and type
of new material taken in are enough to create a high
degree of uncertainty with regard to interpretation of
surface output in children's speech.

Using data from child-child interaction reduced the
uncertainty about how to interpret what each child was
saying. Although I could not assume that the systems of
the two children were identical, at least I was able to
compare my own adult reaction with a child's reaction to
the same bit of child language. I also believe that the
children encouraged each other to explore more fully
aspects of their abilities to manipulate language. Suzy
and Nani's systems were probably more alike than either
system was to an adult system. Factors of social and
physical equality (as children they were of lesser status
and smaller size than adults) may also have made their
verbal interaction a positive, exploring activity.
Observing the reactions of the girls to each other's
speech provided the necessary understanding of what the
girls meant by what they said and it also focussed my
attention on those areas of communication which required

the greatest cooperation between the children.
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Using the intensity of Suzy and Nani's interactions
as a guide, I was able to identify sections of their
conversation that they seemed to treat as units. By
'unit' I mean a section of their conversation which the
children reacted to differently than they did to the
general flow of talk. Their reactions to a unit of
conversation included anger, tears, giggles, and intensity
or duration of interest (when they talked about something
for a long time). Some of these units coincided with
chains of adjacency pairs such as questions and answers,19
others were larger sections of talk; all were constrained
by what each child expected the other to say. These
constraints identified such units as routines; that is,
as standardized forms of speech which could occur in a
variety of conversational contexts. Some of these routines
developed additional constraints when they recurred
frequently. As I mentioned above, I call these routines
'ritualized routines'. (See above, p. 27.) ‘'Ritualized'
here refers to those routines which came to be used as
rituals within Suzy and Nani's society of two. Among
the chains of adjacency pairs that the girls treated as
separate from the ongoing conversation, some seemed more
like routines than others. When chains which were very
similar occurred several times, standardized elements in

20

these chains could be identified. At this point, I

felt justified in calling these similar chains 'short
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routines'. I will define this term further in the following
chapter (III). I will not attempt to identify the point
at which similar chains became a routine or the exact
moment when a routine became ritualized. The differences
between chains of adjacency pairs, routines and ritualized
routines are differences of degree rather than kind.
Furthermore, I am most interested in the transitional
stages which reveal some of the changes which Suzy and Nani
made that resulted in chains of adjacency pairs becoming
routines and routines becoming ritualized.

My study of the transitional stages between the
units I found in the data began with the discovery of the
most complex ritualized routine, the Hiding Game. Although
I will not discuss this routine in detail until Chapter VII,
it was my examination of this popular routine that drew
my attention to Suzy and Nani's skill in the use of rules
of grammar and rules of conversation to identify,
construct, and develop routines. I then noticed that
they interacted in similar ways in other routines. As I
began to put my findings into written form I found that it
was easier to discuss the Hiding Game after I had
described the kinds of skill and cooperation that occurred
to a lesser degree in less complex routines. Chapters
ITI-VI will describe these routines and the ways in which
Suzy and Nani developed and expanded them.

The changes which Suzy and Nani made were related
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to the kinds of constraints that influence the form of
all conversation. Goffman (1976) identifies three types
of constraint: grammatical,; system, and ritual.
Grammatical constraints are apparent throughout the flow
of conversation. "Each participating utterance21 is
constrained by rules of sentence grammar" (258).
Although ellipsis can occur in conversation, grammatical
constraints limit the degree of abbreviation that can

22 . . .
occur. System and ritual constraints make conversation

possible; they keep conversational chanel open.23
Goffman's division of rules of usage into system constraints
and ritual constraints will be useful here if I change

the definitions slightly.

Although Goffman's use of the word 'system' 1is
confusing because 'system' also can refer to a person's
entire linguistic knowledge, his delineation of three
types of constraints is insightful. I will adapt them
to the discussion here. In a footnote (Chapter I,

Footnote 2), 'system' was defined as including everything
one knows about one's language. At various points
throughout the discussion which preceded and followed
that footnote, I referred to '"rules of grammar' and
""rules of usage'" to "rules of grammar'" and "rules of
interaction'" and to the relationship between ''grammatical

elements" and "social interaction.'" Some of these terms

came from sources such as Slobin (1975). I believe all



of these terms overlap almost completely, if not
exactly, Goffman's intentions when he discussed his three
types of constraint. He and the other researchers I have
referred to assume that there are two types of sets of
rules or patterns in a linguistic system: rules of
grammatical construction and rules of social usage.
Rules of grammar concern the surface patterns of the
system and are phonological, morphological, and syntactic
realizations of underlying meanings. Goffman called these
'rules of sentence grammar' or 'grammatical constraints'
(1976:258). The second set of rules, rules of social
interaction or rules of usage, is subdivided by Goffman
into: 'system constraints' and 'ritual constraints’.
Since his use of 'system' is not the same as mine, I will
call these constraints 'conventional constraints'. By
these, I mean constraints on the structure and use of
dialogic discourse which most adult speakers of American
English would accept. By 'ritual constraints', I mean
those which are specific to the society made up of Suzy
and Nani. I considered calling the latter 'private',
but this word does not seem to connote the regularity
with which the girls responded to the rules which they
imposed on themselves and each other.

A number of Suzy and Nani's routines can be
traced through a variety of forms and through a series

of developmental stages. In my study, I found that
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developmental progress in the subsequent occurrences of
a routine was a major source of information about the
relationship between grammatical construction, social
expectations (conversational constraints), and inter-
personal expectations (ritual constraints). Several
routines underwent this process which I call ritualization.
In my view, a routine became ritualized when it acquired
a sense of historical perspective for the children
because they had shared it and the history of this
sharing was acknowledged by both of them. This acknowledg-
ment was often manifested in acquiescence to or discussion
of each other's suggestions about when a routine should
occur or what changes should be made in its form. Often
the structure of a routine became abbreviated in consecutive
occurrences because the girls simply lost the need to
explain to each other something--in this case a familiar
routine--that they both knew increasingly well. Such
familiarity was in itself a statement about Suzy and
Nani's close friendship. An unexpected change in a
ritualized routine was often treated as a threat to their
friendship. If one girl tried to change a ritualized
routine, the other might become offended by the introduction
of the unfamiliar element. It then became the obligation
of the first girl to either drop the proposed change or
show how it was related to the familiar parts of the

routine.



The structural changes which occurred as a routine
became ritualized provide information about the relation-
ship between rules of grammar and rules of usage (both
conversational and ritual constraints). Suzy and Nani's
need to explain their expectations to each other decreased
as a routine became more familiar during successive
occurrences. This meant that when one of them wanted to
begin a familiar routine, she could use an abbreviated
form of whatever had begun the routine when it'had been
introduced originally. This movement toward shorter forms
is one aspect of what Joos (1961) described as movement
from consultative style to casual and even intimate style.
While Joos did not attempt to draw rigid lines between
styles, he made it clear that the less explanation needed
between parties, the less formal and the more intimate
the style is. Suzy and Nani never discussed the basic
structure of ritualized routines although they did discuss
the structure of new, developing routines. These
discussions provide data for a description of the process
by which they accomplished many of the adjustments in
their routines: metalinguistic monitoring, feedback,
and self-correction. In ritualized games, what Joos
called 'jargon' developed in some cases. In these routine
certain words and phrases that the girls used came to
have special meanings. Suzy and Nani used these

specialized phrases as signals of a jointly-agreed-upon
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requirement to behave in specific ways without conventional

instructions or explanations. Innovation, however,
required explanation. Some of the innovation then, in
turn, became part of the ritual and did not need to be
discussed thereafter.

Throughout the development of any routine, changes
were limited by the girls' knowledge of grammatical rules.
Nothing was ever shortened to the extent that it lost all
connection with grammatical rules or with conversational
constraints. Changes or new routines that could be
connected in some way to older routines were begun more
quickly and accepted more easily by both girls. In this
way, all three types of constraints--grammatical,
conversational (or social), and ritual (or dyadic)--were

influential in determining the shape of Suzy and Nani's

79

1

conversation as they rode back and forth between pre-school

and home.

In the following chapters, I will discuss some of
the sections of the girls' ongoing conversation which
they were especially interested in and which they
constructed and manipulated as a cooperative activity.

I will focus on the process by which they achieved this

level of cooperation. This process included metalinguistic

monitoring, feedback, and self-correction, and was always
constrained by grammatical, conversational, and ritual

rules. Most of what follows will treat small sections



of the data that were collected during the sixty-six
ten-to-fifteen minute sessions; transcriptions of two
complete sessions, along with explanatory notes, are

given in Appendix B.
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Notes

1. This is an important aspect of the data, and I will
discuss it in some detail below (see I1I.2).

2. 'Routines' were defined above (p. 30) as "standardized
forms of speech that have a particular function and
can be differently combined in a more encompassing
discourse" (Boggs 1975:8).

3. According to Goffman (1976:264), 'conversation' in
sociolinguistic practice is used in a loose way
as the equivalent of talk or spoken encounter.

I will adopt this usage.

4. Superficial examination of some creole features
discloses that they seem to make speech less explicit
than varieties of HE that do not contain themn.
Speakers who use those creole features may therefore
need more shared information in the circumstances
where those features are appropriately used in order
to communicate adequately. This would support
Joos's theory about informal styles (see above,
pp- 12-13). I would not, however, speculate as to
whether informal HE speech which includes creole
features employs more ellipsis than informal GAE.

5. At least as early as age four, children become aware
of the need to change styles when speaking to younger
children (Shatz and Gelman 1973).

6. Forman, Peters, and Scollon (1975).



7. This prejudice against creole features is not
restricted to local-born parents. Chou-Allender
reports that the immigrant parents of a child she
studied were very concerned that he was learning
""bad English" from his Hawaii-born playmates
(1976:36).

8. I use quotation marks such as these to refer to
what someone has said (either in the recorded data
or in cited references). I will use single
quotation marks to indicate a word or phrase that
I borrowed, invented, or use in a special way.
Occasionally I will use single quotation marks in
citing a phrase coined by someone else when I
intend to borrow that phrase in discussion which
follows the citation. I will also use single
quotation marks to indicate a gloss.

I use underlining to indicate stress and also
to identify certain lexical items which may fit into
some theoretical framework or are the focus of
discussion at some point.

9. For the purpose of the point being discussed here,
I am treating as a whole changes that occur along
the formal-informal continuum and changes that occur
when adults speak to children of different ages and
to other adults.

10. I am not myself a native speaker of HCE, having
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come to Hawaii as an adult a year before Nani was
born.

Small dark berry; epithet for Blacks, or, more
generally, dark-skinned people.

Perlman (243) wonders how newly arrived adults learn
to use the features of the local dialect, "How

do they learn it? And where do they belong in the
continuum?'" And where, I would add, do children
belong at various stages of their development?

The information in parentheses indicates the

speaker (S=Suzy; N=Nani) and the date of the
recording.

I do not believe that the samples from Perlman and
from my data are exactly parallel in structure, but

I think they illustrate the nature of the problem.
Goffman (1976:257) pointed out that question-answer
format is somewhat independent of what is being
talked about. Because an answer refers backward to
what has just been said, analysis of interactive

data allows judgments that could not be made if only
isolated sentences are considered. This is especially
true when the features which are variable are the ones
which make major distinctions such as which sentences
are intended to provide information and which are
requests for information.

The examples I give here of HE and GAE intonation for
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WH-questions are greatly oversimplified. It is
difficult to explain what happens in WH-questions for
several reasons. One likely source of difficulty
is the perception of the interaction between pitch,
stress, and volume and the question of which of these
elements (or which combination of them carries the
morphological burden of marking some utterances as
questions and others as non-questions.

Although the intonation pattern for GAE WH-
questions is usually considered to go down at the
end (=~ ), I have shown the arrow going up to
symbolizé the contrast between HE and GAE which I
hear in my data. This is intended to show a first
approximation since I have not yet determined which
element or combination of elements (pitch, stress,
etc.) results in the impression that a contrast
exists. Furthermore, as Susan Fischer suggests
(personal communication), the difference in intonation
may also have to do with old and new information.
In a series of questions all of which are '"What's
that?", the first one will have more of a rising
intonation, while all the others will have more
contrastive stress on ''that."
This may indicate a searching for an effective
intonation pattern. The degree to which such searching

is inspired by models or is nearly random cannot
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be known from the present data.
The similarity between pidgins and creoles and
children's speech has received some attention in the
literature although the process of language acquisition
in a pidgin-creole-standard continuum has not.
Givén (1976) says, "Both child language and Pidgins/
Creoles share one condition in common: They

develop under heavy communicative stress'" (156;

emphasis his). In pidgin situations, children

"speak with much greater fluency than adults.
Children, exposed to adult variability, tend to make
new (shorter, more concise) forms obligatory and
regular'" (Slobin 1975:23-4). Givén believes that
school systems are responsible for extinguishing

such '"natural tendencies" with the result that

these tendencies "survive longest in the language of
the less educated or illiterate" (Givén, ibid.).

In a continuum situation where children need not wait
to achieve school age to be exposed to less 'natural'
(bur more standard) forms, how can we characterize
the language the children are acquiring? When creole
features exist side by side with standard features

in the speech community, do children preserve relics
of their developmental past and add standard (non-
creole) features or do they acquire creole features

at about the same time as standard features and
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learn to mix them appropriately at various points
along the continuum?

An adjacency pair was defined by Schegloff and Sacks
(1973:275-6) as a unit within conversation that is
made up of two utterances (one spoken by each of two
participants) that follow each other as parts of

the pair and are related because the participants
expect them to follow each other. Goffman (1976)
called questions and answers 'one example, perhaps
the canonical one" of 'first pair part' followed by a
'second pair part''(257). (See also Chapter I,
Footnote 9.)

Boggs (1975) uses the element of contradiction of one
speaker by another to identify what he calls the
"contradicting routine" in the verbal exchanges of
part-Hawaiian children (8). Many of Suzy and Nani's
routines had a similar element of contradiction.
Although I believe I use the notion of 'routine'

as Boggs does, I am interested in what routines can
reveal about the development of language while

Boggs is interested in the role of routines in
establishing "key cultural values" (1).

The term 'utterance' in the context of discourse
dates back at least to Harris. He defined it as "a
stretch of talk, by one person, before and after which

there is silence on the part of the person"
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(1951:14). 'Utterance', defined in this way suits
my purposes here. Even though Goffman prefers 'turn
'at talk' to 'utterance' as a minimal unit in
analysis of conversation, he falls back on 'utterance'
when he defines other units of conversation.
Schegloff and Sacks also use 'utterance' in defining
such terms as 'adjacency pairs' (see Footnote 19).
I will use 'utterance' as Harris defiaed it.
Slobin (1975) expresses this relationship as the
tension between compactness, processibility, clarity,
and expressiveness.
Goffman believes that system constraints are
pancultural, but he does not say whether he means that
all cultures have them or that all cultures share the
same ones. Reisman (1974) identifies system
constraints in an Antiguan village that are very

different from any that I am familiar with.
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CHAPTER III
Short Routines

II1.1. Introduction

In this chapter, I will begin the discussion of
sections of conversation during which Suzy and Nani
exhibited the greatest cooperation and in which they
appeared to be the most interested. For the purposes of
this discussion, I sorted these sections into four general
types: routine-like chains of adjacency pairs,
correction activities, routines, and ritualized routines
(see pp. 73-75). These four sets are by no means
discretely bounded but will be useful in explaining some
of the dimensions of sections of the girls' conversations.

A routine is defined as a "standardized speech form"
(see above, p. 30) that might occur in different conversa-
tional contexts. Chains of adjacency pairs occurred
throughout conversation within and outside of routines.

I found that in Suzy and Nani's conversation some chains
of adjacency pairs were somewhat like routines because
they contained elements in common (similar to contradiction

in Boggs' contradicting routine) (see Chapter II, Footnote

20). These chains did not m 1ik
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routines because the structure of the chains did not seem
transferable to other conversational contexts. That 1is,
the elements that were transferable seemed more superficial

than those of a full routine. Although these routine-like
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adjacency pairs were not full routines, neither were they
merely ongoing conversation. I decided to call them
'short routines' rather than invent a new term.

Short routines, then, were chains of adjacency pairs
which Suzy and Nani treated as separate from ongoing
conversation. The elements in these short routines which
were similar from one instance to the next were supra-
segmental elements such as stress, volume, and intonation.
While such elements were important parts of full routines,
only in short routines were suprasegmental elements the
major unifying factor. That is, the beginning and
ending of full routines were indicated by less superficial
factors such as manipulating word meaning while the
beginning and ending of short routines were indicated
primarily by alternating volume, intonation, voice quality,
and other suprasegmental factors. When suprasegmental
factors were transferred to full routines, they remained
superficial elements in relation to the girls' major
interests such as playing with antonyms (Antonym Games,
Chapter V) or inventing a story (the Hiding Game, Chapter

VII).

III.2. Repetition and Imitation

The examples of short routines which follow illustrate
how the girls were able to manipulate grammatical structure
in response to the interactive situation. The referential

meaning of what was being said was often not an issue in
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these exchanges. Suzy and Nani were expressing feelings
and ideas that were not always connected directly to the
referential meaning of what they were saying. In some
chains of adjacency pairs the girls were not interested in
referential meaning at all. They were primarily interested
in manipulating grammatical elements in response to
conversational and/or dyadic needs. In 'grammatical',

I include suprasegmental, segmental, morphological,
syntactic and semantic structures and patterns. The
grammatical elements which the girls manipulated in
response to interactive conditions in these short routines
were primarily suprasegmental patterns (stress, volume,
intonation). In the longer, more complex routines and

in correction activities which included both long and
short routines, phonetic and syntactic patterns were also
important. These will be discussed in subsequent
chapters.

Many of the short routines were characterized by a
great deal of repeated linguistic material. This material
can be divided into two types: ‘'repetition', the
consecutive use of the same form by one speaker, and
'imitation', the same phenomenon created by two
speakers. (These definitions are from R. Scollon 1976.)
In the short routines which included either imitation or
repetition, Suzy and Nani did not seem to be interested

in the referential meanings of the repeated material



past the initial three or four utterances. The
grammatical structures that they manipulated did, however,
seem to be the focus of their attention. (See especially
Example 4, "here/there," discussed below.)

The girls' lack of interest in the meaningfulness
of their conversation at these times should not suggest
that they failed to communicate. On the contrary, they
communicated very efficiently because they cooperated well
in devising short routines that depended on mutual accept-
ance of social and dyadic constraints. Some of these
short routines seemed to demand less cooperation than
others. That is, the need to respond to each other's
personal expectations seemed less strong. The best
examples of this type of short routine were those that
contained a great deal of repetition and imitation.

Repetition and imitation differ in terms of the
complexity of the interaction in which they occur.
Repetition--the consecutive use of the same form by one
person--does not necessarily involve a second speaker.
Imitation, on the other hand, requires two speakers.1
Repetition is less complex than imitation because if one
speaker repeats linguistic material without intending to
elicit a response, the interaction is minimally complex.
Repetition can be more complex if the speaker repeats
herself with the intention of eliciting a response because

the second speaker is needed to complete the interaction.
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Imitation is more complex than repetition because the
participants directly affect the form of each other's
speech. In imitation, the superficial form of the
repeated material is determined by what each participant
makes available for the other to imitate and by what each
chooses to imitate in the other's speech.

Although repetition and imitation have long been
considered characteristic of children's speech, these
phenomena have received limited attention in the
literature. As both Keenan (1974b) and R. Scollon (1974)
have noted, imitation and repetition are valuable in the
study of children's speech. Many studies, however, have
ignored repetition since the researchers have argued
that the repetition seems to be meaningless or direct
imitation of an adult speaker. If it is the latter, it
may not be part of the child's spontaneous repertoire.
Further, as Bates (1975) suggested, repetition and
imitation have been assumed to reflect Piaget's term
'egoceptrism'. Bates pointed out that egocentrism has
been misunderstood to mean that children are being non-
social when they engage in 'echolalia'. Bates interpreted
"the cognitive definition of egocentrism as failure to
take the perspective of the listener" (5).

There are arguments for studying repetition even when
it does not appear to be social. Weir (1962) described

how a child may repeat for his own reasons in the absence
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of other people. I am interested here in language in the
interaction between children. Halliday (1977) has pointed
out that children use language for reasons other than the
transfer of information before they use it representa-
tionally. In Halliday's theory, the informative function
of language emerges after the functions that involve
telling others what one wants or expressing interpersonal
relationships. When early repetition is used to fulfill
the functions which are other than informative, it is
clearly social although egocentrism may still be involved.

One aspect of early development in Piaget's theory
is that the child, through a process of decentering,
gradually becomes aware of the difference between herself
and another. The child gains both a more objective view
of reality (including other people's points of view) and
a more subjective view of herself. In the course of its
development, the child's language reflects the process
of decentering. (Flavell, class notes, July-August 1977).
Although Piaget did not say exactly what the signs of this
are, I believe that repetition may be one of these signs.
The type of repetition I found in my study of Suzy and
Nani's interactions required decentering on the part of
both girls. Each was aware that the other was cooperating
in the repetition of words and phrases. Furthermore,

each knew that the other was using the repeated language
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as the focus of the interaction and not as a means of
transmitting information.

In the following examples, Suzy and Nani were being
intensely social--they did not ignore referential meaning
because they were unable to understand each other's
point of view. Indeed, the opposite seemed to be the
case. They understood each other so well that they
could suspend the need to exchange concrete ideas (to
talk about a topic). They could manipulate the
grammatical elements of their conversation in a way
that did not diminish their dependence on or acceptance
of system constraints (e.g., taking turns). It seems to
me that this indicates that repetition was not simply
simultaneous monologue during which the girls had some
vague notion of companionship, but that it was an
activity which used language as the object to be played
with in the sense that a ball or a doll is a plaything.

In the following examination of short routines, we
will see illustrations of how repetition can require
perception of another person's point of view. Such
perception not only indicates that social rather than
egocentric communication is achieved, but it also
indicates that the communication fulfills Slobin's (1975)
requirement for expressiveness.

The more clearly Suzy and Nani were able to

understand each other's point of view, the more
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expressive their communication became. Of the various
types of routine that occurred in Suzy and Nani's conversa-
tion, the short routines required the least understanding
by one girl of the other's 'inner state of mind'. The
girls' long routines which will be discussed in the
following chapters were based on even greater ability to
understand each other's perspective. This seems to indicate
that at least these children (and probably many others)
are not as slow in meeting the challenge of expressivity
as Slobin believed. Perhaps they have achieved more than
Slobin would give them credit for in areas which he said
must precede the ability to be expressive--clarity and
processibility. In order to reach the stage at which
language could become an expressive took, each girl
needed to accomplish at least two goals: (1) control the
possibilities of her own linguistic system, and (2)
account for her partner's perspective. Complexity can be
seen to increase with the growth of these two factors.

The factors of linguistic control and interactive
sensitivity were involved in imitation and in some kinds
of repetition. Linguistic control can be expressed in
the answer to the question, '"What forms are being repeated
or imitated?" Interactive complexity can be described
in two questions: '"What does each speaker choose to
repeat or imitate from the material available for

repetition or imitation?' and "What effect does her choice
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have on her partner?"

While imitation necessarily involves two speakers,
repetition is more difficult to classify as interactive or
non-interactive (monologue). When one speaker repeats a
statement in response to questioning by another, the
interactive purpose is clear: the first speaker is
repeating in order to get her meaning across. This kind
of activity has been called a 'repair sequence' (Sacks
et al. 1974). Goffman (1976:269) pointed out that
conversational and ritual constraints are unlike
grammatical ones in that they '"open up the possibility of
corrective action as part of'" their operations as
constraints. Grammatical structures can be the object
of corrective action. In such a case, metalinguistic
correction can occur. Suzy and Nani spent quite a lot
of time correcting each other's behavior--both verbal and
nonverbal. Their correction activities are among the
most complex of the short routines because corrective
action requires not only the knowledge of grammatical,
conversational, and ritual constraints, but also the
ability to refer to these constraints, and the ability
to change one's speech in response to criticism. Some
correction activity occurred in repetitive and
imitative short routines. This is a major difference
between short routines, in which listener reaction shaped

only the suprasegmental elements of the speaker output
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(and sometimes not even that) and correction activities,
in which each speaker tried to change significant parts
of the other's speech. This was also indicative of the
competitive aspect of Suzy and Nani's relationship. I
will discuss correction activities fully in the chapter
which follows this one.

Although one person does not need another to
engage 1in repetitive speech, the presence of another
person and the desire to get her to respond can trigger
the repetition of sentences. In this case, the speaker
might continue to repeat until the listener responded.
When Suzy and Nani did this most of the preceding sentence
or phrase was repeated, but sentences often changed shape
to some extent with each repetition. The form of
successive changes was not directly influenced by the
listener although the number of repetitions might depend
on how long it took for the listener to respond. The
following two examples illustrate that listener response
was sometimes the only way to stop the speaker from
continuing to repeat. The repetition was not exact.
When the speaker repeated some parts of her previous
sentence and changed others, she may have designed these
changes to get the listener's attention. The choice of
which parts to alter and which to repeat in successive
utterances was entirely the speaker's. She received no

input from the listener--except lack of response--that



could influence the shape of each sentence.

Example 1

Sept. 4 p.m.a

(The children had just been told that
Suzy would come home with Nani and the driver and that
her parents would pick her up later. Nani asked for
confirmation of this announcement several times. The
following was the longest of Nani's requests.)
1. N: Are you come to our house, Suzy? (pause 1.1
seconds)
Do you come to b our house?
2. S: No.
3. N: (after pause 2.1 seconds)
Does Suzy come to our house, Mommy?

Is Suzy come to our house?

4. D: Yes.

(a) A.m. or p.m. is indicated after the date of a
recording to show if a trip was a morning trip to the
pre-school or a return (afternoon)} trip home.

(b) Brackets 1like this indicate that one speaker started
speaking befdre the previous speaker finished.

98
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Example 2

June 7 p.m. (The children received balloons at the pre-

school.)

1. N: I got some balloons in here. That you,
that you could blow up and it won't pop.C

This kindd cannot® pop.

Mommy these kind kindf cannot pop.-
(slower, louder)
Mommy , this kind cannot pop.

2. D: I hope not.

(¢c)

(d)

(e)

(£)

Nani had a recent memory of a very large balloon
that had "popped'" when she hugged it.

When I intend to discuss patterns that are repeated
in a series of utterances, I will align the data in
columns. Such alignment is intended to guide the
reader toward the relationships relevant to the
discussion.

""Cannot" is used by adult speakers of HCE in place
of "can't." Although it is not considered a GAE
feature, neither is it as close to the creole end
of the continuum as '"no can' (Perlman 1973:184).

The use of "kind" in Hawaii is very complex. A
probable gloss is 'this type of thing'.
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In the above example, Nani changed the shape of her
sentences only slightly as she sought an appropriate
response. I attempted to measure the length of pauses
in both excerpts with a stop watch. Only two of the
inter-sentence pauses were measurable by this means.
The speed with which Nani went from one sentence to the
next seemed to indicate how eager she was to get a
response. In the series of four questions that Nani
asked in Example 1, the first two (addressed to Suzy)
are separated by a pause of 1.1 seconds. Suzy did not
answer the first question in that period of time so Nani
began to repeat the question. Before she finished, Suzy
answered. Suzy's answer was, however, contrary to what
the driver had said previously when she told them that
Suzy would come home with Nani. Nani, therefore, after
pausing for 2.1 seconds, addressed her question to the
driver. In her second utterance,2 she made the correct
adjustment for person, changing '"you'" to "Suzy" and ''do"
to "does." This time she did not pause or hesitate until
she received the response she sought. This discrepancy
between what the driver said and what Suzy said apparently
bothered Nani enough to cause her to ask the driver to
repeat what she had said earlier. This was a simple
corrective action. Nani made appropriate grammatical
adjustments and repeated her question until the adult,

who was the authority on the topic, resolved the
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discrepancy. The adjacency pairs form a pattern of
questions and answers. The question of what motivated
Nani to make syntactic adjustments as she repeated her
question is intriguing. In Utterance 1, she moved from a
less adult-1ike question to a more adult-like question.
When she addressed the driver, however, the second
question was less mature than the first. I can see
nothing in the data that suggests why she chose to make
the changes she made. In short routines, factors which
motivated grammatical alterations were not apparent.

As we will see in the next chapter, such factors were
clear when Suzy and Nani engaged in correction activities.

Nani had a different worry in Example 2. This time,
she was anxious about the possibility of the balloon
popping after it had been blown up and she sought
reassurance from her mother. She did not pause between
sentences but kept repeating slightly different forms of
her question. By the time she reached the third
repetition, her voice had an impatient edge as she spoke
louder, enunciated the words more carefully, and addressed
the driver directly as ''Mommy."

By providing the requested reassurance in both
excerpts, the listener, in this case the driver, ended the
repetition and thus controlled the number but not the shape
of the repeated sentences. The speaker's choice of changes

in the repeated pattern was not determined by advance
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knowledge of what would make the listener respond. The
speaker, Nani, knew that she would eventually get a
response if she continued to request the assurance she
wanted. Nani did not need to understand the listener's
point of view beyond the fact that repetition is
monotonous and the listener is likely to want to stop it.

In the above examples of repetition, the speaker
(Nani) made two allowances for the listener's viewpoint.
First, she addressed the listener directly either by
adjusting the pronouns appropriately as in Example 1
or by calling the listener's name as in Example 2. In
addition, the speaker knew that the listener was likely
to want to stop the monotonous repetition.

In the short routines which involve imitation,
there is comparatively greater cooperation between speaker
and listener. Indeed, the line between listener and
speaker becomes less clear when imitation is taking place
because both partners must attend to the linguistic
structures that are being imitated. The speaker limits what
the 1istener (the imitator) will say while the listener
chooses which parts of the available speech to imitate and
which parts to ignore. Imitation is, however, less
complex than interactions which involve non-imitated,
novel linguistic structures. I will discuss the latter in
subsequent sections.

In these data, imitation often occurred as a series
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of utterances in which each girl imitated some of the
other's immediately preceding utterance. This produced
an echo effect. However, a series of utterances which
consisted of imitated material was usually more than just
reciprocal echoing because Suzy and Nani cooperatively
added features which gave such a series a kind of external
structure. This external structure was made up of contrast-
ing grammatical elements--usually some kind of supra-
segmental contrast. When Suzy and Nani combined imitation
and suprasegmental contrast, they succeeded in constructing
a short routine which they treated as separate from their
ongoing conversation. When, for example, a contrast in
voice quality was initiated, such a routine could be
considered to have begun. The routine was over when the
girls used their normal voices again. When the end of
the routine was indicated by a réturn to normal supra-
segmental patterns, the other features of the routine--
such as imitation--were usually no longer present.
Occasionally, the repeated material and the suprasegmental
contrast in a given routine did not end at the same time.
An example of this will be discussed below (Example 6).

Types of suprasegmental contrast that occurred with
series of imitated utterances included contrasting
intonational contours (questions/answers), contrasting
voice quality (normal/gruff), contrastive stress (degrees

of emphasis), and volume (loud/soft). The last of these,
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volume,3 was used frequently when the girls were shouting
goodbye to the people at the pre-school as they sat in
the departing, homeward-bound car. Although there was
little substantial difference in what each was saying,
the girls were, in fact, engaged in a shouting match
until the pre-school was our of view. While competition
on the basis of volume was not a sophisticated game, it
did mark the boundaries of a routine which existed because
the participants recognized when it started, how it
continued, and when it ended. They acknowledged that the
end of the routine had been reached by introducing a new
topic. This was true even when such a routine consisted
of nothing more than imitated or repeated phrases.
Although the goodbye routine usually was composed only
of shouting ''goodbye,'" variations such as the following
did sometimes occur. Notice that the echo effect is
maintained by the similarity of the shapes of each
successive sentence and by the same pitch and stress

patterns resulting in a kind of calling "tune."
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Example 3
Oct. 30. (Both girls have been shouting '"B'bye'" out of
the window. All utterances are shouted. Syllables at the

end of utterances are long and high-pitched.)

1. N: Bye, Tsukamoto-o0.2
2. S: Do you have fun, Miz Tsukamoto-o?
3 N: We have fun Miz Tsukamoto-o.
4, S: We have fun Miz Tsukamoto-o.
5. N: We have fun

6. S when I go ho-ome.
7. N: when I go ho-ome.
8. S with my mom-me-e.
9. N: with my mom-me-e.
10. S: with a roachi-ie.
11. N: with a roachi-ie.

(a) Mrs. Tsukamoto was the direcior of the pre-school.
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In this shouting match, the first four utterances
ended with the same four syllables. Utterances 6-11 are
a chain of adjacency pairs while the first three words
in 3-5 are repeated without change. Because the semantic
content of all eleven utterances is not very complex, the
relationship between pairs of sentences seems to be an
echo created by the imitation of parts of preceding
sentences. The ideas could have been expressed in fewer
sentences if the ideas were all that the children were
interested in. The exchange could be analyzed in terms of

phrases as follows:



10.
11.

Z O»n =2 Wwn

Z »n =2 »n =2 Wu

Do

Subject

you
we
we

we

have
have
have

have

Verb-Object

fun
fun
fun

fun

Vocative

Miz T.
Miz T.

Miz T.

Temporal § Comitative

Locative

when I go home

when I go home
with my mommy
with my mommy
with a roachie

with a roachie

LOT
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As this analysis shows, Suzy and Nani took turns
changing the last phrase of what seems to be an underlying
sentence. The form of the sentence might be expressed

as follows:

"We have fun, Miz Tsukamoto"
when I go home"
with my mommy"

with a roachie"

Other phrases such as "with my friend" might also have
been possible. In any case, the routine was enjoyed as
a follow-the-leader game for as long as it lasted (until
the school was out of sight and/or the girls ran out of
breath or ideas).

The ''goodbye" example seems more like a full routine
than other short routines because several aspects of it
could be considered "standardized." That is, they could
occur in other conversational contexts. The standardiza-
tion in this case, however, is at least partly related to
the girls' awareness of how leave-taking events are
supposed to be acted out. The shouting and sing-song
'""tune' that the girls used is in a way a parody or
caricature of leave-taking as a generalized or standardized
speech event. The girls seemed to be conscious of the

system constraints of leave-taking and they cooperated
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in distorting them to suit the constraints of their own
dyad. They tacitly agreed to 1limit their changes to those
that would make sense after '"We have fun, Miz Tsukamoto...."
The girls clearly understood both the underlying pattern
that they shared and the expressive use of shouting and
the calling "tune.'" Within these constraints, they
developed a chain of adjacency pairs that set this piece
of conversation apart from the conversation which preceded
and followed it. The intention of saying goodbye to Mrs.
Tsukamoto was forgotten after they began to construct
this chain. Once the pre-school was out of sight, only
their interest in the chain of adjacency pairs kept the
routine going.

In other short routines, as well as in the ''goodbye"
routine, Suzy and Nani were interested in manipulating
suprasegmental elements. In some cases, they manipulated
several suprasegmental elements in the same routine.
Occasionally this was accompanied by the manipulation of
other grammatical elements. An example of this occurred

on September 4.
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Example 4
Sept. 12 a.m. (The following occurred after Suzy had
joined Nani and the driver in the car and they started

driving to the pre-school.)

1. N: Eh, where's your mommy? (pause) Where's your
mommy ?

2. S: Right there?

3. N: Over there.

4 S: Over there?

5. N: Over here.

6. S: Over there.

7. N No, over the-ere.

8. S: Over there.

N: No, over here.

10. S: (gruffly) ©No, over here.

11. N: Over there?

i2. S No, over there. ("there" is less stress than

elsewhere)
13. N: Over here?
14, S: Yeah.

15. N: Oh-h-h.
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Suprasegmental elements in this example included
intonational contrast (questions/answers: Utterances 1-5
and 12-14), contrastive stress (Utterances 1-15),
and contrasting voice quality (normal/gruff: Utterances 9
and 10). The girls also manipulated semantic and lexical
elements even though most of the utterances were made
up of nearly the same words. Semantic differences between
utterances involved very few features. For example,
the difference between Utterances 7 and 8 was the word
"No" and the meaning of '"there" which referred to a
different place in each of these utterances.4 In any
case, referential meaning was of diminishing importance
because Suzy's mommy had been left behind and was no
longer in view. The girls were less interested in where
Suzy's mother actually was than in playing with
"over here/there."

Like previous examples of short routines, Example 4
required cooperative intention to have fun with talk, not
necessarily to use talk to communicate information. The
beginning and end of the routine was marked by contrasts
in lexical and semantic choices. Lexical choice involves
the choice between words of the same or nearly the same
meaning. Semantic choice is the choice between meanings
when more than one meaning is possible. 1In the case of
Example 4, '"there" can refer to a variety of locations

(semantic choice) while '""here'" and "'there' can refer to
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the same place (lexical choice). Although children seen
not to understand formal verbal play like riddles until
age five (S. Fischer, personal communication), Suzy and
Nani enjoyed the kind of word play that depends on
knowing that words have more than one possible meaning
and that more than one word can be used to express an
idea.

In Example 4, the girls focussed on the relationship
between ""here" and '"there" as soon as Nani said "over
there" (Utterance 3). Although they seemed to be
contradicting each other, the audio-recording alone
cannot provide the information needed to determine whether
they were talking about the same location or different
locations. In any case, they were interested in what
Halliday called "verbal pointing" (1976:57). Their
manipulation of the demonstrative adverbs "here'" and
"there'" ended when Suzy stopped disagreeing and said
"Yeah'" (14). Nani acknowledged the end of the routine
by saying '"Oh-h-h" (15).

At the same time as Suzy and Nani contrasted '"here"
with ""there," they also manipulated suprasegmental
elements. One of these elements was intonational contour:
question intonation (2, 4, 11, 13) contrasted with
statement intonation (3, 5, 12). This gave the routine a

5

contradicting quality”~ and also served to mark the

beginning and the end of the routine. Other types of
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suprasegmental contrast kept the focus of the game on
"here" and '"there.'" In the routine, these key words
were not only stressed within each utterance (except in
12 where '"'there'" received normal stress), but also
received another kind of special treatment in 7 where
"there" was lengthened. The normal stress which '"there'
received in 12 contrasted with the heavily stressed
realizations of this word in other utterances. Suzy
added further contrast, this time in voice quality, when
she made her voice gruff (10) as she repeated Nani's
words.

The '"here/there" example illustrated that the girls
could manipulate a variety of elements (stress, intonation,
voice quality) at the same time. [t also showed how
contrasting suprasegmental elements could affect the
delivery of material. Shouting matches and other
imitation routines which involved contrast between degrees
of loudness often reflected Suzy and Nani's strong feelings
about certain important issues. One area about which
they (and probably most other American children) were
sensitive was name-calling. On one occasion, Nani was
able to infuriate Suzy not only by calling her names but
also by continuing to speak softly while Suzy, in her

anger, started to shout.
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Example 5

May 13

1. N: Hey donkey, donkey.

2. S: I'm not donkey, donkey.

3 N: Yes, you are.

4 S: No, I'm not.

5. N: Yes.

6. S: Lani® I'm not donkey, donkey.

7. N: (softly) You mushi, mgshi.b

8. S: (loud) Lani.

9. N: You mushi, mushi.

10. S: (loud) Lani.

11. N: (giggle) You mushi, mushi.

12. S: I'm not mushi, mushi. (tearful) I not goin'
play with you.

13. N: I'm not (noises, giggles)

(pause before new topic)

(2) Suzy used '"Nani" and '"Lani" interchangeably.
"Leilani," the full form of Nani's name, also occurred.
I could find no pattern in these variations.

(b) [muri] is a Japanese word which, according to Hawaii-
born informants, means 'worm', and is used to refer

to children who cannot sit still.



For Suzy, this exchange was not fun. Even though
this name-calling episode was not enjoyable to both
partners, they used the same expressive techniques that
they used in routines that were fun for both of then.
The contrast between loud and soft volume and between
normal and heavy stress allowed the girls to show how
they felt about the words they were speaking.

Suzy and Nani also used suprasegmental elements

when they disagreed about other topics. One such

disagreement occurred on the same day as the name-calling

episode. In this case Suzy shouted again because she
was angry that Nani disagreed with her. This time,
however, Nani began to agree with Suzy rather than to
continue the argument as she had when she kept calling
Suzy names. In spite of Nani being more agreeable this
time, Suzy continued to shout. Although the subject of
the dispute was important to both of them, the supra-
segmental element of volume continued independently of
the fact that agreement might be considered to have been
reached. As in other short routines, suprasegmental
elements--in this case, Suzy's shouting--was the factor

the girls attended to most closely.

115
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Example 6

May 13 p.m. (at a traffic light)

1. N: Say cross. It's red, red, red, red.

2. S: No. Green says go.

3. N: I sawed red.

4 S: (chants) Gfégh s§§s §B gﬁd rég sE}s ;EBp.
5. N: (softly) I sawed red said stop, Suzy.

6. S: (tearful, loud) No, our grandma know, our

grandma knows my grandma knows because

it (fades)

Utterances 1 and 2 constituted a semantic disagreement
which was resolved when Nani changed her claim (5). Suzy
was so involved in the initial disagreement that she
was unable to pay attention to the semantic agreement that
was reached in 4 and 5. Evidently she figured it out
at the end of 6 because her voice faded after she tried
to justify her claim on the basis of authority (grandma).
The girls then started to giggle.

Although Suzy and Nani appeared to be seriously
interested in whether red means ‘'stop' or 'go', they
did not seem to be interested in the contradiction between
the meaning symbolized by a red light and the meaning
symbolized by a green light. They both wanted to
determine a fact about the real world. They used the

same techniques that they used in playful short routines
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to dispute the issue of whether red means 'go' or 'stop'.
The use of contrastive stress occurred in playful exchanges
like the "here/there" routine (Example 4). The use of
a tune, in this case a chant that seemed to be a
mnemonic device, occurred for a different reason in the
"goodbye' routine (Example 3). The fact under discussion--
color symbols used in traffic lights--was undisputed by
the end of Utterance 5. The dispute, however, did not
end there if suprasegmental features are taken into account.
In Utterance 6, Suzy was still involved in the dispute
as her use of stress (on '"'grandma'), volume (loud), and
voice quality (tearful) indicated. In this way, Suzy
expressed her emotions even after Nani agreed with her.

The upset caused by the dispute ended only at the point
at which Suzy's voice faded. She apparently had not
understood immediately what Nani had said in Utterance 5.
Suzy's loudness in contrast with Nani's soft speech
indicated that Suzy was still involved in the dispute.
This contrast between Suzy's loudness and Nani's softness
began as early as Utterance 3 when Nani failed to stress
"red" in response to Suzy's stress on ''green'" and ''go"

in 2. Suzy's continued loudness scecms to indicate a lag
which suggests that mental processes involved in speech
do not operate simultaneously at all times. Suzy's
involvement in defending her point of view may have slowed

her comprehension of the meaning of Nani's Utterance 5,
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while her understanding of the use of suprasegmental
features in a dispute dictated the delivery of Utterance 6.
Suzy's emotional involvement probably contributed to her
problems in construction as witnessed by her self-
corrections.

Both the name-calling and the red light/green light
examples illustrate that the girls contrasted supra-
segmental elements in serious or semi-serious disputes

6 In both of

as well as in routines that were only play.
these examples, Suzy tried to make Nani retract or alter
what she had said. In the first case, she wanted Nani to
stop calling her "donkey'" and '"mushi.'" In the second
case, she corrected Nani's erroneous statement that one
should cross when a traffic light is red. Although the
girls were interested in the real-world significance of
red and green in traffic lights, they were caught up in
the kind of manipulation of suprasegmental elements that
characterized short routines. The girls did not explore
the possibilities of contrasting meanings in this case
(stop vs. go) although they explored such contrasts in
other routines. This kind of exploration occurred in the

"here/there" routine (Example 4) and in a number of other

routines. (See Chapter V, "Antonym Games.')

I1I1.3. Summary

The referential meaning of the words and phrases
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used in these short routines was of varying importance
to Suzy and Nani. Manipulation of suprasegmental elements
was, on the other hand, always important. As Table 4
shows, the use of stress included emphasis on the point
of information desired (Examples 1, 2, 6), the source of
the dispute (5, name-calling), and focus of interest
(4, "here/there"). Loudness expressed anger while lower
volume was used to annoy (5, 6). Question and answer
intonation (4) seemed to amuse the girls while they
pondered the meaning of "here" in relation to 'there."
Suzy and Nani used special tunes in their leave-taking
routine (3), and Suzy seemed to use a chant as a mnemonic
to remember that "Green says go and red says stop."

In all of these examples, Suzy and Nani were able
to manipulate the suprasegmental dimension of their
linguistic systems to express ideas that were not
included--and possibly could not be included--in the
referential or content meaning of what they were saying.
At times, they were simply not interested in referential
meaning. At other times, referential meaning was
extremely important (Was Suzy really a donkey? Does red
really mean cross?). At all times they manipulated
suprasegmental elements in response to social needs
(saying goodbye) and dyadic needs (insulting another and
defending oneself). As Labov has pointed out (1971:72),

"grammar is busy with emphasis, focus, down-shifting



Table 4

SSE: Suprasegmental Elements Used in Short Routines

Examples 1 2 3 4 5 6
N asks if N says ""good- '"here- name - red light/
S is coming balloon bye" there" calling green light
to our house won't pop
Stress Key word: Key word: Key words: Key words: Key words:
our (point) op (source ""here," "donkey," "cross,"
of inform- of anxiety) "there" "mushi' "green," '"go"
ation) (focus of (source of (point of in-
interest) dispute) formation)
Volume Loud (N): Shout- Loud (S): Soft(N):to
to get ing anger annoy S
driver's match Soft(N): Loud (S):to
attention to outshout N
annoy S
Tune Leave- Mnemonic
taking
Voice Gruff/ Tearful
Quality normal
Intona- Questions
tion and
answers

0¢1
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and up-grading; it is a way of organizing information and
taking alternative points of view.'" Suzy and Nani used
grammar for exactly this purpose when they stressed key
words, organized their conversation into a chain of
question-and-answer adjacency pairs, and used volume to

annoy each other or to express anger.
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Notes

1. Imitation as I am using it is limited to the
repetition of immediately preceding speech and
excludes role play (pretending to be someone else)
or reported speech.

2. 'Utterance' was defined in Chapter I (pp. 86-7) as a
stretch of speech by one speaker followed by silence
by that person. Note that in Example 1, Nani's
second question was interrupted by Suzy, but Nani
continued to speak until she finished her second
question. Although no one spoke between the time
Nani finished her second question and began her third
question, the silent pause was so long (2.1 seconds)
that I considered it an utterance boundary. When
Nani paused earlier (1.1 seconds), she seemed to be
waiting for a response. This might also be considered
an utterance boundary. The shorter pause seemed
less significant not only because it was half the
length of the longer pause but also because Nani
merely rephrased her question superficially. I
therefore did not give the second question a separate
utterance number. This example illustrates one of
the reasons I prefer 'utterance' to 'turn'. Although
Nani did not relinquish her turn until she received
the response she sought, she did begin a new approach

in Utterance 3 when she began to address the driver
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after a relatively long period of silence.
Brennis and Lein (1976:8) pointed out that, in their
study of first, third, and fourth graders' acting out
of role assignments, volume escalation was the "single
most popular stylistic strategy with younger
children." Apparently, children's appreciation of
volume starts much before age six.
This assumes that each odd-numbered utterance after
1 and up to 13 (3, 5, 7, 9, 11) contradicted the
even-numbered utterances even though "No" occurred
explicitly only four times.
This one of Suzy and Nani's routines that se