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y ABSTRACT

It was miended to examine the social class difference ih mother’s speech in Korea.
Main concern was to characterize the speech pattegns of Korean mothers of different social
groups and to determine the differential effects of cac»h speech pattern on the child's language
| development. | | |

20 mother-child pairs were drawn from high and low social-class groups in Seoul,
Korea. The children’s age ranged fr‘om 2310 34 months. 30 minutes of communicative -
intergction between mother and child were recorded under bookreading and toyplaving |
situations. Mother's speech samples were transcribed andsscrutinized in terms of Lh‘e fa,cilil:nivc
features of mother's speech: informational properties)p erpcrsohal fqnctions: and |
conversational turntaking. , .

11. was noted that Korean HC (High Class) mothers showed higher proportions in the
faci]ilaiive features of mother's speech than 1L.C (Low Class) mothers. The HC mothers tended
to produce more semamica'll_\' related speech; they were more likelv to explicate and elaborate
the child ‘s prior utterances in interpersonal level. Also. they were mofe likelv 1o incorporate the
child's prior turn i;l maintaining a conversational chain, On the whole, like Western HC
mothers, Korean HC mothers produced ‘more responsive talk than the LC mothers. 1t was
assumned that Korean HC mothers provided a ;ar betier lﬂinguistic environment for the child's
language development and the facilitative environment basically bore the mother’s responsive -

. .
" attitude. But unlike Western LC mothers, Korear. LC mothers were found not inactive‘_ i,
interacting with their children. Different social and cultural background between the two

L

groups of LC mothers were claimed responsible for the difference. Implications involvedl the

-

interrelation between mother's speech and the social, cultural background, and the interactive

nature of child 's'language development.- ’
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INTRODUCTION

A Overview of the Problem”
The munn purpose of the prosens stds wie Lo enmime the St Foomami State
(SES) difterences m mother's speech o Korea . Muny past discussions of the effects o NUSRE
“
class upon mother's opeech have been primaniy based upors Westernosogeties o b, the
. ’ y
development of mterest i the eflects of sool diss as starie s part of the atiempts 1o soive
the problems that Western societies have faced Formstance, poos hgistic and cognitine
performances of disadvantaged childierin Amence have dissemmated nemerous research on
the effects of SES dxff:‘rcmc‘rx or. the Jhild <deveiopment Bernstemn s observation of differen?
Ingwstic codes amony members fron. difterent soctal dlass groups was anothe monumental
Guds fror which a number of studies have beer generated to examne the relanonship betweer,
L sovial class and hinguistic codes. Recentls, with thy growmg concern about the importance 0!
mothe:'s speech on a child s language development nteres’ has beer switched 1o the effedts of
SES differences on the mother's speech stvle
One of the handicaps of these studies s that the impheations of the fmdmgs are
relevant onlv 1o Western societies. There 1s reason to beheve that the charactenisticsiof Western
mother s speech may not be tvpical of mothersin other cultural groups. Mother's speech sty k
of communicative pattern is essentially a social phenomenon. It mirrors. the social or cultural
background that a mother encounters. In Tapan, for instance, mothers have a fundamentalh
different attitude toward the social position of child. Mothers maintain the social postior of
the child as a child more strictly. This tvpe of attitude leads mother 10 be more tolerant of the
child's dcpendéncy on the mother and with deviant utierances of the child (F:sc'n‘:r.,, 1970) . In
Luo. the mother is the primary caretaker of the infant for the first few months an‘d
subsequently other members of the family, like older siblings, quickly assume the responsibiliny
of the caretaker. In such society, even a mother is not the major social agent to the child.

‘Basicallv, Korea referred to the Republic of Korea. In the present research, 1t
specifically represented the city of Seoul.



Prosumabls the effect of mother  speedt will be Larpely Jilferent from that of Western
mothet. .

Fhne there wommmmai ground to ctaim that the present defcisaion of mother s speech
of ditterent socrad Chasses wall be apphcable 1o other caltares althoueh the penesd consensus i

that the difTerence of mother's hehavior between different races or ethnie groups s less than

that betwerr it terent social groups (Hess, 1970} Inordersto merease the external vahiditveol
. ’

#

ot discussions of SES differences i mother's speech, we need Vw cnvarmine the mother s speech
of other culture, An ethnographie work will serve the purpose . The present study was propelied
by such a need . But ar this point, it was not mtended to carry a full clhnn;um;mu study
Rather. efforts were made to conduct a study todentits similarities o1 dif ferences in mother s
sprech beiween the two groups, Westerr and Korean mothers Presumabl e no specilic
mformaten on Korean culture was imvaolved

Another importan' goa! of the present research was to bning attention to the effects of
SES differences in mother s speech on the child s language acauisition per se. Fven though o
number of studies (e Bernstein, 19607 Hese & Shipmarn, 1965) have examinegeSES
differences in mother's specch.‘[hcxr findinge are more or less arrelevant 1o the discussion of the

’ ' R ’ r
child "¢ language development. .

Many studies of SES differences in mother's speech have started with Bernstéin's thests
of hmguistic socialization (Bernstein & Henderson, 1969; Cook -Gumperz, 1973, Henderson,
1973; Hess & Shfm" 1965). T hese studies considered the mother s speech as an important
socialization too! regulating the child’s coén‘itive and social development, They have primarily
discussed the mother's speech patterns 1n relation to the social controls exerted on the child.
Middle Class (MC) mother's speech was identified with "person-oriented stvle”, uvhergas
Workirg Class « WO motner s was identified with "status/position oriented style”. While this
distinction has proved useful, more detailed analysis about how these types of social controls

determine the mother's actual speech to the child and result in differential impact on the child’s

language development is not available. Also, as Dittmar (1976) pointed out, these studies were



., methodelogically handicapped: they relied mainly on interviews with mother and [

consider the reciprocal communicative reactions between mother and child. Thus, little
¢ : © .

-

information is available about the effeoté of*mother s speech on the child s language acqnisition
- through communicative interactioné.
With the growing concern abeut dela_ved cognitive performances of disadvantaged
child's cognitive development studres of mother 5 speechl\have widened in scope and begun to
| focus on cognitive variables (Be Jee, La»trence Van-Egeren, Streissguth, Nyman, & Reckie:
ﬁrophy, 1970, Hess & Sh'rpman, 1965; Olim, Hess, & Shipman, 1967). In partrcul,ar; since.
-mother’s teaching stra‘tegies have been'considered a good predrctor of the chiid'.s cognitive
beha\rour many studies have attempted to c'ompare the tvpes of teaching strategv of mothers ‘
from different socia] classes. But results drawn from these studte< do not shed much iight’ on‘
understandmg the effect< o? mother’'s speech on the child's hngurstrc as well as cognitive
. devel opmem In the frrst place, recent studies have consistently reported that non-cognitive
variables, such as affectr\e 01 social \arrab1°< of moth s behaviour are more rmportant for
the chr d development than specific verbal strategre& (chhachter Fosha Stemp Brotman &
Ganger 197¢; Wells 1981). In.the se,cond place, since the 'cognrtrve vartables of mother S
speech which have been proposed 1o be effectrve were infact drawn from mtellectual task
srtuatrons the results are not readily apphcable Lo accounts of language.dev eloprnent per se.
- There is another group of studies whrch has focused on linguistic aspects of mother S
peech of each socral c‘lass These studies have mvolved a genera analysis of different features
\Q_of discourse occurring in the course of interaction between mother and child (D_tmn, Wooding.
- & Hermann 1977 Schachter & Strage 1982 Snow, Arlrnan-Rupp. Hassing; & Jobse, 1976;
erhamsk& Naremore 1969 Wootton 1974). In generzl, MC mothers were observed to
producs more ex.pansron, repetrtron, and suggestive utterances, whereas WC mothers” speech
style was characterized by rnore,use of irnperatives.“But, since the_se, studiés were con-ducted in

the absence of a particular theoretical framework, the speech features were more or less

randoml|y chosen and not exhaustive. So, the results do not provide any general, heuristic value.



In fact, interest in mother's speech has been a recent developmenf.‘Along with the
growing emphasis on the interactive nature of child's development, communicative interaction
with mother has »been considered one of the most important sourceslol:‘lthe child's lan;quage
grO\x'ltn. Now, "motherese "*has gained a wide ground that ll is attentively tailored to the child's ,'/
linguistic competence (Longhurst & Stepanich, 1975) and entirel\' in the service of the child‘sl' l’
language growth (Berener & Engelmann, 1966 Brown & Bullugi, 1964; Furrovu Nelson, &/ |
Benedict, 1979; Newport 1977; Phillips, 1973; Snow, 1972; Snow & Ferguson, 1977). Among
other variables, mother's social class has been reported as the major influential factor of
mother's speech. Nevertheless, since the past studies have not conceived the problern of social
class and mother's speech as an inslance of linguistic problem of mother's spe/eélr, on the child s
language development, there is little information about what differences undérlie the mother's

» speech of each social class and what consequences these differenees brilrg:fip ‘thel child's
language developmenf. The absence of such information makes it \'irru'gll)' impossible to discuss
tne social class differencee in mother's‘speech in the differential inf’lnence on the child's
language development. The presem stnd_\x« was, thus, directed Lowiyard an elucidation of the

differential effect of mothér's speech from different social groups.
. ‘ ,/’
N | |

\ ) /

B. P\onse and Outlme of the Study | /

'\Rhe purpose of the ﬁrud\ was twofold. }lrsll\ it mrended 1o see if clarms about
/

5 mother S speech of different social class whlch were made in Western societies were applicable:
/

to mothers of each social class in Korea. This'was a part of the efforts to increase the external
. . / :

validity of our kpowledge about SES dif le/rences- in mother's speech and to present comparative

N

data to Western research findings. Secondly, ivattempted to direct attention to the effects of

SES differences in morher‘s‘speech on the child's language acquisition per se. It was hoped that

the effort would advance our understandlng of the intricate effect of motherese on the child's

\

language; development



= Three major materhal speech systems were selected. The selections were based on the
;r\e) nt theoretical propositions v\hrch addressed them to be facmran\" for the child's language
nvelopmen' The 1hree svstems included maternal dxscourse features., mrerptona] functions
and conversational Lurntakmg Samples of mother child pairs were drawn-from Seoul, Korea:
Their speech samples were recorded under bookreading and 10)’pla)'ing situations. and scored
according to thé\{hree svstems, Results were discussed in relation to the SES differences in,
: N '
- mother’s speech in Korea. ’
LY

C. Limitations of the Study " o
The present study was concerned with communicative interaction between mother and %
child onlv. Child’s interaction with other rnembers of the farnily was not considered. In Korea,
where extended family svstem still exrsts chﬂd spends a fairly large amount of time with other
members of the family. This kind of lrngulstlc e\penence may be equall\ important to the

child's language development. T\evertheless moth role as a major caretaker remdins

unchallenged. Thus. mother s spe‘ech “'as:ta~ken as a r‘epresemative linguistic environmen: of

o

the child and focus was put or lhe mother s.speech onl\

One of the consrstem fmdmgs emergmg frorn studres of mother's speech is thar
mother’s speech is sy stematlcall\ modrfred in the hgm of the child's age or linguistic
compelence Implicit in these fmdmgs 1 that rhe effects of mother's speech are not the same at
all ages and levels of language oe_\'elopmem (Gleitman, L., Newport, & Gleitman, H., 1984).
éross (1975) recognized that,

1t is verv likely that the patterns of facrlrtanve fearmres will chaneo throughout
development in response to the children’s changrr%&ngursnc requirement.

N

But at this point, there is no complete list of materna' specch features which are significant at
) ,
: drfferent developmental stages. Furthermore, the present study-did not focus on developmental
research in which mother's speech addressed to various age groups of children was examined.

Like most of the previous studies, the present study dealt with children from 2 to 3 vear old.

The discussion of results, therefore, should be limited to the specific stage ®f development, and
3 .



generalization of the implications over the entire course of the child's language development
must be cautioned. 4 : ;

The present study was coneerned with one global language variable, namely, overall
rate of linguistic acquisition. Mother's speech features which w:ould affect the content or
courses of the acquisition were ignored. The main reason for this pamalm/c/mﬂgn was lhat

relevant dala to the present study had reference only to the whole rate of acquisition,

I8
v

Informauon\ ava;l lable in the field of motherese was so insufficient that it was. virtually
impossjble 1o check one-to-one relationship between a particular feature of mother s speech
and its corresponding influence on the child's language de"\je‘l?'pmem.

The samples of mother’s speech coliected in the present stud_\' were fer from
representing the entirely naturalistic routines of mother and child. ‘imce the researcher was
present.on the scene, the mother's spomanelt\ might hav° been reduced. Or, the opposite might
have occurred: being aware that her behaviour was being observed, a reticient or inactive
mother may have spoken with an uﬁusual enthusiasm. Moreov‘er, since"the mother's speech was
sampled from bookreading and toyplaving situations only, mothers' speech occdrring over the
entire routine interaction with the child was not included. But within the limited situational
‘conditlons, efiors were made 10. put mother-child p'aifs jax ease and to encourage them to
behave as naturally as pOSsibleP | |

One of the main purposes of the present study was to present comparative da‘ta to the
Western findings about mother's speech. But the present research d1d nol attempt a direct o
comparative stud'_\'. In oiher words, it did not analyze the mother’s speech in Korea in
comparison with mother's speech in other Western cul{ures.. Rather; mothers described in the
literature of Westers countries sevved as the comparison group. Such indirect comparison
limited the discussion of Korean mothers' speech style in comparison \;'ith Western mothers.

Aiso, the subjects were drawn only from Seoul area. Pres'umably, generaliizat‘ion of the

mother's speech features that emerged from the present study to the whole population of

.................. . ' 3

'The methodological strategies involved are discussed in Part IV,



Korcan mothers must be taken with caution.

O



II. THEORETICAL BACKGROUND OF THE STUDY

]

A. Review of Theories of Child Language Development

% BT

Studies of child's language began with the structuralism in linguistic theory. Following

the works of Bloomfield (1933) and Sapir (1921), researche}s havéﬁ%&@gg}‘pted to discover the
inventory of linguistic items and to describe the ways in which these linguistﬂic elements are
distributed or combined in relation with one another. Language development was seen as a
gradua! but uniform process of getting the appropriate items into the linguistic repertoire of
approximating the adult linguistic stvle |

In the 1960's, Chomsky (1965) discouraged the interest in a system of linguistic
elements. He asserted that langﬁa?e development should involve more than an accretion of
linguistic items. He proposed tha£ we direct attention to an underlying rule syste}n which
generated all the infinite number of grammatical sentences. He made a distinction between the
surface structure of a sentence and underlying strﬁcture. For irlsnance/. he pointed out that the
two sentences, "The mar threw the ball” and "The ba.ll was thrown by the man ', had a'close
relationship between them. According to him, these sentences were just transformed into
different types from the same underlying basis by a certain rule system. Thus. in order to
understand the infinite number of sentences, he asserted, it is necessary,to»establish a rule
svstem accounting for all the sentences

His theory runs roughly like this. Child is endowed with linguisticAstructure‘s, w‘hich he
named "linguistic universal”. '}"hese represent an innate linguistic competence th@t é].l humar

! ' . .

EX

language has in common. Varjous linguistic universals consutute the internal struchure of. ...
v AN ST "
T $

Language Acquisition Device/(LAD). When child is exposed 10 a natural language, the LAD
receives linguistic daia. And jt successively tests and confirms, the linguistic input according io
the pre-existing universal hierarchy of categories. In other words, it judges relative
grammaticality of linguisti¢ input. And then the grammatical rule of the linguistic input is

¥

resented in a certain form. It is the grammatical competence Which enables the individual to
p
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~generate an infinite number of sentences without learning each sentence.

A main concept that underlies his theory of language is concerned with the innate
linguistic competence called LAD. What makes language acquisition possible, according 1o him,
i« the child's innate linguistic disposition. But researchers trained in cognitive psvchology (c.g..
" Sinclair-de-Zwart, 1973; Slobin, 1973) have largelv shown discémc‘mmcm over Chomskyv's
argument that innate linguistic structures rule over the entire language acquisition process.
Thev agree 10 the point that lénguage development is neither a taxonomy of linguistic elements
nor ar. accerﬁblage of individual linguistic-experience. They share the point that language
acquisition must be based on highst "structured schemata " rather than on merely speech
samples of a limited and degencrate quality. In other words, both perspectives recognize the
necessity of the "creative aspect” of language. In Chomskian theorv, however, the innatc .
linguistic structure is proposed to deal with the structural schemata. On the other hand. in
Piagetian psyvcholinguistics, the child's cognitive development within Lﬁe frame of the symbe!
function is hvpothesized to p‘rovide the chiid with the uecessar_\. structiral sch\cmala. I
cognitive theory of langﬁg;ige. child's verba! producuion s assumed to be a particular form of
symbolic behavior,‘Sinclair-de-Zwarl (1§6Q)'noted.

His first verbal productions recogmzable as "words” are far from being signs in the
sense of belonging to a fully structured svstem. Theyv resemble far more symbols,
which can be loosely associated but are essentially isolated representations of schemes.
The share the characteristic of svmbols in that they are inextricably entwined in the
comples ©f objects. 2cnons the subreet can perfor ar ofjects, and svmbolic
representation of the objects.(p.331)
Lm" any other symbolic funcuons such as drawmﬁ or symbolic play, which develops
concomittantly with the child's first verbal production, child’s language development is
assumed to develop from sensorimotor intelligence and to serve 10 e¥press f‘ne internalized
representations of external world. Thus, for 2 ;h;‘l;‘vto learn a language, he' must accrue many

cognitive notions, namely, internalized Tepresentations, which will be matched with appropriate .

linguistic forms.

*The pronoun "He/he" was used to ré;ifesm child in general; 1t did not
specifically refer to .male child only.
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in the [970's, the cognitive viewpoint hhs been established as the "cognilive
determinism” thal there must be a cognitive precursor to the language development. This view
» .

has accumulated much evidence . Sinclair-de-Zwart (1969) again quoted,

..examples abound in all recordings of child language; to quote two of Piaget's

examples; (1946, p.231) J. around 1:6 knows better and better how to take advantage

of adults to get what she wants; het grandfather is especially docile in this respect. The

term panana ( "grandpere”) is used not only to indicate her grandfather, but also 10

_express , even in his absence, her desires; she points to what she wished to have and
adds panana. She even savs panana to express a wish to be amused when she is bored.

-~y

(p. 330
Here, thc‘word panana has a symbolic function. It is fused in form and meaning. J. used the
word to designate a pattern, configuration, or some content to which the word could be taken
to refer (Werner & Kaplan 1963). The word served 10 express the child's internahized
1 : S
representation of the grandfather. - '

Furt’hermorel there havs been ample'empirical evidence that what is expreésed in
linguistic form is basic‘alvl,\’/ what the child alread: Eﬁdws aboutv the world. Sinclair-de-Zwart
(1969). for example, conducted a group of experimen!s; bearir}gv on the rélationship bet\;.feen
linguistic expyession and the child’s cognitve functions. The s_ubject's-\ivere divided img three .
groups according to thgir results on the Piagetian conservatioﬁ task and ‘asked 10 describe

)

simple situations. Their use of certain expressions was explored. It was observed that Lhe g ‘?
conservation children used comparatives for the description of different quantities, whereas the
non-conservation children just used absolute terms Later, the Tesearchers auemp'[ed to teach
the latter groups of children the express‘ions used by the former group; few of them in thg
non-conservation group were successful in learning the expressions. From these findings, U;ey |
drew a conclusion that language development was largely dependent on wha the childreh knew ~
of the world. It was assumed that the child's first verbal production was a symbolic eipressién
of what the Child alreadv knew.

More compelling evidence is drawn when one attempts a“chronological comparison of

general linguistic developments with general developmental stages in cognitiorr. In such an

atiempt, Iﬁgram (1978) found a close linkage between cognitive function and its corresponding

y



linguistic development. Meaningful specch development coincided with Praget’s substage ¢ of
sensorimotor period. General findings were as'fo.lv]owst Period Tin language cic\'cl(»meu, in
which words were primarily used to cxprcsslthc child ‘s needs and emotions, covered substages 4
and 5 of Piaget's cognitive development, in which a primitive form of r-cprescman\'c capacity
began to emerge. Period 11 in language deve]opmcn't, in which language wa.s used for expressing
a referred symbolic meaning, coincided with subgtagc 6. during which internal representation
greatly evolved. I'mplicit in this observation is that the child ‘s representative capacity is a
necessary COENitive Precursor Lo language development.

Studies which have examined linguistic development from both a formal and functional .

o

point of view also present equally compelhng evidence. A far reaching principle has been drawrn
from these studies (Cromer, 196&; Werner et al., 1963): New forms first express old functions
and new functions are first expr‘essed by old forms. In a recent study done by Kuczaj (1982),
this< principle was clearly confirmed. The spontaneous speech of fifteen children was sampled
and the linguistic forms which were used to expre§> varidus meaning calegories were examined
over six consecutive weeks. He found that the children used a form to.express an old. meaning.
another form then came to b used to express.its meaniné, and then another form was added to
those which were used to express the same meaning. For example, the children's use of future
tense developed as follows: They first used gonna, and then will, would, and won't. Some
féplacémem of forﬁ% alsn occurred wher the form was not appropriale 1o express a meaning.
Data were also obtained 1o suggest a limited number of forms used 1o express limited number
01: functions: as the number of functions increased, so did the number of forrﬁs 10 express these
functions. The theoretical and empirical evidence suggests that, at least for the t_d‘ddlers, what 1s
expressed in linguistic form is largely determined by wha! the. know about the world.

But recently, there has been a new movement toward the reorganization of Piaget's
thesis of cognition and langugage ‘acquisition. In the Piagetian approach, language development
is interpreted as a cognitive process which enables the child to understand the context of a

otentially communicative interaction. Cognitive precursors are assumed 1o provide cognitive
g

¥



processes in which cognitive entities (internal representations), which will be expressed in
linguistic forms, are accrued. But theorists have speculated that the child must not only achieve
: .

the cognitive maturity necessary for conceiving the notion but he must also be able 1o interpret
the adults’ linguistic expressions (Schlesinger, 1982). The emphasis on the functional aspect of
cognilive precursors represents the neo-Piagetian cognitive determinism. In the neo-Piagetian

approach to cognition and language, focys i$ placed on the functional aspect of cognitive
i functiond!
| . . S N ",
precursors. 11 is assumed that the infant'gjcognitive structures allow him to understand the
a . Y\ l‘\!b .
referential relationship between linguisticorm and its corresponding referent (Moore &

Meltzoff, 1978). According to this vie»\w t, what is important in the course of language

' L ¥ B
acquisition is to develop a conception o?’] uage as a communicative svstem. In other words,

the child must be able to determing the s¥b1éf

oAl
Yy

correspondence between words and their

.
corresponding referents. *“/}‘ ‘

X .
ice of cognitive development in language

While theorists acknowluedgc the imb;T‘t Y
learning, for the past several vears, focus has shifted to the social domain of language learning.
With the growing concern with interactive nature of child language development, the dialogic
cor;te.\'l or the child's linguistic experience with adult has emerged as a significant source of
child's language acquistion. For example, some theorists (e.g., Bateson, 1975, Kave, 1976)
have been concerned with so’cial precursors of the child's communicative skill. It is
hvpothesized that ihe child’s early phase of mutual, imeractional‘fr'amework with caretaker
lends itself to the start of the child's social dialogue. Likewise, the child's joint action with
adult in which the child establishes mutual topics with the adult and makes comments on them
is regarded as the precursor to the structure of language use (Bfuner, 1975). Also, researchers
have adopted theory of interpersonal c.’ommunicati'on and attempted to trace the development
of intention in the child's communicative behaviours (Halliday, 1975). On the other hand,
theorists have put emphasis on the effect of linguistic input on the child’s language acquisition.

Especially, the adult's linguistic input to a child, which is often termed motherese, has emerged

as a vital source of language development and efforts have been made to determine the



facilitative features of linguistic input which may be positively correfated with the ¢child's
language acquistion (Snow & Ferguson. 1977). In sum. focus has shifted from mnate linguistic
“or cognitive structures 10 a dialogic context or to the integration of soctal and cognitive
processes. '

Although such transition is a recéﬁt» development ui e aré;, half a century ago,
Vvgotsky (1981) already recognized the sociogenetic nature of language development. Vygotsky
nc-)ted that high level of human mental operation was fundamcmal}} derived from the process
of socia! interaction. Anyv kind of human function was assumed to first appear on interpersonal
level anu then on the individual's intrapersonal level. Thus, according to him, child's
development is a internalization process in which the child internalizes all his social experiences.
Child '« language acquisition is hvpothesized to go through the follewing process. In Lh‘C

“beginning. the child acquires and understands the world at indexical level; words just have
referring functions. Words are, at this stage, basically associated with the concrete perceptual
features of their referent. But through social interaction with an aduli, the child learns to
cajegorize the words according to their socal semantic relation. Through learning the
generalized meaning of words, the child becomes capable of comn}unicating with the other
‘members of the society. Presumablh . the child s social interaction 1s considered as the very
source of the child’s language development.

In fact, some of the aspe';b Of jangwage acguisiton that cogninve deternunism claims
1o explain can also be understood in terms of child’s social context. In cognitive determinism,
particularly in neo-Piagetian thesis of cognition and language, it 1 ar'gu_';dthal he child's
cognitive development provides the child with cogmuve functions with which the child
understands and interprets his linguistic environment. But a close exarmnation.of the child's
social interacuon with his mother or caretaker shows that the interacton 1$ constmcted in such
a wav that it helps the child interpret what goes on around him. Bruner (1975) felt that the -
adult’s utterances which were closely related to what the child drew his anem@n facilitated the

child's understanding of the linguistic environment. Furthermore, the child’s social interaction



also gives solution to the problem of categorization process (Schlesinger, 1982). Piagetian
cognitive determinism cxplains that the child is cognitively able 1o understand the context in
which the linguistic communication occurs. But as Schlesinger (1982) pointed out, such
understanding of communicative context does not necessarily implhy that the child is also able to
categorize the state or events which occur in the context. Rather, such categorization process
can be achieved through the child's social interaction in which the child himself experiences
each of the concepts an:i its underlving meaning. Presumably, cognitive development 1
effective only to the extent that it interacts with the child’s social experience.

Given the fact that the child's language develobmem still verges on myster,\‘,vhowevcr.
any gencralizau’on that language can be explained or at least interpreted by either cognitive or
linguistic input model must be taken with caution. Furthermore, any delineation of relationship
between cognilion or environment and language development 1s still bound to be speculative in
nature. Thus. at this point, it will suffice to hypothesize that in order for a child to learn
language., there mus! be cognitive prerequisites which enable him to construct representations of
the external world which will be expressed in linguistic form, and to extract referential
relationship between words and their referents, and environmental or social interactional
assistance which will facilitate the required cognitive development and its exercise of powef on
the child's language development. Adopting the intergratéd position, in the following chapter,
there will be a discas®or. or how the cognitive function can be interrelated with the child’s

interactional experience with a caretaker.

B. Cognitive Development and Interactional Variables

The present study refuted neither the notior of cognitive determinism nor the
imelagtional model. Rather, it attempted an integrated approach: For a child to learn a
language, he has to acquire a certain degree of cognitive concepts and ability, and is also
required to be engaged in a communicative interaction with an adult which would facilitate the

development of the necessary cognitive concepts or the relevant cognitive processes which are



assumed to be mmportant to the child s tanguage development, In the following section, the
. . " -~ . . » . v
integration of the two perspectives will be discussed m relation to the child's fanguage

development

Piagetian Approach and Interactional Variables

According to Praget’s thesis of cogmtion and language . child should sausfy three
cognitive requirements to acquire language. Firsthy . he must be able to represent objects and
events in his perceptual absence. That 15, he must acquire internalized representations of the
external world. Secondly, .thc capacity of object permanence, the concept of the continued
C\lSiéﬂC(‘ of‘babsem objects 18 required 1 order to represent obrects and events which are nb{
perceptually present. Thirdly, before the child 1s able to perceive the existence of objects and
events as independent of his own behaviour, that is, to discriminate between external objects
and acuions that are performed on those objects, the capacity for understanding the continued
existence of objects or events which are out of sight is impossible. Thus. the decentration of
self must be accomplished before he can understand and produce socially meaningful speech.

In support of Piaget's argument, many theorists (¢.g. Halliday, 1975 Ingram, 1978)
observed that child's language developed in accompaniment with these cognitive development .
Let’s clarify this linkage between the child's cognitive development during the child's
sensorimotor period and the concurrent language development in more detail.

During the substage 1 (0;0-0:1), infant's behaviour consists almost entirelv of innate
adion patterns. Among these are hearing, sucking, grasping, visual accommédation, eve
movements, and vocélization (Brainerd, 1978). These innate reflexes, through large numbers of
repetition, stabilize and form a basis of subsequent substages. In the second substage (0;1-0;4),
these stabilized reflexes emerge in the form of "primary circular reactions”. These reactions are
the primitive form of learning experience. The infant, through the experience\ of repetitive
sensorimotor behaviour, learns the effects of the actions and utilizesthem to meet a certain

purpose. For example, when the infant feels hungry, he makes sucking like movement, opens



and closes hrs mouth, and moves his tongue constantly (Prapet, 1952) ) Praget notes that the
mfant s now able to behave with a mimmum imtentionality . But ar this level, mtenvon of g
certam behaviour s stll based on sensorimotor schemes and carned g very priminve form.
In the first place, the behaviours are just directed 1o the infant hunsel: they are not used 1o
achieve an arm of whic‘h source s outside of himself. In the second place, there 18 no real sense
of differentiation of means and ends. He is not able to set up ends from the outset and to
scarch for a proper means.

During the substage 1 and 2, infant largely shows lack of differentiation between the
self and the physical and human environment. Self remains undifferentiated, and thus
unconscious of itsell, and affectivity is centered on the infant’'s own bodv (Piaget & Inhelder.
1969). The infant lacks differentiation between external world, which is composed of objects
independent of the subject, and an internal or subjective world (Piaget, 1970). He does not
know what belongs 10 the world and @'hal belongs to himself. Thus, even when he performs a
certain action, and produces a subseauent result, he does not understand the causal relationship

.existmg between the two cvcm’s. The infant lacks differentiation between subjective causalin
and objective causality . Through continuous experience with the world, he acquires
prog-ressivel_\‘ the concept of objectivity. This concept of objecli\"it,\', however, does not appear
by the end of substage 2.

When infant reaches ‘substage 3 (0:5-0;8), he begins to show more advanceq intentional
behaviours. When the objects he manipulates cause an interesting effect, he repeats the gesture
a number of time to ge! the same effect. That infant shows behaviour which is repeated as a
function of external reinforcement suggests that his behaviours are preceded by a certain tvpe
of intention. What implies by the arrival of such intentional behaviour is that he has acquired a
primitive form of functional differentiation of means aﬂd ends. This in turn means that '{he
infant is now on the progress of breaking the initial adualistic ego sta't‘e, for the differentiation
of means and ends is virtually impossible to occur unlesé the infant decentrates himself and

perceives objects and events as distinct from himself. Around this time, in“:nt shows first sign
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of object permanence. When an interesting-object is taken away. the infant makes an effort to

- Tecover it. But this recovering effort is shown only when the object is moving in direction of

.objecﬁ internally. The internalized representation is yet to be developed.

*. .« As Piaget predigted, no substantial verbal production is observed-until the substage 3.~

iy ) O o . ) ) W,
" Infant produces spontaneous vocalization. But a socially meaningful word or speech is vet to be
‘developed. During this period of time, however, the infant establishes some of the precursors

of reference and communicative skills. For example, through his daily interaction with

.
n

~caretaker infant develops basic patterns-of conversational skills. Bates, Camaoni, and Voterra
. . ¥
(1975) felt that mother's constant interprétation of the infant’s behaviour exposed the infant
10 a basic pattern of mutual exchange of communication and helped the infant to recognize

himself as a communication partner being'addres_sed.flt is assumed that, through this

experience, the infant comes to understand when a response is required of him and when it is

-~

—

not. Besides learning the conversational skills, the infant also %earns to.interpret the
environmen® through the mother's commems on the contexts or objects.-Such interaction with
mother enab}les’ the idfam to have a good idea of what the adult's septences ate-about. In order
words, he learns to categorize the eoqcepts which will be expressed in appropriate lidguistic
ef.orms. But a more advanced; level of linguistic production does ‘noi,i appear until the ch_-ild has
acldieve'd the.imerna]imtion process. o o “

When m‘é infant eeaches substage 4 (0:9-0:11). he shows more advanced object
permanence concepl. At this time, the infant sets out 1o obtain a certain result; he shows
aitevmpls to obtain objects which are out of reach or have just disappeared, even though they
aTe not moving in the direction‘of the hiding place ét the time the object is hidden. But the
means employed are ddevrvived frorﬁ known schemes of assimildtion; the. m‘eans are Athose which
”‘ dre obviously seed fvr,dm the outset. Thus, when dn object is hidden under a single book, the

infant will find the object. But when the book is md{ed under a pillow, he can not find the

book ®Thus, the infant's behaviour at this stage is not a real sense of searching behaviour for
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‘an object per se, but a mere repetition of previqus instrurﬁémal behaviour. Bu£ that the infant .
| . shows an effort to find obj'ect of which hiding brocedure is unseen represents a fir\st evidence of
internalized conception of object. At the éame time, the infant of substage 4 is ‘able 1o beha’ve
with a scheme of observed event. For instance; before this stage; imitétive behaviours are
Iimitedﬂg%;};ose that the infant can see himself perform (e.g., hand m&vement or leg
moverﬁe;lt':ﬁ; But at substage 4. infant imitates a model's facial expression of which imitation he
can see. In’'sum; the infant shows the first signs of representational formation of objects and
events. - A |

During substége S, the infant - makes fur}hef progresses in internalized concept of -

external objects. Naw the infant is able to find objects which have been seen hidden in

successive places. But the object concept is not still completed; the infant looks for an object

. Y

where he has see:ﬁ“it hidden. Although he is able 1o represent an object.in internal image, this
represent. ..on disgppears once the actual objecfs arc: not visible any more; the infant is not
capable of conéeiving of objects or events in dissociation with their actual presences.
Neverthele.Ss‘, the abf)carance of comparatively advanced object cohcept sufficiemly implies
that the infant has made progress over substage 4 and become close to the acquisitic;n of
internal mental representation. Furthermore, the arrival of such object concepts is an obvious
‘ Ty
evidence of the infant's ability to distinguish himgfif from the external world.

C’oncomitént with this cognitive development, around 9 or 10 months, child starts to
produce single-word utterance. This ‘single-word period continues until 1;4 months. During 'this )
period ofbu'me, child mainly talks about the objects available around him such as anima}s,
féod, and toys (Nelson, 1973). As the vocabulary iﬁcrea‘ses, some words for food, bod)' pafts
(e.g., eve, ear,..etc.), clothing (e.g., hat, shoe), animals,»household items, ’vehi;les (e.g.,car, -
ECat._tru_gk), ahd people (e.g., mama, dad) are frequently usedv; Basicaliy, these words are used
tobrequqst or to cbmmand (Ing’ram, 1978), or to express needs (Piaget, 1962). They also serve

the functions of satisfying the child's needs, controlling the behaviours of others, interacting

with people, expressing feelings and exploring the environment (Halliday, 1975). At this stage,
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words are not emploved as a means of communicatioh in the sense that the child dehivers.
~informatior: to someone who does not already possess the infofmalion. The word 14 just ar
expression of what the child has internalized. As far as the child is concerned, he is very clear
with his linguistic system. But the notion that the child intends to express through a word is not
neéessari])‘ the same with what 'an adult perceives in the word. This is why some time adult has
difficulty interpreting the child’s utterances. Halliday refers this characteristies of the child s
single-word utterances to the lack of informative function of language. The reason that the
child's single words are less informative is that child's One—wérd.utte‘rances refer 1o partiéular
roles or configuration of the words, r;ot jus® to the objects themselves (Greenfield & Smith,
1976). Child says "doér" when he wants the door to be opened or closed. He says "papa” when
someone opens the door. The form ar;d‘_ meaning of the word are fl;SEd. The words are used 10
designate a conceptual pattern that the words are taken to refer 1o. Thus, these words are, as
Piaget asserted. basically symbolic in nature. The fusion of form and meaning continues
appear unti! the the end of the substage 5. When the child reaches substage 6 and enriches his
imer‘nalization process. he comes.able to use words -in a more sophisticated manner.

Returning to the cognitifve developmem, before Substage 6 (1:4-2;0), the child's
representation capacity is limited to physical world only: he needs actua!l physical model of the |
object in order to represent it. But at substage €. the cﬁild is capable of perceiving objects or
_events in their absence. He h.asvacquired represe"h ations of objecte and events. This capacity
provides him with the process by which "thought” itself becomes possible. The child staris
knowing things (Kggan, 19%4). In Piagetian terms, such cognitive ad{vance implies that the
child ha; now accomplishéd the decentration prbcess of self from external world, althoﬁgh this
differentiation ability cominu‘es to gfou" throughou! thc {ollowing prepperational stage. |

,

Dunng this period, child uses single words in semantic roles such as Agent, Object. And

!

" a few months later, two-, or multi-word sentences start to appear. Two- word utterances are

\ Al

often proceded by a brief period in which child produces strings of single words in succession

(Clagk & Clark, 1977). The words in the string are those which could be combined in two-word



utterances. By producing those two-word utterances, the child is able to produce more thanone

role or action at a time. Consequently’, the meaning of a word becomes more restricted and
. ’

precisc. With this advance in linguistic ability, child comes to be able to involve‘i ‘ \dialogue
(Halliday. 1975), which implies that the child is now able to fulfill a communicat{ve ro
conversation, ; |
The concomitaﬁt occurrence of meaningful speech with the child's internalization
process led Piaget to draw the following points. |
1. Language is é particular form of symbolic behaviour; it depends on the acquisition of
internal regresemations; it functions to express what the child alr%d;\' knows about the

world.

(2]

Cognitive development provides the child with processes by which he a. rues various
schemes of objects and events which will be subsequently expfessed in linguistic forms.
3. Internal representations, permanent object concepts, and decentration of self are the
cog@ive pre/cursors to the child's language development.

\ : ’

Seemingl,\\, language development, according to Piaget_, is largelv dependent on the
child’'s cognitive development, particulariy sy'mijolic fbrmation, which Piaget claims develops
through the sensorimotor periods. But other theorists pinpoint that éven the symbolic
formation is to a large extent influenced by the child's social interaction with his caretaker.
Mead (1934) noted that a gesture on the part of one organism in any given social act called out
a response on the part of another organism which was directly related to the action of thel first
organism and its outcorhe(p.77~79). As seen by Mead, while child responds to the incipient act
in the same manner that ofhers do when requésted, these gestures are functioning as symbols to
the child. Through such reciprocal interaction with édult, child constructs symbolic concepts of
his behaviour. ¥ ®gotsk\ recognized the symbolic formation process as the reconstruction of
interpersonal functions mto intrapersonal functlons (Wertsch, 1983) He viewed that

throughout the child's i’nterpersonal interaction with others, the child accrued the symbolic

meanings of act and speech, and these socially -based information was internalized and



consequentiy goyerned his thought and behaviour.

In the present research., the two perspectives. namely, cognitive determinism and
interactional m6de] aTe not seen incorﬁpatible..Rather, thev are understood in an intergrated
manner that for a child to learn language. he should be able 10 understand the context of a
potennall\ communicative interaction and this cogmu\e development itself can be mfluenud
by the child's social interaction. Interactional context with mother is assumed to facilitate the
child 's cognitive development which is claimed to be necessar) for language development.

Eor example. a recent study done by Schachter et al. (1976) hasydemonstr'ated the
facilitative role of the mother's speech on lhe'child's ego development. [t has shown that a
caretaker 's speech can assist the child's language development 1in suchha manner that goes
parallel with Piaget's thesis of éognition and language. The stud’) [showcd that caretaker's
speech did exert inﬂﬁence on the child's ego development. Theinvestigation was a
developmental study in which the interpersona! functions of caretakers’ speech to children of
. 3:0-5:0 were examnined. It was obser\'ed that as the children developed from the primafy
adualistic state of self-ﬁifferemiatioh 1o ego differentiation and individuation. the caretakers’
speech systemati;cally reflected these developmental changes. ¢

Before age three, children’s spéech was mainly composed of desire implementing,
reporting about the self. Functionally, the speech at this stage was socially independent. When
the children were ir the pre-differentiation state. caretakers’ speeéia functioned to spe'ak on
behall of the children, articulating their desires, verbalizing reports about ilhemselves.
Caretakers' speech served the role of the ego that the children did not yet posse;s. Schachter,
Kirshner, Klips Fredricks, and Sunder (1574) allEd thie state of carciakers’ speech "alter-ego”
speech. Caretakers spoke on behalf of the children's'undifferemiate'd ego; they also made
reports on the children themselves as well a5 on the environment. After age three, children's
speech began to reflect the differemiatioﬁ of self; ego-enhancing and boasting speech showed
abrupt increase. Concomitantly, caretakgrs switched to an ';ego-supportive speech " in which

they affirmed the children's boasts, and provided justification of their ego blows. Finally, as



the children moved into socializing environment, they began to be aware of the needs of the

listener; their speech became a more or less sociglized speech. Caretakers' speech of this period
N . ..‘A . L " , %l . X

also movji 1o "ego-socializing speech”, which4ainly served to verbally articulate norms.

]

plicit in these findings is that mother's speech may also largely function to foster the
child’s ego develdpmem at imerpersonalylevel. This implication is significant when one
remembers that the child's ego differentiation lays the basis fbr the developmem of internal
representation. which, Piaget asserted, constitutes the main source of language development.
Presumably, an argument can be made tﬁat mother s responsive and spontaneous speech which
is finelv tuned to the child's ego state would suppbrt the child's language development.
Neo-Piagetian Approach and Interacti(;nal Variables *

Although, as argued by Piaget, the cognitive constructs that .the'child has accured‘
throughout sensorimotor period are a necessary base for the acquisition of language, they are
not a sufficient one. When one accepts Piage! ‘s cognitive hypothesis, a question is necessarily
raised: How then .does the child discover proper linguistic form for intended meaning. The
ess;nc'e of the quesiion lies in how child matches a representation of objects or events with their
" proper form of speech. It has been hypothesized that the child learns proper forms of speech
through shared activities with an adult in vwhich the adult gives linguistic‘expreussion 1o those
" meanings which the child is already capable of ime.ndmg and undersmnding (Howe, 1983, -
Strohoner & Weingarten, 1982; Wells, 1974, 1975b). In that case, the child’s task is just to
discover, over a number of similar situation, how the patterns of linguistic form that he is able
to distinguish in the differences that addressed to him are related to the situational meanings. -

The concept of shared activity has been in fact endorsed by sociogenesis theorists (e.g.,
Hallidav, 19735; Hymes, 1974). They feel that the communicative context in which the child is
engaged with an adult and provided with a great deal of useful surface information for the
production of meaningful speech serves a basic source of language development. They argue

that such factors as shared intentions and nonlinguistic contextual clues ease the problem of



.. decoding message and facilitate language acquisition. A number of studies have been generated
to investigate the effective and facilitative features of such lingwistic context, On the other

hand, the child’s cognitive factors which interact with such environmental variables have

received little attention. Neo-Piagetian approach has attempied to take up this defect of the
current research of the field. It has made efforts to demonstrate that such contextual
information can be effective and useful to the extent that the child 1s cognitively able 10 process
and utilize information. The approach has expanded Piaget's cognitive hypothesis by
elucidating the cognitive processes through which what the child acquires about the world i<
matched with appropriate linguistic form, which were gone unnoticed in Piaget's original thesis
of cognition and language.

Neo-Piagetian approach tends io support the notion of shared activity by
demonstrating that the child is cognitively capable of understanding the adult's use of words
and determining correspondence between words and their referents. It star's with the
assumption that in order to acquire language, the child must develop a concept o¥language as a
communicative system. In other words, the child is required to leafn how the speaker’s
utterances are related to his intending meaning. Moore and Meltzoff (1978) sugge:sted that
before the child produced any meaningful speech, he develop cognitive functions which enabled
him to understand a referential relationship between words and their meanings. As a relevant
cognitive function to such understﬁadihg of referential relation, thev piripoimed the
developmem of "éb_iect ideniit_\' concept”. Thev postulated that in order for the child to
understand such a referential relationship between words and their meanings. the child needed
to understand thal an object reméined the same with itself throughout transformations such as
moving from place to place or disappearing and reappearing; that an c;bject is the same with

]
itself , its unique identity, not 1o its featural similarity to another object (Moore & Meltzoff,
1978). Their argument goes even further to suggest Piaget's concept of object permanence be
also preceded by this objc;ct identity concept. They asserted that.

If disappearance annihilates the object for the infant, when that object reappears
there is no reason why it must be viewed by the infant as the same object. It could
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just as well as be a different object that has now appeared in the same place that the
first object disappeared. It would thus seem that before an infant can utilize the
disappearance and reappearances of objects as data bearing on their permanence, he
must see the pre- and post -disappearance object as the same obejct. (Moore &
Meluzoff, 1978 p.163)

I their stance is correct, there is sufficient reason to believe that the child develops relevant

Bt

cognitive functions which Q‘vi‘l_)l ;;rﬁm'ide a cognitive base for his understanding of referential
~ relationship between words ahd corresponding referents.

Such argument is supported by recent studies of visual tracking in young infants. Ina
study done by Moore, Bor‘*;i)on, & Darby (1978), it was demonstrated that even before the
infant developed concept of object permanence, he showed signs of acquisition of object
identity. The authors constructed three types of.g-nticipator}' visual tracking situations:
permanent task, feature task, and trajectory task. Each task’involved violation and
non-violation phases. I pér’manence-violat;on situation, the object did not appear on the
proper trajectory between the screens before eme{ging from behind the second screen. In
permanence-non-violation situation, it did appear. }n trajectory - violation situation, the object
reappeared from behind a single screen much faster than when it disappeared, whereas in
trajectorf'-non -violation situation, it maimaiqed the initial speed. In the feature-violation
situation, the object "disappeared " was different in feature from that "appeared”, whereas in
feature-non-violation situation, the object disappeared was featurally identical with what |
reappeared. Visual disruptions in the purnsuit of the object were recorded. In general, followiﬁés
were observed: The infants of 5 months showed disruptions in feature and tréjectory tasks
when they were violated, but no‘g in permanence tasks. On the other hand, the infams of 9
months showed disruption in all the three task conditions when they wére violated. From these
results, the authors concluded that a; predicted by Piaget's theory, before 9 months, the infants
did not develop object permanence concept. But the fact that the infants of 5 months showed
disruptions to feature and trajectory violation conditions implied that at least even at this age,

thev began to show ability to perceive an object as the same with itself throughout various

transformations. Thus, when the object.was not the same in'featural or spatiotemporal aspects,



the infants showed signs of detection of these difference --i.c.. disruption of visual tracking.

In applving the object identity concept to the infant’s acquisition of language, Moore

and Melwzof! (1978) hypothesized that the infant first applied the basic cognitive process to

transformauons of physical world to eatract invariant objects and then to the communicative

encounter 1o extract invariant relationships between adult’s word and these transformauonal

events. According to them, the infan!'s understanding of adult linguistic behaviour undergoes

the following procedures.

1.

[PY]

In the first phase, the i’nfaniindiaes not recognize anv systematic relation between adult's
words and transforma’ events: the in{ant 1s just about to respond either to the adult
behaviour or to the words, not to both of them sxm‘uhaneousl_\ .

Once the infant's understanding of transformations overlaps the adult's words, the infant
notices a svstematic tempora) relationship between the words and the transformationa!
objects or events. The infant imitates this purely tempora! relationship between the words
and transformational events.

The infant begins 10 attcﬁd to the sound sequence ot the adult words and their relation to
transformational objects or events.

Finally, the infant nou’c,es a co-variance bctwegn the adult's sound sequence and a

particular object.

In sum, the neo-Piagetian hvpolhesis aboul relatonship between the infant's cognitive

development and language acquisition can be summarized as follows:

1.

to

As the infant develops schemes of object identity, he conceives of QB_iecLs as invariant
throughout tranéi’ormationai phdses.

This object identity ‘forms a cognitive basis for the infant 1o extract invariant relationship
between words and their meanings over different transf ormations.

The function of cogrﬁitive deve]opmém is to enable the child 1o recognize and understand

such relationship between words and their referents and to utilize it in producing an

idiosyncratic speech.



Although, as argued in neo-Piagetian approach, child's matching process requires a
certain degree of cognitive function, many theorists have observed that the child "s joint
interaction with adult assists and cases the mapping process. For example, Ratner and Bruner
(1978), and Brown (1976) have showed concerx; with the highlv confined semantic domain of
shared activity. Their argument runs like this. Itra shared activity, linguistic topics are
primarily selected by the child and centered oﬁ the child's ongoing activity. Adult's comments
on the objects or events on which the child is directing his attention are likely to provide high
fidelity of relational information. Such informational input is likelv to ease the matching
process of linguistic form with its corresponding referem. and to promote associability of
reference 1o abstract linguistic structures ( Brown, 1976):

Halliday is one of the theorists who directs atiention to the notion of mutually shared
information. He (1975) proposed the concept of text as the fundamental function of language.
Text was defined as a situation about which information arising from situztional context in
which receiver and sender were present was formulated linguistically. According to his view, the
text to which linguistic reference is made is always systematically related to the situation
context, which largely determines the content or organization of the text. Thus, in order to
envisage the process in which the child discc;vers appropriate linguistic forms for various object
and events, and extracts invariant rules governing the forms, he asserted, it is required to
examine mutual relation between adult speech to the child and child speech to the adult within
the context of independent activity,

On the basis of Hallidav's notion of text, Shugar (197%) attempted a text analysis, in
which text constructed by two partners, adult and child, was examined. The analysis revealéd a
closely knit patterri of dialogue' unit between mother and child; the two partners were engaged '
in a complete matching reference situaion. When one of Athe partners started of f by referring to
some situation, the other partner took the partner's preceding utterance and continued to deal
with the same reference situation. It was mainly the child who made shift to a different

reference situation, whereas mother plaved the role of identifving and recognizing the topic that



the ch\i]d brought into conversation. As predicted by many-threorists, the reference situations te
which the child shifted were those which were casily accessible as sources of new imformation;
they were largelv confined to the child '« perceptual field. The primary function of the adult’s
utterances was to correct the match between the child's lcxi and appropriate linguistic form for
éhe reference situation.

An implication of this theoretical and empirica! support is that an effective linguistic
input requires high informational properties which ease the xﬁapping problem of
representational knowledge into appropriate Iinguistvi‘c form;s. Newport, Gleitman, H., and
Gleitman, L. (1977) proposed two hypotheses supporting the requirement of informational
properties of linguistic input. The first 1s "processing bias hypothesis”. The main idea of the
Impothesis is that th_e child has his own wav of biasing linguistic input. Linguistic input which
cén be fitte ! into his cognitive/attentional capacity is selectively attended to and other input
whigh .- hesond his conceptual capécity slips out. Newport et al. (1977) noted that,

The child mav listen primarily to high-pitched speech to speech accompanied by
pointing eve-contact and other gestures, to speech which begins by calling his name
and to speech which contains some familiar words. That is, he may attend selectively

when he has reason to suppose that he is being addressed, and such speech may have
special properties good for language learning.(p.11)

. This is not surprising when one remembers the main thrust of the cognitive hypothesis that the
v

4
child begins his linguistic learning with a pre-organized cognitive structure and this structure

largely confines wha: 18 expressed infinguisric form . It is borned out that the child's
pre-existing cognitive structure circumscribes the types of linguistic input and selectively
processes the linguistic input. The second hypothesis involves "referent-matching strategy
According to the referent-matching strategy hypothesis, the child acquires concept of syntactic
expressions most rapidly when he is placed in salient positions in’surface structures or provided
exemplars at the moment tﬁat his attention i§ drawn to the refegents (Newport et al., 1977).
These theoretical accounts imply that mother’s speech which includes 1) fine semantic
adjustment to the child's cognitive and linguistic levels, and 2) salient informational clues to :

referring meaning would facilitate the child's language development by easing the matching

.



process of words and linguistic forms.



HI. LITERATURI REVIEW
A. Facilitative Features of Mother's Speech

Interpersonal Functions of Mother's Speech

While there are abundant studies of mother's speech 1 the context ol hnguistic
interaction with the child, few attempts have been made 1o examine the. mother's speech with
respect to ity interpersonal funcuon: Most research has focused on the more or less linguistic
aspect of m‘othcr'.\ speech, whereas the motisauiona., rercona., and social aspects have gone
unnoticed. Schachter et al., (1974) recognized the lack of attention to the interpersona!
functions of mother’s spéech as well as of the child's spontaneous spéech, and conducted a
series of studies to meet the need. They pointed out the lack of an instrument for characterizing
the child’s spontaneous interpersonal speech and attempled to construct a scoring system which
would comprehensively cover all the child '« spontaneous uueran\\ce.\, On the basis of a vast
amoun: of data recording the children’'s spontaneous specch occurring during free play
activities, they propossd nine major categories of spomanéou:\ speech: Expressive, Desire
Implementing, Possession Rights Implementing. Ego-Enhancing, Self -Referring -including.
Jointing. Collaborative, Learn:rg Implementing, and Reporting.

On the basis of the identified categories, the,\‘ane'mpted to identity deveioprienial
changes in the patterns of spontaneous speech usage from ages~ 210 5. On the basis of Piager's
account of-child's ego-differentiation process, the: h}'pothesiz;d that the child’s speech would
reflect the adualistic state, gradual self -differentiation. and tne sovia. - dependent state in
sequence. As predicted. spontaneous speech of childrer vefore 3,0 comprised mainly of
Expressive staiement and Desire implementing statemehts. Following the intermediate stage
during which Possession and Right Implementing speech appeared. at the age of 3;0 or later,
the children began to show large proportion of Ego-Enhancing statements. In the domain of

social motives, a similar ego-mirroring speech was observed. Before };6, the children’s speech
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comprised of lm'\bcll'-}{c!crrmg statement, which required least dil‘l'eremmn(m of sell from
others. As the children grew old and reached the age of 3.5 they began to show Collaborative
statement, which required the high level of diftferentiation ability . The results led 1o o
conclusion that .thc child’s spontaneous speech largehy reflected the developmental continnum
oI'I" his ego state,

Based on the scoring system developed for the child's spontaneous speech, the authors
identified six major responsive speech cat;gorlcs for carctaker s speech- -respond to Ch (child)
}:xprewvc. Desire Imiplementing, Ego-Enhancing, Collaborative., Learning Implementing.
Reporting communication- -and five spontaneous speech categories- - Restrict -command
Activaie, Reports on Ch, Provide knowledge or Teach, Report on self . other, thing.
Caretakers’ speech to chiidren from 2;0 1o 5:0 was examined. Caretakers' speech was largely
geared to the children’s ego state and boosted their ego-differentiation. Before 3;0, when the
children's speech comprised of Desire Implementing and Self -Referring - Including statements.

the caretakers’ speech mainly functioned to explicate the children's desire and 1o make reports

on the chitdrer « bcha\'lour .Car‘ctakcrs spoke o behail of the children's ego which the
children did not vet possess. After 3;0, when the children showed greater proportion of
Ego-Enhancing statements, the caretakers’ speech switched 10 ego-boosting speech and
I

facilitated the children’s burgeoning ego development. When the children s speech became
sociallv depgn‘dem speech, the caretakers reflected this transition and produced more sociallv
based speech, such as explanation or justification of the children's babaviour according to
social norm. In particular, caretakers’ speech to the children of 2:0 was characterized by
alter-ego speech. It mirrored the speech of the children themselves?amplif&ing the children’s
own impact, and affirming their role as the active explorer. In general, it served the role of the
ego that the children did not possess.

The researchers applied their analysis of interpersonal function of caretaker's speech to

different social groups (Schachter, Marquis, Bundy, & McNai'r, 1977). They noted that SES. .

differences of mother's speech lav in the speech act, interpersonal functions of speech rather
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than in syntax of semantic, Responsive and spontaneous speeﬁh of mothers of three social
groups- -Black advantaged, Black d‘isadvantaged. and Whité édvamaged- -x\ierg examiﬁed with
regard to the various subcategories of Functions of ImerperS(‘mal S}peech of Céfretakcr
(FIS-C). Significant social class differénces wefe fquhd in three subcategories of responsive
speech. The advamgged mqthers, regardless of“ their ethnic béckgmund, were’mo're likelv to
respond to the children's Desire..Ego-Enhancin(g statement and Re%‘ort. In comraét, the
'disadvamageq mothers were more likely to produce restrictions or commands. In concluding the
results, the authbrs suggested that advamage.d mother's speech styvle was more likely o |
facilitate the child's.language and cognitive developmeni by fostering the ego-differentiation
process. |

In sum’,’moaiher"Sispéech which is finelv geared to the child's egoistaie would assist the

o

child's language development by facilitating the child ‘s ego differentiation process. |
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'l o

e

; Q

Informational Aspects'of Mother's Speech K

"

A number of studies havg demonstrated Lhal mother's speech WhiCh accompanies
informational clpes to the mean.ivngs that the chitd i;é' learning assists the child's lg'nguage
'developmem\. E\'idenée has been drawn from three sources,of‘inl_"orn}i‘ation. The first source is
)r\elated 10 the analvsis of sha{ed activity éuch és the child's plia_\‘ or book reading. Th"e second
source is drawn from stuaies of tixe ¢ff¢ct; of concrete referents on 1anbguageAacquisiLion. The

; Iéa‘ source of evidence is found in'in‘ves.tiga‘tions of the effecfs of recast-type of

communication. Let 's first consider the effects of shared activities.

Sh_éred Activities .
| | Many theorists have cqnsidered the cﬁild's play siiualion as an optima!l environment for ‘

. Ylanguége learni‘ngl Child's play situation-is cﬁar’atterized by 1)largely ;estricted sgmam_ic

. domain and 2)a task structure which can iae easily predicted. These envifonfnental conéitions

- are tho'ugﬁt to permit child to learn a specific f&irn of speech.of which meaning he fullv

understands. In a study done by Ratner and Brunera,( 1978), it was observed that specific words

ko3l
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learned and understood in a play situation were utilized in actual life routine of which
situationél context resembled the play situation. Richard, one of the subjects, for"examplc',
learned_lo say "Hello, house”, when he saw pieces f‘rom;a house puzzle. He repeated this word
whenever he saw the pieces. During this routine, one day i;)happéned that the doorbell rang.
Witﬁoul any (ﬁifficulg.:\? in shifting from play situation to reality, he pointed to the Eioor and
called out "Hello!". This observation implies that child acquires certain forms of speech ina

. situation which provides the most salient clues to the meaning, and subsequently utilize and ‘
generalize them to similar situations.

Book reading situation has been also thought to serve the same function as play

situation. In a book reading situation, child looks at a particular page in a particular book. And

-

the adult's potential utterances are greatly constrained by tj#ntent of the book. Thus, the
child ehcoumers particular utterances recurting over the particular situations. This highly
structured and frequeml};_repeated routine has been regarded as the most eppropriate linguistic
context (Ninio, 1980: Ninio & Bruner. 1976). Snow and Goldfield (1983) traced the child's.
acqﬁisition of SpeC.iﬁC lexical items and constructions by analyzing recurrent ‘piCIure discussions
betweén mother and child. They observed that thé two partners were both talking abdut the
same picture and were respor}sive 1o one another. In particular, almost all of the chiid's
‘utterances were responded by the mother, whereas most of the maternal initiated utterances
were not. In’general, all the information units introduéed by ihe child were likelv 10 be‘-"
responded by the mothe'r.'s subsequent_utterapces. The authors interestingly found that thére
were strong contingencies between the informational units mentioned by the mother at earlier
discussion and those mentioned by the child at the later ones. In 37.7% of the caseg, the child
took over the role of providing information units menti__or‘led by the mother at the earlier
discus: t was assumed that :the chil‘d acquired those verbal units m‘enfioned by the mother
vthrou‘g’h recurring situation of particular inf ormazibn. The auphor hypothesized that'ihe child
learned a particular lexical meaning b uifffzing a strategy like identify a situafion; remember

- what is said in it, say that yourself the next tgme the situation recurs. Situation-specific
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tmérancés. routinization of sivtuations and prédictability of adult utterances f%rom situation were
suggested o g__onstilute the oplim_al"iangqagg-learnin‘g situation.

In sum, shared activities constitute a highlv informational linguistic environment:
While the child 1s ﬁaying atiéntion 10 a certain object or event, a propef l‘mguisnc form i<
p}esented in a company with its referents. The child is provided with proper linguistic form for

the referents.

Actual Modeling
A number of studies have demonstrated that linguistic inputl accompanied with concrete
information does assist language acquisition. In a study conducted by Brown (1976). referen:

concreteness proved effective in promoting the child’'s svntactic comprehension. The author

S

noted, ' A

Parents do not converse with voung childrer about things or events that are not
physically present until the children acquire some verbal competence. The text in
which speech is learned is likelv to affect acquisition of linguistic comorehension by
influencing perceptual and symbolic coding processes governing observational learning.
(1976:p. 187)

A hypothesis was proposed that the child's svntactic acquisition would be enhanced when &
verbal model was accompanied with concrete reference. Subjects were divided into four

modeling conditions: verbal modeling with enactmen: of the constructions. modeling with
v ! , .
pictorial referents, modeling alone, and no-exposure contro! condition. As predicted, the group .

©

which received verbal modeling of grammatical constructions in conjunction with concrete

referents showed greater comprehension than the other groups. The control group which did

.

no! receive any modeling tailed to show any improvement in comprehension. The groups that
were exposed either to verbal modeling with pictorial referents or to verbal modeling alone

showed an intermediate level of comprehension. The effecis of concreteness of referent were

* discussed from 3 aspects; salient information of relationship of agent-object, easy processing

R L2 ’ . '
of cogni@'represemalion, and high associability of real events to abstract linguistic structure.

A similar c;t;serva‘%ion occurred in a study done by Tfouni and Klatzky (1983). The

authors intended 10 investigate pragmatic and semantic influences on the child s deitic

]
TR
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comprehension. The subjects were divided into two groups: pragmatic group and semantic -
group. In t‘he pragmatic group, deitic words (e.g., this, that, here and there) were accompanied
with a pdiming gesture, whereas semantic group was given the words yvithout actual modeling.
In each group, the children could take eilher of two roles: addressee and spectator roles. In the
addressee condition, the children participated in the play situation and plaved the game with the
’ A
experimenter. In the spectator condition, two experimenters plaved the game and the children
just watched them playing. The children's response to the direcu‘qns that the experimenter
reqhested was recorded. As predicted. in a group comparison, the pragmatic group showed
fewer deitic errors than the semantic'group. Within each group. the role of spectators led to
more errors than that of addressee. The data showed that the presence of a pointing gesture
accompanying deitic words greatly facilitated the comprehension of the words. With regard to
. the effect of pragmatic deitic meaning, Tfouni et al. pointed out
The child 's linguistic représema‘iion of place and space is not sufficiefit by itself 10
provide all the information required by a pragmatic use of language, when the
participants must situate themselves and their utterances in the context of the physical
environment. The complement for the partial meaning furnished by the linguistic word
for deixisris found by the child in the pointing performance.(1983:p.131)

In sum. it is apparent that concrete referents accompanied with actual gesture promote

the child’'s understanding of words by providing sufficient ciues for him to ease the problem of

mapping cognitive represema' the words.
Recast Txpe of Communication &
A nu#hsr of studiés have shown that mother's recasting tvpes of communication (e.g.,

expansion and exténsion) are partiéular]y effective for the child's language acquisition (N“elson,
1973, 1980). T'here are several explanations why the fecasl procedures are- so effective for
syntax acquisition (Strohner &‘Wei.ngartedtn, 1982). The first explanation is concerned with the
unchanged meaning of the child's utterances. It is assumed that in the recast corﬁmunication,
the words exchanged are quite clear to the child, 50 that the child is able to comprehend their

meaning easily. The second explanation is related to the high attention and motivation of the

child. 1t is thought that comments on the exemplars on which the child draws attention



"faciliate the acquis‘iu‘on of appropriate svntactic structure. The third cxplanation involves that
the expansion of language structure encourages more language practice and more effort to
communicate fully.

Among the three explanations, ;hs first one seems 10 be most plausible. In recast-tvpes
of communication, the child's utterance 1s reformulated in a more grammatically e'la_boral‘ed
manner without changing the jhlended meaning. In other words, the child has received-the most
appropriate linguistic forfn for what he intends to express through the lrecas'. 1_\';5‘:& of

; ‘
communication. Presumably, the recast types of speech facilitate the language developrﬁem by
providing the child with adult expression which encodes precisely the semantic relations that the |
child 1¢ intendiﬁg 10 express at the time (Cross, 1978). R
Manv studies have shou'n that such types of communication facilitate the child’s

language development. For exampie, Nelson, Cérskaddon, and _Bor;\'illiar (1973) conducted a

study-to test the hypothesis that the child s acquisition of s_\'ma; could be facilitated by an

adult's provision of new svntactic information 1n relation to seniences of the child. T‘hc
.

subjects were assigned to three conditions. recast sentence, new sentence, and control group. In

the recas: group, the experimenter responded with expansions to grammatically incomplete

sentences produced by the children. In the new sentence group, the e;\'perimenter's TESPONse
specifically excluded the content words, of the children's preceding sentence. In the control
group, no expérimenter's intervention was involved *The results showed that children in the

TeCas. SenLLnce group'were more advanced in linguistic-development than those who were in no

treatment intervention. Children in the new sentence group showed no significant advance

relative to the recast-sentence group. It was discussed that the adult’s recast sentence which
largely overlapped with the child's preceding utlerances allowed him 10 compare the way in
which his-own surface sentence and {he adult’s surface sentence expressed some ol the same
under!ving ',:f."“f_il);di.ILdeIOhShipS.

Cross (1978) observed the same effect of recast type of communication. It was found

that mothers of linguistically advanced children produced more recast and synergistic type of
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commun:ication than those 6f linguiSLicali)':normal children. The author attempted to '
characterize and narrow down the list of effective feal\li"res of mother's speech which facilitated
the child's language development. The subjects were assigned 1o two groups- -accelerated and
normal group-- accordinglto. the scores on a test of comprehension. Mothers' speech of each
group of children was examined with respect to various features of communication (e.g..
syntax, discou‘rse adjustments, speech stvle ,and references). Surprisingly, the results showed
thal there was no difference in syntactic aspects. Rather, a great difference was observed in |
discourse features. Th.e-mothers of accelerated group used significantly greater repetition of the
childrer ‘¢ utterances. Repetitions were presented in the form of complete or transformed
expansions. They also produced larger number of semantic extensions than mothers of nérr:hal
group. Furthermore, the mothers of accelerated group produced much greater proportion of
syﬁergistic sequence. of which utterances were mostly relatéd to the children’s preceding
utterance. In contrast, the mothers ofho_rma] group were more likely to introduce semantically
new utterances to the children's preceding utterances. These findings strongly 'suggest that
mothers” speech which is semantically based on the children’s preceding utterance, so that the
children can easily understand the linguistic input, i$ more likei)' to facilitate language

. development. ' '

In an attempt to characterize adult s'peech which pred‘ictsvthe child’s language
development, Barnes, Gut-Freund, Satterly, and Wells (1983) also found that extending
utterances which picked up _and élaborated, or added to the meaning that the child had just
contributed, were significantly a'ssociated with the language growth. As in the study done by
Cross, they did not find any significam imercorrelalion between the mother's syntactic
complexitv and the child's level of language development. With regard to the effect of the
e_xtending utterances, they argued that adult input which had éomingem relationship_ with the
child's utterances enharnced the child's motivation to engage in conversation. For this reason,

they predicted that extending utterances were significantly associated with the child’s linguistic

progress.



As the authors pointed out, motivational aspects of’. the contingent communication are
also important, and constilm;“ part of the effect. Nevertheless.-many Il;corists tend to favor the
info'rmalfonal imcrpretation‘ Expansion. semantic extensior., maternal rcdunddnm ancd
elaboration of the child's preceding utterances are assumed 0 help the child to discover
appropriate linguistic forms for what he means to exﬁrcss (Broen, 1972; Cross, 1975, 1974

Snow, 1972).

" B. Social Class Differences o

Social class differences in mother's behaviour largely lie in the "child-centered
communication”. MC mothers are more likely to behave from the child's perspecuive and to
consider the child's attention and needs, whereas WC mothers are nét. This gcheral picture of
social class differences has been found in various aspects of mother’s behaviour. Frstly, let us
con‘sider the tvpes of social control exerted by the mothers of each social class.

Tvpes of Social Control

ernstein (1961) conceptuahzed the mechanism underlining the transfer of social
structure to parent's behaviour in terms of the linguistic code. According to him, mother's
social status confines her accessibility tb a certain linguistic code. W‘nile MC mothers have both
the elaborate mode and the restricced mode of speech at'their disposal, WC mothers have
accessibility only to the restricted code. Through these linguistic codes, mothers of each social
class transmit different regulatory straiegies, cognitivé styles as well as linguistic code.
Bernstein (1970) distinguished the family system of each social class by the degree to which the

individual member of the family plaved role in decision making. He identified the MC family

with person -oriented role systems. and WC family with position-oriented role svstem. In the
person -oriented MC family, the child is treated as an individual and allowed to achieve a role
within the communication svstem in terms of his unique social, affective and cogniuive

characteristics. The psychological qualities and characteristics of the child are greatly



. 3%

appreciated. In contrast, in the position-oricntéd WC family, individual role svstem is strictly
distinguished by the status of the mem{)cr within the family. Decision is made as a function of
, ‘

, the status of the child, not of a quality or characteristics of the child. Thus, the communication
system is more of less unilateral rather than reciprocal. In controlling the ¢hild’s behaviour,
MC mothers use personat controls, which are contingent on the specific problem, cohnlc"xt, and
nature of the child. Thev are more likely lo use appeals rather than unilaternal ;mperali\'es. In
contrast, WC ‘mothers produce more imperatives. The content of the control is oriented and
sensitive to the child’s positional hierarchyv rather than 1o individual qualities,

In a study done by Cook -Gumperz (1973), Bernstein's main thesis of person-,
position-oriented role system was exactly replvicatec‘i. She explored the responses 1o the questions

of social control given by the mothers and their child. Consistent with Bernstein's theory, MC

M

%

mothers used more personal controls and child-oriented affective appeals. whereas WC mothers
used more imperalive conirols. Wootton (1974) also observed that in a contrdl cbme.\'t, MC _
mothers were more likely to solicit intert from the child (e.g., wants, hopes, abilites, likes,
and dislikes etc) lu presenting a controi stat'emem, MC mothers used greater proportion of

:
non-regulative statements; they made their controlling command so explicit that the child could

understand the reason for being controlled. Thus, MC mothers' controlling statements took the

form of strong suggestions and iustifications. In contrast, WC mdthers used more frequently
4

/

negative indirectives or imperativés.
The WC mothers' unilaternal tvpe of'éomrol technique was also confirmed in a studv
done by Kamii and Radin (1967). They observed tha;, WC mothers, in influencing the child’s
behaviour, used such techniques as commanding without explanation (35%), requesting without
éxplanation (25%). coaxing and warning o7 threatening (6%). On the other han®MC mothers
used more {requently consulting' (14%), and gentle requests with explanation (12%).-On the
whole, MC mothers tended to consider the child's intention and need in influencing the child's
behaviour, whereas WC mothers used more unilateral techniques, which did not consider the

child's position or needs.
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Hes< and Shipman (1963, 1967) also rccognized‘s;xch distinctive contro! tvpes of cach
social class and suggested 3 types of speech acts used by mothers to control the child's
behaviour: appeals to authority | subjective-personal apbcal&. and ngmm'c-rational appeals,
Theyv designed a research to examine mothers of diffefent social classes with respect 1o these
control stvles. Consistent with the other studies, MC mothers used few imperative appeals. ,
Instead, they used more appeals to reason. WC mothers used more imperatives and fewer
cognitive rational tvpe of controls. In addition, they found. imperative control techniques were
negativelt assnciated with intellactual performance, whereas subjective-personal and
cognitive-rational techniques showed positive correlation with imel]cgma! performance. In
general, in controlling the child '« behaviour, MC mothers tended to consider the child'¢
situation and his needs, whereas WC mothers unilaterally carr.ied the control statement wilhou';
taking into account the child's characteristics.

Insum, Lpe locls of MC mothers' control lies in the child's personal characleriSLics’.
whereas WC mothers’ contro! is primarily based on their positions or authority. This difference
is manifested in the MC mothers’ person-oriented rol’:»s,\'slcm and bilaternal communicative
patterns. and in the WC mothers’ position-oriented role system and unilaternal

communication,

Specificity of Linguistic Input

Another source of information supporting the spcial class differcnlces in child-cemefe’d
communication i¢ found in the studies of cogniti\-e‘aspects of mother’s speech. Hess and |
Shipman's (1965) classic study of SES differences it mother's speech observed that mothers
from different socx\al classes showed variations in the degree’ofﬂ specificity in relational terms
that focused the chil‘d's attention on characteristics of materials. WC mothers were observed 1o
act withou taking sufficient ume for refiection and planning in their interaction with the child.
Asa conseq'uence, their speech was less likelv 1o be related to the child's preceding act. It

lacked meaning; it was not sufficiently related to_the context in which the communication
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occurred. 10 the motivations of the participants, or to the goals of the t’ask. On the whole,
cognitive environment that WC mothers provided was less controlled by attention to the
individual charéctcristics of a specific situation. In contrast, MC mothers tended to provide
precise and cssemiél information necessary for solving the problem. Their inforr,nalion was
context- and problem-specific. so that the child could efficiently utilize the information.

" Furthermore, social class diff"erc;,nces were also observed in the content of the information. WC
mothers tended to provide immediate and direct solution. As a consequence, the child feceived
less chance to reflect on and anticipate the congequences of his aClio;;s. On the other hand, MC
mothers providéd precise and essential, but suggestive information and led the child to reflect
on the problem and to foresec the consequences of his action. In summarizing the findings, the
authors suggested that SES differences lay in the extent to which mothers placed the behaviour
of their child in a context of meaning; in the extent to which the information was relevant to
the person or the context.

The same idea was reviewed by Brophy (1970). Mothers and child'ren were given the
1ask 1o sort the blocks into four groups according to height and mark. Mothers were asked to
teach the child to perform the task. Mothers' verbalization of specific labels and focusing
behaviours were recorded over 3 situational conditions: ofiemation period, pre-response

-l
instructions, and pbst-r'eéponse feedback. The purpose of the introduction of situational
variables was to-examine:fnother's behavioural variation occurring as a function of situational :
pressure. As consistent with Hess and Shipman's findings, MC mothers were observed to make
~ more Televant attributes more_sgliem to the child. MC mothers were more likel,\'. to supply 2
specific label referring to the attributes of the blocks and to draw the child's attention to the
relevant attributes by making them more salient in his perceptual field.

In a studv done by Bee et al. (1969), the same picture of socéal class differences in -
maternal teaching strategies emerged. In the problem solving situation, l\(iC mothers were more

likelv 1o produce a helpful statement soliciting a change or modification of\‘-\th‘é child's activity;
A

they were less likely to introduce non-verbal behaviour, such as a moving model, or handing



the child a block to use. They tended 1o make an effort to lead the child to solve the problem
with appropriate information. In contras. W mothers tended to give specific and detailed
solutions 10 the problem. so that the child was deprived of chances to refiect on the problem
and to foresec the solutions.,

In sum, the findings drawn from this group of studies appear to confirm the idea tha
social class differences lic in the child-centered communication, MC mothers tend to allow the
child to work at his own pace. offering precise and essential structuring suggesuons leading 10 2
solution, They encouraée the child to explore the pré)blcnt on his own. But W(C mothers tcnﬁ 10
provide a complete and detailed information and interrupt the child's activity . As a

consequence, the child is lese likely to have an opportunity 1o fulfill his capability.

General Interactional Attitude

Another distinctive feature of mother's bcﬁa\'lour in which large social class differences
are predicted is concerned with the mother's genera! attitude about interacuior with the child
In general. MC mothers have more acuve dialogue stvie, whereas WC mothers are characterized
by passiv; dialogue stvlc. The earlier study conducted by Zunich (1961) already noticed this
general picture of social class differences in child-rearing atutudes anc maternal behaviour. MC
mothers were observed 10 show higher score on contacting, directing, helping_‘ interfering by
structuring, observing attentively, and plaving im‘erache],\ . WC mothcrs were higher on the
categories of. remaining out of contact: they were less likely 1o iniliate a cooperative interaction
witﬁ the child.

Wootton (1974) reported the same observation. Analysis of M ther s behaviour outsidé
of the control context showed that WC mothers questioned their child less than MC mothers:

. N

WC mothers also made fewer remark. Even when theyv were given chances powextend the

conversation, WC mothers were more likelv to miss the opportunities ang to discontinue the

A\

N :
dialogue.On the other hand, MC mothers tended 1o take up more opportunities in dialogue and

to provide more additional information which enabled the child to elaborate on the ongoing
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topic. 1t was discussed that such an extended dialogue by the mothers functioned to transmit
information defined by adults as relesant 1o the discussion and to encourage the child to extend
his knowlédge of the relevant lopic’.

WC mothers' passive role in‘interaction with child was also noted by Kamii and Radin
k(]%S). The authors made an observation of mother's behaviour to the child's expressed ri:ecds.
On the whole, WC mothers were less likely to respond to the child's demands than MC
mothers. Consequently, WC children received Jess gratifying responses than MC children when
thev attempted to receive such responses. Furthermore, MC mothers showed larger proportion
of mother-initiated interaction on the child's implicit demand of companiqnship and affection;
WC mothers were telatively less sensitive to thé child's implicit solicitation of needs. These
findings strongly suggest that MC mothers are more willing to attend to the child s needs; and
this underlving attitude is reflected on their relatively high frequency of responses to the child’s ‘
demand and mother-initiated interaction.

Studies examining fhc mother’s behaviour with respect to various situauional variables
also present a strong support for the hyvpothesis of active-MC mothers vs passive- WC mothers,
A number of studies have predicted larger social class differences in situations where mothers
have more freedom in initigling an‘d structuring the imeractioni. In a study done by Brophy
(1970). most consistent differences favoring the MC mothers over the WC mothers occurred in
the orientation period and prefesponsive instruction period. During the orientation period, the
m;)thcrs were invited to explain and to demonstrate the task to the child before providing the
first specific instruction for solving the problem. The preresponse instructions involved
mother ‘< anv directions t. ne child befote she made each response. Thus the child's
performance under these two situations was largely dependent on the mother's effort for
helping the child to focus on the task and providing the specific response process. The result
was interpreted that MC mothers were more proactive, whereas WC mothers were passively

Teactive in enactling communicative interaction with their child.



Snow ot al. (1970) also presented a similar result. Most significant soctal class
differences were found i the free-play situation .in which situational support for
communication was less than in a situation like bookreading. Dunn ¢t al, (1977) observed the
same phenomena. The. “ound that mother s speech in the contest ol jomtattention o pictures
or books was linguistically rich. In the book context, mothers produced more semantically
related utterance, more svnergistic sequence, and less controlling behaviours, which were
confirmed 1o be positively related to the child's language development. Of imporiance, whilke
there were social class differences in the freauency of these features in other conteat, ne such
differences were observed in I/h{‘ hook reading context. At the purely empinical level, these

Tindings sugges: that social class differences will be minimized 1n <ituations which circumscribe
the possible range of parental behaviour, whereas'more. pronounced SES differences should
occur when mother has more freedom n .mmatmg and structuring interactiorn. On the whole,
WC mothers tend to take less effort 1o mitiate and structure the communizative x‘mcramoﬁ S0
4 10 Mane &0 interesting as well as instructive unjess they are pressed by situationai factors

Schachter and Strage (1982) also recognized the SES differences in mother's attitude n
‘enacting communicative interaction wiLh the child. They distinguished two types of speech
pattern fof each social class: "speaking-to-chilé" aﬁd "speaking-with-child”. WC mothers’
speech was charactenized by 'cneaking—to-child. They showed more frequent use of directives,
direct instruction, and refusals. Also tpe} were described 1o be primarily concerned with
coﬁtro]liné the child's behaviour and his em'ironm‘cm rather than with maintaining attentive
communication with the child. On the other hand, MC mothers’ speech was characterized by
the pattern of speaking-with-child. They were more likely to 1nitiate a sequence of
conversation, Tesponding 1o a prior utteran.e 01 \ne onngG, and usually continue the topic
introduced by the chilc.

An evidence supporting Schachter and Strage's distinction of speaking-with and -10
-child 1s drawn frorr@.gtud_\' done by McDonald and Pien (1982). On the basis of the previous

M

studies suggesting that svntactic, semantic or various discourse features of mother’s speech are
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1ust reflections of mother’s speech intent, thes cx.&mincd interrelation between two proposcd
speech intents: “conversational mtent” and "control ident ™. They found that mother's speech
characteristies could‘bc- polarized around the two negatively related mlcm clusters. They
concluded xhzu.il' this was the case, mother's speech characteristics mhsl be largely determined
by her underlving intention either to control or to converse with the child. Of interest is that
speech features belonging to control-intent cluster showed a parallel to those of WC mothers’
specch, whereas speech features clustered in conversational intent were analogous to MC
mothers’ speech. For example, directives and imperatives, which were typical of WC mothers’
speech stvle comprised of the control intent cluster. whereas the“use of frequent questions and
\r.
encOuragement of equal participation, which represented MC mothers’ s?becch stvle, constituted

the conversational intent cluster.

These findings are very suggesuive and 1o a large extent consistent with other studies

reviewed in the preceding section. Thev are likely to lead to a conclusion that MC mothers’

heech stvle is determined by conversational intent and WC mothers’ by control intent. But a
Jion must be taken in drawing such conclusion. Depending on the child’s beHaviour or
Bidional rhciors, mother's speech intent mav change frequently. For example, when the MC
mother sees need to restrict the child ‘< behaviour, she will also resort to a controlling or
resuictiné command. Thus. it is no! desirable to polarize mother’s speech of each*ﬁal class at
either of the two extreme speech intents. Rather, at this point, it will suffice to h_\'pox*size
that social class differences of mother's speech partly lie in mother’s leadership role in’ "
initiating and maintaining the communicative interactior with the child; and this underlying
attitude largely determines the various speech variables, such as syntactic, semantic, or

discourse features.

Linguistic Features
As pointed out in th~ pitt 1, there have been relativelv few studies which examine the

linguistic aspects, especially discourse features of mother's speech of each social class. Snow et
3
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a‘l."s‘ (1976) §tudy is one of the fewgstudies focusing on the linguistic aspects of mmhlcr’s

speech. The‘\' found that WC mothers’ speech was Signifféaml,\' associated with poor langu.égc

growth their speech inv olved high frequency of 1mperat1ve which were found neoauw]\
assoc:lated with language development, and little substantive d°ms ‘v\thh were posmve]\
correlated with growth in éocabular\ (Newport, 1974) In contrast. MC mothers were observed

_to produce more expansions of child 9 utterances. WC mothers _@ffered no expansxons.‘the_\' just
, .

'repeate”. their own utterance. both exactlv and pam'all) . Schachter (1979) also observed the
same phvnomena MC mother< produced rnore repetitions of the child's spemh WC mothers
produced more exaci repetition. They also showed more frequem use of dxrecmes 50 % of the
WC mothers' speech consisted of directives. These findings evidert!y suggest that MC mothers”

speech would be more likelv 10 assist the ¢hil’ « languare developmer” than WC mothers.
. L



IV, METHODOLOGY v

A. Sample Cy

J The samples of 10 high class mother-child dyvads and 10 low class mother-child dvads
were drawn from the Seoul area to represent the two social groups. The mothers were those
that the rescarcher'’s fémily knew. They were contacted by either phone or visiting. The)"were
Eoid that the research involved an investigafion of child s language development. That the -
mother's speech was the focus of the study wa-s not mentioned. SES variable \;xfas not also -
mentioned.

The mother-child pairs were initially assigned to either of the two social groups on the
basis of .crude sampling of the fat’her‘s occupation, using professional job for the High Class
(HC) and non-professional job for the Low Class.(LC). ‘ A more précise comparfson Qas then -
made by checking each sample against korean Occupational SES Index 5(Hor1éef al., 1982). In
addition to ihe féther's occupation, the mother's cd'ucatio‘nal level was also taken into
consideration. Those i‘amil‘ies that fell toward the extremes of the SES I'ndex and educatjbnal
levels were assigned to high.and low class groups, respectivel_;'.

Occupations of the HC fathers included clerical supervisors (60%), university, - i
préfessors (20%), medical ;:loctor (10%), and newspaber editor (10%). Most of the HC subjects
were living in a two o1 th;ee—bedroOHA apartment. The apartments were all located.in the
southern part of Seoul, where expensive apartme.m;s @ere recently built up. The rest of the HC
subjects had a private house which had more than three bedrooms. The HC group houses were

r-wéil furnished with decent furniture and provided with most of the so called "cultural

facitities ", such as TV set, audio set, or musical in.‘strurnem (e.g., pianO).. etc. More than half
of the‘HC subjects owned lhven own private car. On ‘th>e average, the HC mofhers completed
more than the thirci year of univérsity education. And_ nine out of ten HC mothers did not work

~ “*Since the upper social class samples were in fact High Class rather than middie
- class, they are referred to 'high class, whereas the WC mothers were referred to
*See appendix 1.
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and spent most of the time at home.
. On the other hand. the LC fathers had occupations of which SES indey was below 50,
such as printing. Siri\"cr, or labourer. One 6( the remarkable aspects of the L.C living
en\'ironmen; was that most of the LC families-did not own their own hous¢ or apa'nmcm. 90%
of the LC subjects had only one be.droom rented in a private house: In that case, they were
provided with a small sp-aceAfor cooking attached to the room, with no bathroom or living area.
The single room served the purposes of sleeping. living, and eating. But most of the LC
families had at least the basic electrical items such as TV set, radio, or fridge, eventhouigh those
were all pécked in the small single room. The LC mothers finished their education up to junior
high schoo!l which was equivalent to grade Q.‘ and like the HC mothers, all of the L'C mothers
did not work. | |

":%The éhildren’s age ranged from 25 10 34 rm;mhs. Children who showed anv indication
of phvsical or mental disabilitv were excluded. Children’s séx, age, birth order, and the number

. . . . ' ¢ . .
of siblings of were controlled. The descriptive data for the two social groups are shown in Table

1.

Table 1: Descripuve Data for the Two Social Classes

High Class Low Class " -value

[+2/3
P

N v 100 ' 10

SEX F:2M:% F:2M:8

Age 2.4 mon. : 26.2 mon.

Birth order 1.4 1.3

No. of sibling . S A , 9

Fathers’ 7277 36.72 e 9.28%
occupation® ' . '

Mother's 15.6 : 9.00 5.96%%*
‘education(vears) ‘ -

"

***. p<.001, two-tailed,

| SES index
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B. Observational Procedure ' < » »
The observational procedure consisted of a single instance of the researcher’s visiting
the home of each subject. At the time and date convenient to the respective mother-child dvad,
the researcher made a home visit. At first, the mother was given a rDu‘gh idea about the 4
rescaréh and procedures that she was going to participate in. The mother was told that the
research was concerned with éhi]d 's langu:a'ge development during-toddlerhood. That the
mother’s spf;ech was the major interest of the research was not menEioned. It was e)\:plained
that there wbufd be two 15 minutes of interactional sessions and that she would spend time with
the child reading books and plaving with tovs. The mother was informed of the recording

e

e edure, and also assured that there was nothing aversive to the child's development and that

3 ."), :4;,,"‘" p B

,.aézf;}:x?i:}&ﬁrf%?dﬁta collected from the opser\'atiphs would be used for research purpose only. The main
.
goal of the first part of the visil‘lay in establishing a friendly atmosphere with the‘mother and
the child. Thus, having éxpléined to the mothér about the research and the observational
sessions, ihe researcher chatted for a while with both the mother and Lﬁe child. Since the
mothers already had an acq‘uamt_ancc with the researcher,

tt(lc whole procedure in each sample

» went in a friendly and relati\:el.\' easy atmosphere.
(After a lengthy warm —'up pe'fiod, thAe two.sessions of Interaction started. Tﬁe first
observation was 1o examine the mother's speech in a bookreading situation. The mother was
told that Ihek purpose c;i‘ ihe particu"mr session was 1o study thé child's verbal reaction 1o the
pictures in books. The mother-child dvad was then given several pict%@-\booksthat the
. . RIS

researcher had prepared. The mother was encouraged to look at the:ﬁoéks with the child as .she
normally did. In a couple of minutes that they started looking at the books, a tqpe-recorder
was switched on and placed neas Lhehu. While the mother and child were engaged in reading the
books, the reséarcher was ;areserﬂ in the same room and observed them interacting. The
bookreading interaction continued for 15 minutes. |

Afler having a break on completion of the first session, the s‘ecbnd/toyplaying session

started. The second session involved an examination of the mother's speech in a toyplaying

N
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situation. But the mother. like in the case of the first session. was told that the observation was
to evaluate the child's verba! production in a toyplaving situation. The:mother -child dvad was

rovided a%‘bé ful of tovs and invited to plav together. It was explained tha: there was no
p £ P g p .

specific way of plaving with the tovs. The mother was repeatedly encouraged to act as naturaliv

as possible. While they were plaving together, the resea{cher was present in the same roiom and
observed them. The second session also continued for 15 minutes, '

On complerion of the two interactional seésioﬁs, the rese‘grc #nqmred of the mother
1h° father S OkCUanOﬂ her educational level, and the olher pﬂrsona‘ data of the child. Having
finished the whole procedure, the researcher exp]ain_ed the real purpose of the research and the
reason that it had te be masked te the mother, and asked a pf;rmission 10 use the data. In most
caées, the“mdther was cooperative. Finally | the researcher thankéd the mother and présemed a
small gift to the child.
gy o
In conducting the observational sessions, every attention was given 10 put the mother

and the child at ease, and‘1o consirucs each observationa! situation so friendly and comfortable
. .

that the mother-child dyad could behave normally an. naiuzally as dlese as possible to their

routine interaction. The following efforts were made particularhy . Firstlv, while the researcher

«

-was observing the mother-child interaction, no observational note was made in front of the

sample. Anv important or necessary notes were made shortly after the researcher’s leaving the
sample's hou_se. Secondi_gii no questionnaire was used to obtair the sample's personal data. The
information was obtair;f:d I;hrough a friend” ;on';gif'scxtion with the mother. Thirdly, not manv
restrictions were imposed on the child's behaviours as loné as the child staved inside the room.
When the cr}i]d fnsisied on reading his own books or on"plaving with his 6wn tovs, he was
allowed to do so. Sﬁch a case occurred once in one of the hig: ciass samples. Fourthly, the
observation sessions took place wherever the mother and child felt comfortable. And each
session was preceded by a lengthy warm up period.

While the observation sessions were in progress, other members of the family were not

present. Sometimes, however, the child’s sibling was present in the same room. This was
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inevitable in the low cléés families, most of which had oniv onc bedroom without anyv other

living a‘rea. In that case, the siblihg was allowed 1o stay in the same room, Hut it was made sure
that no interaction occurred between either of the mother-child dvad and the sibling. When the
chilgwerned his atiention ‘Io the rescarchef. he was responded in a minimal wayv and encouraged

toNgq back to the mother. .

OC. Materials and Equipment

In order to make the interactional situations more or less the same for all the
mother-child d_\;ads,_the researchér supplied the plaving and reading materials. For the
bookreading situauion, six picture books were selected among those widely read by toddlers\ in
Korea. Two of them wereystor_\' books which contained short texts as well as relevant pictures.
The rest of the books méin]y consisted of various pictures of animals, vehicles, social life , and
so on. To vary the mother's verbal repert.oire, eacﬁ book was selected in such a way that it
contained different themes of pictures.

For the piay situation, a bunch of tovs were prepared. The toys included a
Ko-Ko-Brick set, which was most welcomed by tbddl s in Korea, a play-house kit, and a
telephone set. The toys were simple enough {or the child to play with without requiring any
instruction from the mother. |

Sony microcasette-recorder M-100 was used for recording. The recorder was
approximately 56, 112.5, 12.7‘;nm (w’h/d). 1t had two choices of type speeds: 2.4cm/s and
1.2cm/s. At the 2.4cm/s position, a 60 minute reéording was. possible on both sides of the
Microcasette MC-60, whereas at the 1.2cm/s position, a 120-minute recordmg was possible. To

produce the best sound quality, Z.d4cm/s position was selected.
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D. Scoring Procedure

Mother's speech under the two situations was transcribed. Child’s utterances were alse

transcribed. for these were necessary for examining mother's speech in relation to the child's

preceding utterances. Songs. unintelligible words. intrapersonal talks, or utterances spoken to

the rescarcher were excluded. Comments drawn from the observational notes and the recordings
O

were entered in parentheses to clarifyv the meaningof the utterances. Unfortunatgly, since there

was no Korean assistant available for helping the researcher with transcription, the transcribing

'

work was done by the researcher alone. The complete transcriptions underwent three tumes of

checking.

A basic scoreable unit was an utterance. In most previous studies, an utterance has

been defined by phonetic cues or pauses. Single words, phrases. or grammatically complete or

incomplete sentences have been defined as an utterance if*%eir phonetic

enough to announce them as a single utterance contour. This phonetic criterion, ho

wes are clear

‘ever, 1S no.

sufficient to stand as a proper criterion for defining an utterance. There is no definite measure

g'e

£ .

] N . .. . -
as 10 how long a pause shou.. oe 10 be declared ar utieranwe contou:. Furthermore, the

phonetic criterion tends 1o shaiter a meaningful sentence contour into a series of stammernng

speech. Considering the difficulties and problems with the phonetic criterion, in the present

studyv, a second criterion was added: When phonetic cues were not clear, semantic contour

stood as the next criterion.

1.

e

When words ijhiﬁ a single sentence \comour were stuttered with short phonetic pauses,
the whole semence‘ contour was scored as a single utterance.

When introductory words or habitual responding words. like "Ung", "Uh", or "Grae",
which were equal to "Yeah”, were followed by a main clause, they were combined with the

main cfguse and scored as a singie utterance .

- Sir.; - words, particularly those repeated at the end of a sentence were also combined with

a mair clause and scored as a single utterance.

Whe: ., words were uttered in parataxis, or repeated with lengthy phonetic pauses in



between, each occurrence was scored an independent utterance.
5. 1f the phonetic pauses were not decisive, the words were strung together and scored as @
sihgle utterance.

In general, retaining the main idea of the phonetic criﬁterior'l, efforts were made 1o
segment or combine words to preseﬁt them .in a semantically meaningful unit.

The transcribed utterance; were assigned three major feature scores: informational
property, interpersonal function, and leadership role. For examining the informational ,
property of an utterance, the recast-type of corﬁmunication categories was adopted. These’
categories inclﬁded imitation, semantically relatéd speech, repetition, and syngrgistic sequences.
For checking the interpersonal function Nof mother's utterances, Schachter’s F1S-C system was
used. Since so‘me of the definitions in the original FIS-C svstem did not fit into the present
research conditions, gach calegofy was redefined. For measuring the mother's leadership role,
Kaye and Charne)"é (1981) concepﬁ of turnabout was introduced. A turnabout is a structural
unit in discourse that unequivocally both responds to the child (Response) and expects a
further responsc. from the child (Mand).

Those three major features were selectéd on the grounds 1)that they might pbsitive]y
influence the rate at which the child acquired language, 2) that they might be abie to scrutinize

mother's speech for informational property, 3)that they were also able to check interpersonal

“fanction of mother's utterance and, 4)that they are able to measure mother s leadership role in

)
initiating and maintaining communicative interaction with the child. For the details of each
category, Seg appendf;es 2, 3, & 4. Mother and child speech samples and the scoring procedures

are presented in appendix 5.

E. Hypotheses
The general hypothesis guiding the present study was that there would be social class
differences in those-facilitative features of mother's speech for the child's language

development. On the basis of the presently available literature and theoretical background
. - :



reviewed in the previous chapters, the following operational hypotheses were drawn.
1. HC mothers will produce more semantically related speech than 1.C mothers.

a. HC mothers will produce more e.xpansion than 1.C mothers.

b. HC molhc‘rs will produce more extension than [.C mothers.

¢.  HC mothers will produce more synergistic sequential utterances than 1.C mothers.

o

LC mothers will produce more exact imitation than HC mothers.
3. LC mothers will produce more exact repetition than HC mothers.
4. HC motﬁers' speech will be more likgl)‘ 1o be alter-ego spéech.
a.  HC mothers will be more likely to explicate and elaborate the child's preceding
'communicatiqn. .
b.  HC mothers will make more reports on the child as well as on mother herself, others
and things.
5. LC mothers will produce more commands and restrictions than HC mothers.
6. HC mothers will make more turnabout than LC mothers.
LC mothers V\il; produce more mana thar HC mothers

§.  HC mothers will produce more response than LC mothers. -
F. Anpalysis and Results

Reliability

Since the scoring procedure was accomplished by the experimenter alone, inter-rater
scoring reliability was not included. Instead, mean percentage of error score¢. inat is, a degree
of scoring agreement -was calculated througn the researcher’s double checking procedures. Thé

levels of agreement in the three major speech systems are presented in Table 2.

Tabit 2. The Mean Percentages of Scoring Errors in the 3 Major Speech Systems

System

Group n Recast-co. FIS-C Turnabout



HC 10 96 7.6 $.9
1.C 10 9.7 8.7 §.9

It was noted that all of the three systems promised more then 90% of scoring
-agreement. This level of agreement was accepted as adequate, thdugh it was based on the

researahcr repeated scoring procedures.

Statistical Analysis

The mean perccntaze of each feature of mother's speech was calculated by dividing the
frequency of each feature by thc Lotal number of ulterances that a mother produced 1-test for
independent samples was carried out 1o examine the social class differences in the mother’s
various speech features. t-test fQI dependent samples was used to determine the influence of
situational factors gn the mother's sp.eech. Significance of difference was determined at the
level of 95%, 99%, o‘r 99.9%.

Since the variances were fa;;;l) homogeneous, non-parametic tests, such as
Mann- Witney U tést or Wilcoxon test, which was respectively equivalent to t-test for
indepen:iem samples and to t-test for .dependem samples, were notuseg--Welch-t test for
unequa'l variances was carried out. But the Welch - values were not entered in the tables

because thev were almost the same with the regular t-1est values.

All computations were done by DERS programs at the University of Alberta.

Results

Total number of maternal utterances

The total mean number of maternal utterances of each sample under the bookreading
and the toyplaying contexts was calculated and presented in Table 3.
Table 3: Total Mean Frequency of Maternal Utterances of the HC and LC Groups in

Bookreading and Toyplaying Situations

> o




Group
Content HC 1.C value
Book 357.4 o000
Toy 276.4 19C.5 2.
Total 633.2 490 .06 207

* p<.05

Or the whole, the HC mothers produced a significantly greater number of utlerances
than the I.C mothers. When the two groups were compared in each context, a significant
difference was found in toyplayjng situation, but not in bookreading situation. It was

concluded that the 1.C mothers producegd far less number of utierances in 1oy plaving situation.

- ¥
]

Hypothesis 1. HC mothers will produce more semantically related speech than 1.C mothers.

1. HC mothers will produce more expansion than 1.C mothers.

2. HC mothern will produce more extension than L.C mothers.

3. HC mothers will produce more svnergistic sequences than LC mothers.

Table 4: The Mean Percentages of Semantically Related Speech and Synergistic Sequences of
the HC and LC Mothers in Bookreading and Tovplaving Situations

Group t-value
Speech features Situation HC LC HC-LC BR-TP
Semantically related o BR 14.4 8.3 3.7k
utterances{total)
TP 11.8 5.6 5.01%%*
Total 26.2 13.9 5.85%e
I'ncomplete expansion BR 3.6 1.7 2.1e*
- TP AN .9 3.01%%
Total 6.1 2.6 3.78%0
Elaborate expansion BR 2.9 1,6§ ,
TP 2.6 J 3.80%* 2.86*(LC)
Total 5.5 2.3 4 558 '
Noun-phrase extension BR 6.9 4.5 g
TP » 5.3 2.4 337 3.28*(1LC)
Total 12.2 6.9 271
Predicate extension BR 1.0 S
TP 14 1.6
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Total 2.4 2.1
Svnergistic sequence BR 11.9 ().4} 4.30%*
TP 128 9.1 2.4 -3.62**(1.C)
24.7 15.5 4. (50

Total )

In the total number of semantically related speech, the HC mothers significantly
exceeded the L.C mothers. This significant increment for the HC r}wbhﬂs existed in both
bobkreading and tovplaving situations. At the subcategorical levels, the HC mothers showed
significantly higher proportions of incomplete expla:n_s‘ion, elaborate expansion, and
noun-phrase than the LC mothers. In incomplete 'e;bansion, the significant difference occurred
in both two situations. In elaborate expansion. significant increment for the HC mothers was
observed in to_\'plé_\'ing situation only. While the HC mothers maintained the almost the same
broportions of elaborated expansion over the two situations, the LC mothers produced
significantly less amount of elaborated expansion in tovplaying situation. The same observation
occurred in nou’n-phrass extension. The significant social class difference occurred in
tovplaving situation. The 1.C morhers tended to produce Jess amoun! of noun-phrase extension
In tovplaving situation. |

It was also noted that the HC mothers produced a gugffdcantly greéter number of

’

. . . . . B . N\_ .
svnergistic sequences than the LC mothers. This significant@jfference was found in both
bookreading and toyplaving situations. Hypothesis I was supported. While the HC mothers
showed a fairly consistent proportion of noun-phrase extension over the two situation, the LC

mothers were observed 1o produce less synergistic sequence in bookreading situation.

Hypothesis I1: LC mothers will produce more exact imitation thiar. HC mothers.

Table 5: The Mean Percentages of Imitaiions of the HC and LC Mothers in Bookreading and
Toypjaying Situations

Group t-value

Speech features Situation HC LC HC-1LC BR-TP




Imitation(total) BR 10.4 104
' Ty ' 9.4 7.3
Tota! 10.8& 17"
Fxact imitation BR 56 } . 6.8 22 (HO)
TP 3.6 i 307 (1 (
Tota! 4.8 10 .4
Partial imitation BR 27 2.
TP RPN 23
Total 5.9 4.9
Transformed imitation BR 9 A 3 15ee
TP 1.6 .
Frota 2% 4 2430
Paraphrase imitation 9 9
TP 1.0 7
Tota! 1.9 1.6

fu)
Or. the whole, the HC mothers made more imitations than the [.C mothers, although

the difference was not significant. Exact imitation was the onhy feature in which the LC

mothers exceeded the HC mothers. But the data showed that the difference was not significant.

)

The date failed to support Hypothesis I1. Both groups showed significantl: more exact

imitation in bookreading sitwation than tovplaving situation. /

A sigmifican sodia. clasy differencs wac observed in transformed imitation. The HC

o'

mothers made significantly more transformed imitation than the LC mothers in bookreading

T

situation. .
Hypothests I11: L.C mmhers wil] producc mtrm exac renemlon than H(;f;qnbthers

g ol

Table 6: The Mean Percemages pf Repammn ‘of ,thé HQ‘and LC Mothers m Boo;greadmg §¥1d
S ~T0\pla\mg Snuaﬁrdn,s" . ‘

Speech features

Repetition(total)

Paraphrase repetition

Exact repetition




S

Total id 4.0

Parual repetition BR 2K A
TP 3.0 R

Total 3h 5.6

Transformed repetition HR 1.2 P2
1.1 J

TP

No significant social class differences were found in any of the repetition features.
Hypothesis TTT was therefore rejected.

No significant situational differences were observed in both groups.

Hypothesis IV: HC mothcr;x' speech will be more likely 1o be alter-ego spccg{

1. HC mothers will be more likely to explicate and elaborate the child's preceding
communication.

2.  HC mothers will make more reports on child as well as on mother hersell . others and
things.

Table 7:¢ The Mean Percentages of FIS-C Alter-ego Related Speech of the HC and LC
Mothers in Bookreading and Toyplaving Situations

Group r-value
Scores Situation HC LC BR-TP
R to Ch desire(total) - - BR 1.6 .6
. TP 7 15
2 ) Total 2.3 2.1
R to Ch ¥rning implementing  BR 15.4§ 13.8 } 4.33%*(HC)
(total) TP 6.2 5.7 3.34**(LC)
Total 21.6 19.5
Explicate BR 24 1.2}
TP 1.4 4 2.89e 3.15**(L.C)
Total 3.8 1.6
Explicate - BR 1.1 4
Total 1.1 4
Confirm BR 5.3 E 5.3} 3.74**(HC)
TP 2.0 9 4.66**(LC)
Total 7.3 6.2
Confirm+ ’ BR 2.6 2.2
TP 1.1 .9

""""""""" <
¢ When the frequency did not exceed 1% in either of the social groups, the SCOzes
. . i AR
of categories or subcategories were not calculated.
e
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The subcategories of £ (o Ch desire had less than 1 % of frequency, so that they were
not listed. Instéad, the total frequency of the category'was calculated and compared. There

were no significant social class differences.
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For R to Ch learning implementing. a significant increment for the HC mothers was
found in Explicate. The difference was observed in toyplaying situation and when the two
situations were studied together, but not in bookreading situation. The HC mothers’

significantly higher score on Explicate was also observed in R to Ch report. The H»Cmothers'

'

-explicated the child's repgiadsyice as much aé_ the LC mothersgin both bookreading and

. K L ' S Ly . ) , }
toyplayving situationsy <o showed a significantly higher score on Seek elaboration+

" Y

“which elaborated the cHfG 's reporting utterances more fully. The observation held true in

bookreading situation and when the two situations were examined together. On the whole, the.
. . 1" . oo ot )

~ HC mothers were mor'elllikely to respond {0 the child's réport than the LC mothers. This
observatiovn was sigrificant in bookreading situation. The data supported Hypéthesis I'\’(l).
For Report on Ch, a significant increment for the HC mothers was observed in Specific
interrogative of bookreading situation. On the whole, the HC mothers;made significamly'rr\lé(‘j)re
reports ofMthe child in bobkreading situation. For Repbrl on self, others-and things, almosi
.same observation 6ccurred: the HC mothers made significantly more reports than the LC
“mothers. The 'signifxcani increnﬂeng]for the HC motliers held true in both bookreading and |
toyplaying situations. V |
At s‘ubcategoricél level, Inducing vReport on thinés showed a significant increment for * ‘
the HC mothers in toyplaying situation and when thef'/g;glo situations were combined. The data
cor{firmed Hypothesis 1V(2). 7 . |
| F_or a situational analvsis of the cat_eéorlés, both HC and LC vmothers sho.wed a
significant increment for bookréading si:uation in the total frequency of R to C‘f»h learning. The »
same observation occurréd in Confirm ;'both groups showed significantly higher proportidn of
‘Confirm in bookreading situation. ’
-For R 10 Ch report, a significant situational difference was found in the HC mothers;
the HC mothers produ\ced a higher proportion of responses to the child's report in boekreading L

_ situation. But in' the category score of Report on Ch, the situational difference occurred in the -

LC mothers only. On the whole, the LC mothers were less likely to make'report on Ch in



Q
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bookreading situation. At subcategorical level, General interrogative showed a situational
difference in LC mothers; they were less likelv to make report on Ch in bookreading situation.
\

For the Reporlwe/f others and rhmgs Report mducmg showed a 51gn11"1cam Slluatlona‘

#¥ Ll

difference; bo&h social groups showed sxgmfxcam increment for book rcadmsz situation.
Lo

R
AL - “ B

Hvpothesis V: LC mothers will produce more commands and restrictions than HC mothers.

Table & The Mean Percentages of FIS-C Restrict-command™ of the HC and LC Mothers in
Bookreading and Toyplaving Situations

"i

Group . I-value
Scores .”  Situation HC LC  HC-LC  BR-TP
9
Restrict -command ., BR ) 2.0
(total) : TP A4 4.0. -3 4R
Total .9 6.0, -3.09%" P

)
¥ '

In the total frequency of Restrict-command. the LC m‘otherssigniﬁcaml_\' exceeded th'el
HC mothers. Th° genera! incremern: of Restrici-command for the LC mothers was observed in
both bookreading and toyplaving situation. But a significant diff¢r¢nce occurred in toyplaving
situation only. Hypothesis V was confirmed. . » -

An analysis of situational difference of Restrict-command in both social groups sho@'ed ‘

that both the HC and L. (‘ maothere nroduc ”’ fairly consistent number of Restrict-command over:

the two contexts. o : ' o,

Miscellaneous FIS-C Scores | : >

Table 9: The Mear. Percentages of Mjscellaneous FI1S-C Scores of the HC and LC Mothers in
Bookreadmg and Toy playmg Situations

-~

Group t-value

. -

Scores  / Situation  HC LC  HC-LC  BR-TP
Since the subcategones did ‘not exceed 1% of frequency, only the total categorical
scores were calculated. :

Y
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No siénif-icam social class difference was found in R 10 Ch collaboration and Activate.
+  But the situational difference was markable in both groups. In total, mothers produced more
, “activating utterances in toyplaving than in bookreading situation. At su'bcategorical 1éve1,
general activation showed sigﬁificam situational"dif_fer‘e,pg_e .' For Provide knowledge and teach,

; the LC mothers showed higher proportions, though the-difference was not significant. In total,
mothers from both social groups produced more‘kndv&led\gé providing, teaching uttérances in
,

bookreading situation than in toyplaying situation. In Teach words, the LC mothers showed a
- . ‘\..7 - M [

. significantly r';ighgr' scores than theGHC mothers. The HC mothers also produced less teaching’
. words ul?‘"er%s in.foyplaying situation. * In"Elicit knowledge, no significant social class
- EN. | -
'This¥unpredicted result will be explained in the “next discussion part.



difference was observed. Bu: significant situational difference was observed in both groups.
Mothers tended to elicit knowledge on the child ‘s part more often in bookreading situation.

L]

On the whole. the HC mothers produced a higher proportion of responsive speech. But

the difference was significant in bookreading situation and when the two situations were studied

together; but not in tovplaving situation.’

- Hyothesis VI: HC mothers will make more turnabout than LC mothers.
Hvpothesis VII: LC mothers will produce more mand than HC mothers.

Hypothesis VIII: HC mothers wil}‘produce tnore response than LC mothers.

Table 17: The Mean Percentages of 5 Types of Turns of the HC and LC Mothers in
' Bookreading and Tovplaying Situations

- Group {-value
Turn Situation HC LC HC-LC BR-TP
R “BR 27.9 21.2 B 2.86%
TP 22.6 15.6 2.50¢ 2.4%(LC)
Total 50.5 368 3.60°*
R: BR L. 1097
TP 9.% 115
Total 18.3 224 .
M BR 2.5 IR
TP 2l 26.5
Total 44 4 58.3
RM BR 25.7 1.7.6} 2.68% wy
: TP 272 24 ) -2.86%(LC)H
Total 52.9 42.6 ‘ \
RM- BR - 8 2.0 L4y
TP 1.4 z.0
~ Total 2.2 43 -2.42°
R+RM BR 53¢ 38.8 3.47**
TP 49 8 396 2.32¢
Tota! 103.4 79.4 3.48**
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For turnabout(RM), a significant increment for the HC mothers occurred in
bookreading situation, but not in tovplaving situation and when the two situations were studied

together. Also, it was observed that the LC mothers produced less RM in bookreading
v

situation. Hypothesis V1 was partly supported. An examination of RM- revealed that the LC

mothers made more simple turnabouts consisting of "Ah?" than the HC mothers.-The

e
i

- .
. . L. 4 , . . . , i rr,
observation was significant in bookreading situation and when the bookreading and toyplaying -

T

. . Y
situations were combined. BRI |

For mand(M), the prediction was not confirmed. No significant social cla‘fé‘shd‘i‘fﬁerences
were observed in both two situations and the combined ‘situati:on. althoughﬂ the LC myhers
showed siight]v higher proportions across all the situations. Hypothesis VII was not supported,
For response(R ), the prediction turned out perfectly cérregt. Regardless the situational
conditions, the HC mothers produced signiﬁcaﬁtl_v more reéponses than LC mothers. The LC
mothers showed situational difference; thev produced less R in tovplayving situations. In |
adlditio’n. the data of Response plus RM suggested a even stronger evidence that the HC .
mothers were more respoﬁsive. Regardless tﬁe situational conditions, the HC mothers produced
significantly more R and RM than the LC mothers .\Hypothesis VIII was sétisfactori]y
confirmed. .

Although it was not significant, the LC mothers produced more R- than the HC

mothers. It implied that the LC mothers’ responses simply copsisted of "Yeah" or "Yes".



V. I)ISCL‘SSIO"\/

A. General Discussion of Results '

Most of the results were fairly consistent with the previous studies. The majority of the:
hypotheses weré confirmed in accordance with the preaicted direction. It was demor;strated that
claims about social class differences in mother's speech, which were mosth drawn from
Western context, were also applicable to the Korean setting, suggesting that social class 18
probably a better indicator of mother's socializing practice than culture)

The HC mothers’ speech consisted of greater proportions of semantically related speech
(Hvpothesis 1(1),(2).(3): Table 4). Thev were more likelv 1o pick up the child’s precedmﬁg
utterances and to present them in the form ef exlensi.on or expansion. When they repeatéd their
own utterances, the repetition became a svnergistic extension or expansion of the preceding :
maternal utterance. These findings accord d with thos° of Dunn et al.(1977) and Snow et
al.(1976).

The results ol the test hvpotheses IV(1).(2)(Table 7) demonstrated tha: tlhc ‘HC
mothers’ speech functioned to speak on behaLr of the child's'ego which was vet to be
differemiat‘ed. Most significant social class differences were found in Explicate and Elaborate
subcategories. The results w.ere consistent with S'Chach}er's observation with American
disadvantaged and gdvamagéd groups of mother-child pairs. The HC mothers \n’ére more likel}'

7 ‘

to explicate and elaborate the child's learning implementing 'utterances and the’child's report.

2
-

But unlike Schachter’ %work no significant dlfferenC° waa found in R ta Ch desire. Even none

of the subcategories exceeded 1% of frequency. A plausnble e\planauon can be found in the

present research contexts. In Schachter s works, the data were conected in a more or less free
\

and natural environment, such as free play situatior o1 home routine interaction. But the

interactions concerned n 1he present study occurred in a limited space with given materials: &

Such contextual coni"inemems"weré"believed to narrow down the child's behavioural and

3 lirfguistic repertoire; and resuited in the less frequent expression of desire. -~
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Significant increment for the HC mothers in Report categories suggested that the HC
mothers were more eager to explain the child's behaviour as well as his environment, so that the
child could see himself as a differémialed acting agent from the world‘. In parucular, the
sig‘*c:am difference in /nducing report on things implied that the HC mothers encouraged and
induced the child to make reports on the environrﬁem more often than the LC mothers. On the
whole, the HC mothers produced significantly higher proportions of responsive talk. Putting
the findipg in adualistic interpretation, it can be stated that the HC mothers’ speech tends to
accelerate the child's self -differentiation process and facihiates language growth.

Although the subcategories had less than 1% of frequency, in the total number bf
“~. Restrict-command, the LC mothers showed a significantly higher proportion than the HC
mothers. The LC mothers’ frequent use of command and restrictions has been one of the most
unique aspect of 1.C mothers’ behaviour. Korean LC mothers were also more likely to restrict
and reproach the child's behaviour as well a.§ 0 issue more commands than the HC mothers.

The results related hypotheses \"I, VIl and VIII (Table 10) demonstrated that the HC
mothers were more likelv to continue their conversational topic. Many researéhers have been in

fact concerned with SES differences in mothers in maimaining conversational turns. What as
been predicted was that HC mothers would be more likely to take up the child's communicatjon
and continue the conversation with the t'opic that the child has introduced. The findings drawn
from t'esting hypotheses VI, VII, VIII provided a compelling evidence confirming the
predicLioﬁ. The HC mothers shqwed higher proportions of resporise and turnabout. Also, when
the RM scores were combined Wi'lh R, the HC mothers acquired notablyv higher score. It was
implied that the HC mothers were far more likely to continue their conversational chajn by
adjusting their speech to the child's preceding communication ‘:’;vnd eliciting a further response
from the child. In sum, the: HC mothers' communicative inter:;ction bore most of tﬁe
facilitative F:mures of the child's language mode. They provided the most efficient and salient
linguistic input which could be eésily und.erstood and captured by the child's attention. They

also.encouraged the child to involve in a conversational turn and all this effort was based on the -

v
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child'¢ prior communication. Their interaction was characterized by "listening-t1o-the-child’
and "proceeding-to-new information”. Seemingly, the HC mothers carried the most effective
linguistic environment which was characterized by responsive communication.

Categories in which significant SES differences were found are listed in Table 11.

9

>

Table 11; Categories of significant social class differences

Categories Situation Group' : r-value
Semantically related BK HC 3.7kt
utterances! total) TP HC 5.0l
' Total HC S gSeee
Incomplete expansion BR » HC 2.1k
TP HC 3.01%e"
Tota! HC 3.78%e
Elaborate expansion TP HC RN G
Total | HC 4 55nee
Noun-phrase extension TP HC 3378
Tota! HC 271
Svnergistic sequence . BR HC 4 365
TP HC 243
. Toa! HC 4,058
Transformed imitation. BR . HC 315
Towa! HC 243
R to Ch learning TP HC 2.g0%e ’
Explicate Toua! HC 3.15%
R 1o Ch report(total) BR . HC 3.72%¢
Explicate _ BR HC 2.69°
TP HC 2.40°
Tota! _ ‘HC 3.5k
"Elaborated ~ BR HC 2.51%
Total HC 2.51*
Report to Chfrotal BR HC 253
Specific interrogative BR. Hu 22
Report or self ,other BR HC 234
on thingsitotal) TP HC 2.51°
Total HC 3.28e*
Inducing report ‘ TP HC, 3.760
! Total ﬁ%‘g ‘ S 2.73
Restrict -command TP ‘ TTC o ¢ -3.4%°*
) Total LC -3.09°*
Provide knowledge &teach TP LC P55
Teach words Total LC ‘ -2.33¢
Total response score BK HC , 2.74¢
HC 2:27¢
R HC _ 2.8¢6e*
HC 2.50*
HC 3.60**
RM ) HC 2.68*
RM- LC :2.49*
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‘ - Total LC -2.42¢

R ~RM BR - HC 3.47e
- ' TP HC 2.3
Tota! HC 3.48%*

1 The group which had the ‘higher proportion.

In fact, one of the long held behavioural charactcristics distinguishing the two social
groups has been involved in the LC mothers’ inert, inactive, or passive interactional attitude.
L.C mothers were dchribed 10 have a remaining-out-of contact attitude (Zunich, 1961) and less
like]_\" to take up a‘gi\'en chance 1o continue the interaction with the child (Wootton, 1974).
They were reported to spend less lime in interacting with the child (Dunn et al., 1977). Unless
thev were pressed by situational factors, LC mothers were less likely to produce qualitative
linguistic input (Dunn et al., 1977: Snow et al., 1976). These findings have built up an inact
image of LC mothers. But the findings drawn from the present study don 't seem to agree with

]
the past discussions.

—

In Table 9, 1t was noted that. in Activate and Provide knowledge and teach, the LC
mothers apparently exceeded the HC mothers. Thev demonstrated a slightly higher incremenfin
both categories than the HC ’m_others; though the differences prbx'ed non-significant. In the
total spontaneous scofe, with some inconsisleﬁc} of the data over the two contexts, the two
groups hardly showed any différence.

What is implicit in these fihdings is that the Korean LC mothers are not inactiv'e. Itis

“apparent that they activated the chila as much as the HC mothers did; they were equally eager
and en{husiastic 10 p‘rovide knowledge and to teach the child words. Of course, there existed
qualitative differences in those endeavors. As noted, Fhe 1LC fnothers exceeded the HC mothers
in the mean frequency of Teach words and Elicit ‘knowledge. By definition, Teach words
counted utterances which were single words refernng 10 things, such as "Apple”, or
"Elephant”, which were not usually accompanied with any additional explanation. Elicit
knowledge, in contrast to Inducing report subcategory, of which questiqn was constructed in

such a way the the child had to describe or make a report on things in a specific way, consisted



of single question format like "What is this?", Presumably. the child's following utterance
would take an answering tone, which simply expresses "what" it is. Thus, what the 1 C mothers
provided and the way they presented the linguistic input were coarse. less elaborated and less

complicated. But the L.C mothers” apparently higher score on those categories suggested that

they made at least the equally frequent attempts to teach the child and elicit certain respenses
from the child. |

The L.C mothers” higher score on mand is another evidence tha: the Korca;1 LC
mothers were not inert ini initiating a con\'ersatlénal interaction. The data revealed that the LC
mothers médc more attempts-to put the child to a next conversational turn. Again, qualuative
differences between the two gToups in maintaining a conversational chain were obvibus, As

.shown in Tahle 10, thel LC mothers’ responses were more likelv to be composed of simple
answers Jike "Yes" or "Yeah"” (1.e.. R-). Their RM was significantly more often consisted of
simple affirming question "Ah?"(i.e. RM-). Thev produced less elaborated and compllécatcd
response and mand. Nevertheless, the LC mothery’ ,higher score on M cast an important
imphication that the LC mothers made efforis to provoke responses on the child's part g—s'm
as the HC mothers did. Obvioushy, the findings stress that the LC mothers are not inert or |
pgssive as assumed in previous studies.

Even the differ;:nce of vulnerability of the mother’s speech to contextual influehce was
not decisive. The impact of contextual condition on the two social groups was inconsistent. In
tota!, there were 21 c'altegories ir which significant social class différcnces were found (Table
11‘). Out of 21 categories, 7 categories- -semanticallyv related speech(total). incomplete
expansion, syvnergistic sequence, R to Ch report(explicate), Report on self, others, and
things(total), response turn, and R ~RM- -showed social class differences in both bookreading
and tovplaving situations as well as in Jthe combined situation. 6 categories- Flaborate
expansion, Noun-phrase extension, R to Ch learning(explicate), and Inducing report,
Restrict-command, and Provide knowledge and Teach words - -found significant social class

differences in toyplaying situation and in the combined situation score. 4

£



categories- - Transformed imitation, R to Ch report(claboratc), total IESPONSIve $COre an&l

M --demonstrated that siénif"icam dif ferences existed in bookreading situation and in the
combined situation score. 4 categofies- -Report to Ch (total, & specific interrogative), R 1o Ch
report (total), RM*-observed significant differences in bookreading situation only. Thésc
resulls seem inconsisient with Snow et al.'s (1976) rescarch in which significant SES differences
were observed in free play sillualion only.

Comparisons of mother's speech over the two situations in each social group showed
that the HC momhcrs were equally affected by situational factors as the LC mothers. The HC
mothers showed Signiﬁcarﬁ situational differences over 10 categories, whereas the LC mothers
significantly varied their speech over the two situations in 15 categories. Both groups of
mothers were eq’u—ally influenced by the situational factors.

Seemingly, the present data do not support the argument that SES differences in
mother's behaviour lie in the interactional activeness. Korean mothers, regardless of their social
status. tended to show considerably large amount of enthusiasm to teach and educate the child.
A plausible explanation for this observation can be found in the Korean ‘societ‘\x In Korea,
education is one of the most important factors that trigger the individual's social life.
Depending on the educational level that an individual completes, his/her social, or economic
position is determined to a certain degree. Educational leve! determines the range of
occupations available to_.an individual. Occupation in turn determines the individual’s social,
and especially econonfic standard. At psychological level, an in@ividual who fails to get high
education feels inferior and often sees himself /herself as a failure of the society, Also,

‘ cﬁltural]\" Korean society, part'= due to the Conficius influence.,'respects learned, highl}'l
educated peopln This social and cultural background is obviously reﬂe»ted in parent's,
_especially mother s behaviour. Korean mothers are extremely eager 1o get their chlldren better
and higher education. They are willing to do anything and everything to support the child's -
education. This effort was obvious at the higher level of education, say, univeisity level. But

due 1o the recent emphasis on the child's earlv education, the enthusiasm has spread to the
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(18 alc cagm to teach and instigate the child as
* & 1}&'21‘ 'k’ i '
much as powbl\. They try to prm 1df" bwer cdxmuom émq}fQﬁ;,
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least, aware of the necessity of such environmental assistanc "Ims 3”»;&
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derived from the social and cultural conditions is suppog‘cd'm’ réﬂw ir. the Korean 1.C mothers

"

and result in the active LC mothers, As the results sho“ed of cm;\ there was difference
between the HC and LC mothers in the manner of manifesting this awa;cncss.lObviousl,\. the
LC mothers were blixm. whereas the HC mothers were more elaborated and sensitive in
fulfilling their responsiblity as a caretaker. But the 1.C mothers” high proportions of
instigating. or teaching utlerance (e.g.. Activate, Provide knowlege & teach. spontaneous talk,
Mand ) imply that they also endeavor to teach and instigate the children-as much as possiblé
Besides the Korean 1.C mothers’ unemected activeness, the mothess from diff'e‘rcm
social groups in Korea shared the same speech characteristics with those of cach social grour
Western socicty . Review of the presen: erature revealed that HC mothers tended 10 show
higher proportions in the responsive talk, such as semanticalh relafcd speech_ elabo»ran’ng or
exphicating responsive speech, or turnabout conversational turn, than 1.C mﬂothers‘. The sailmé .
observation occurred with Korean mothers. Implicit in this finding is regardless the cultural
background, responsiveness is the the basic concept underlving the social class differences of
mother *s speect: and that the speech differences between the two social groups can be best
understood and described in terms of mother’s responswemss For gne thing. it is xmporlant w«
understand the SES differences in mother's speech in terms of such a more or [ less global
concept. When the speech style of each social class is described in terms of specific speech
features, the implication of the discussion s just confined to the particular linguistic aspects.
And depending on the speech features that a researcher has chosen to compare the mother's

speech of each calss, the differences between the two groups may be discussed with different

tones. This may have caused the disintegrated impressions of the previous discussions of SES
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differences in mother's speech. Thus, tn the present study, it is concludgd that l-hc SES
differences in mother's spcc;h basically involve in the mother's responsive attitude; the H((;
mothers are more likeh l(’%oducv contingent speech on the child '« prior communication of
bchaviour. .
In ‘sum, the following conclusions can be drawn. Firstly, consistent with the findings of
Western studies, mothers from dif[‘crcnt social groups in Korea showed significant social class
differences in responsive speech features, But Korean 1.C mothers were active and cnthu‘siastxc
in inLCr;cling with their children. This difference was attributed to the dl;ff"crent social, cultural
L 1
background of Korean mothers. Secondly .Vin light of the theoretical propositions about child's
language development, it can be argued that the HC mothers provided a far better linguistic
environment for the child’s language deyelopment than the LC mothers. The HC mothers were
more likelv to provide contingent linguistic input to the child's prior utterance, to accelerate the
ego development and 10 maintain contingent conversational turns. Thirdly . the basic concept
which was undef]ying the SES differences in Korean mothers’ speech involved wifh the

mother's responsiveness. The fundamental difference underlving the difference speech style of

each social class layv in the mother's responsive attitude,

B. Educz;tional lrhplications .

%tudies which investigatéd the SES differences in mother's speech are bound to suggest
' some practical implications about what to teach the LC mothers. T;e present literature of
motherese is full of such information. Various features of‘m!gnal speech have been suggested
to be implemented by LC mothers to improve the linguistic\environmem of LC children. A
broblem with this information is that thev often involve teaching the LC mothers _s_mfl_c
language skill. For instance) in a recent siud_\' done by Lee(1985), which compared verbal
charactéristics of the HC and LC mQF_??fS in Korea, it was argued that LC mothers should be
trained in the proper use of language and specific ways of interacting with the child. Most of

o

the intervention programs which have been developed and practically ir@ememed in the field
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aim at the same goals. - ‘ ‘
“But the present study observed the pronounced SES differences lay in responsiveness
Y ‘ :
and implicitly argued that what is more important than teaching specific linguistic or

interactional skills was altering the mother s basic interactional attityde. In fact. specifie

linguistic features are reflections of mother's underlyving attitude about the interaction with the

child; thev are nothing more than a vehicle of the mother s natural flow of communication.
Mothers are rareiy awarc of thei- specific linguistic techniqueg they are u<1ng While they are

engaged in an interaction with the child. thev naturally and spontaneously adjus'\ their speech

»

~ without being fully aware of what they are doing.

Thus, changn can't be mlpoM, from outside by teaching the mothers specific
. . , . o , L . . L "
techniques. If some form"of_ educatuon 18 necessar_\‘; 1t has to be mvo]ved in training mothers {e

aclopl a Tesponsive interactiona! orientation toward the chld In other werds. thex ha\'f’to Larn

' to become responswe rathe: than o pohsb Ih"x, communicative Skllx

{‘nhkﬂ speolﬂc technigues-or skllls hov\ever moth‘" s uncﬂr]\mg almude car. no"bm

chamzed through mcmuuo*lal eduoanor 11 1$ nOt somnth .¢ v leaTh from .hoxx ‘lo books. Itisa’

; parl of becomms the mother of a child, which is an ongomc process Slem (1980) noxed that,

v

From workmg wnh caregivers, mostlx first-time mothers. I have seen how most of
them really. "learn their trade”. It is not through- any of the medical. paramedital, or
educational institution. If a woman does not live in an extended famili, and most no
longer do, she learns through informal groupmgs of caregwers These smdll and
transient ver powerful and-abiguirous flozting "institution<” & mo vitalis mwo* in
disseminators of information., ...11 ie1r. these 1oosely sj\uctureo mformzn social
growpings that much of the rea! eoucauon and heeded emotiona! support for the 'Jot
occurs, not. M°OUrK Iecozmzed msmuuons and not through howto books (Slcrr

- 1980; p13°) ' : | :

N - 1 ' :

leen that n 15 1mporta —m\hanga e mou:_x N m»,.eomepuof aoou' mnteracion

- o "

' wgph the’ chxld and that thls change can on]\ be" ta‘ken placc v»h" 'hﬂ mothcr gew th : fee. sof

LA i .

the recoonsnm 1meracuve' proo‘su iuture 1mervenuon progAam ‘shotl d b( desumed n such 2

way that LC mothers‘.ﬁre someho“ given chances 10 be. exposad to a responswe modc The\

may be 1mmersed in the respensive mteracwonal comexl The xmmermon program for LC

‘ "mothers may provide a conéethal p,a‘r'adigm,for future intervention program. Alrthls pom;t,

f



such a program is highly hypothetical. But all the implications drawn fromi the results of the

study suggest that only such kind of an attempt will promise a more successful project.

C. Suggestions for Future Studies
. One of the important implications of the present study is that mother's speech is not
probably a problem of tlinguistics. It is linked with social and cultural background. Thus, a

complete study of -motherese would include various ethnographic information which is assumed

o

to govern the mother's behaviour. For example, in Korea, from the toddlerhood. children are

encouraged to learn deferential speech to elderl\ people. Implemenung the pohte form of

speech is one of the most 1mmedrat° concerns of }xorean mothers who. have a chr]d learhirig
language. So, ‘when mothers see therr cb,r“‘c}ren tprng 1m’p9hte form of speeoh they would .

@?
1mmedratel\ correct them. In fact, many theorﬁts’?Brown et al 1964 "Schachter et al., 1976)

note that mothers are not concerned about the grammatrcaht\ of the child's speech Rérther

)

they are concerned about the fact of the child's behaviour. ‘What is'implied is that depending on
what the mother thinks most important with regard to the child's behaviour, mother's speech
' * . W K

would vary to a large extent. In turn, itis implied that.depending onwhat ‘the society expects
on the child, which 1mphcrtl\ shapec and determrnes the mother's expectatrojr her child,

nrcither S speech would also vary, ThUS it %proposed that future stud1e< of motherese consrder
)

“v& %ﬁ%nables ragher thartjlmgurstrc varrbles ’such'@s mother S chlld rearing practrces value
2'\ stem, and; socra’ and cultural background which’ are believed to govern the mother's

“behaviour and scrutinize how these varrables affecy, mother s daily speegh to child, and what
kind of effect of the mother S speech brrngs 10 the chrld S development
La . . # ”

The other striKing conCepts emerged from the present study is mother's responsiveness. -

\
-~

~ - : b b . \ . . . e . -
" In fact, mothe'r's responsive attitude has gamed wide fecognitjon in one form or an‘other. It has
ol . .
been proposed as the most: p%:{omenal c0ncept that can capture the wide range of repertoires’

/s .
Sf mother s socral mteractron wrth @hlld’"(Stern 19@0) Parents often ﬁtnd themselves advrsed 10.

2 \ E
responstvelx commumcate with therr chrldren The present study also demonstrated that the
. o >
‘it %r,;’fgq,

- "p‘“ RN



SES differences in mother's speech could be best described in light of responsiveness.
Punhermore it was noted that most of the so called "facilitative aspects of ﬁlolher S spne h
basicall_\‘ reflects that mother's responsive interactional attitude.

Seemingly, re,ponsi\'enes‘s may bve the kev aspectlof mothcr's beha\'ibur which Lriggers
the Chlld s development in various ways. But the comprehensive eff°cl of the mother's
responsiveness on the ch1 d S developmem is ver'to be understood. In partlcular the mothcr <
responsive talk on the child's language acquismon is far from understanding through which
responsive talk exercises the .ulluence on the child ‘s'acquisition of languagev. Since past studies
have conceived of the mother’s speech in terms _of specific, periphera] speeéh features, the
implicaiions.of the resulls were jus’ limited to [25 particuvlar speech samples selected, and 'lhe
effeCt of the underlving concept which enéompasses all the superficial s{qeech aspects has gone
‘unnoticed. On the »\ho e. research has been less geared to the interactional, social domain of
chxld S 1anguagﬂ dexelopmem The effect of the Chlld ) commumcauve experience mlh adult
hac largely gone unnotlced Therefore, 1: was suggested that future smdles of motherew be

concerne¢ with Lha@nothfm s commgem co'r\mumcat ve atmude rather than with mdmdua‘

speech features and capture the effect ofs rnother,eSe from a more global perspective. -
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KOREAN OCCUPATIONAL SES INDEX

Occupation_ |

Code
021 Architect & city planning engineers 62.3
002- Civil engineers - 65.6
023 Electrical & electronic engineers 62.7
031 Surveyors 50.2
032 Draftmen 6l1.1
033 Civil engineering technologists | 51.1
035 Mechanical engineering technicians ' 49 3
04 Agronautical. ship crews ¢ 74.8
042 Ship crews & navigators 62.7
061 . Physicians & surgeons 84.1
063 Dentists 75.1
065 Veterinarians ‘ ’ 65.7
06~ Pharmacists : 71.0
77 Herb doctors 55.9
" 079 Medical lab. technologists & techmuan& 443
082 Nursing assistants . 45 4
10 Accountants 75.6
121 Lawver & public prosecutors §6.9
129 OR.O tolaw . - 56.5
131 Teaching: University, college 81.9
132 Teaching: Secondary school - ¢~ 70.6
135 ‘Teaching: Elementary school % 57.6
139 / O.R.O. 1o teaching 62.3.
14 Priests, nuns, & brothers 58.3
159 Writers, editors, & C.R.O. 66.6
161 Sculptor, painters, and other related artists 49 4
162 .~ Commercial artists & designers 47 1
163 Photographic process occupations 39.3
171 Song-writers, musicians, & singers - 52.4
179 O.R.0. to commercial entertainment 63.1
180 Athletes & O.R.O. 43 %
199 Other professional occupation 493
20 Legisiators & governmeni adrmmmalor 64.2
202 _Government administrators 63.7
2] General managers 65.6
211 Head managers. 69.5
212 Managers: production 69.5 -
219 Other related managerial occupatlons 64.1
30 Supervisor: clerical work ' 6€.9
31 Clerica. officers: government 50.0
33 Clerical officers: bank & other financial area 499
34 0O.R.0. 10 finanxial work | 47.0 -
36 Traffic controllers 29.0
370 Clerical occupations: posts & mails 379 .
380 Telephone & telégraph equipment Operators 45.6
39 Other clerical occupations 45.6
391 Foremen: product > “4%.3
392 , Clerical occupations: purchasing 4%.5
393 Clerxcal occupauons record keeping & handlmg 45.5



294
400

410 -

42]
432
441
44?2
443
451
452
490
500
510
531
532
- 540

- 551
552
560
570

581

- 582
589
599
611
612
621
622
623

624

626

- 627
631 -
632"

641
649
700
711
712
713
721
722

C724

728
731
732
734
745
749
751
152
754
755
756

Guides & clerical occupations: travel agency
Supervisors: wholesale & retail trade
Wholesale & retail trade

Supervisors: ‘sales . g

Selling agent .

Insurance, realectate & stock dealers
Salesmen: service

Auctioneer & appraiser

Clerks: sale _
Door-to-door salesmen, syreet vendors, & newsboys
O.R.0O. to sales

Foremen: restaurant & hotel

. Restaurant & hotel business

'Chefs & cooks Lo ' ,
Waiters, waitress, & bartenders %
Housemen, housemaids, & O.R.O. s
Superintendents: building

Janitor & O.R.O. ' =
Laundary & dry cleaning

Hairdressers '

Firefighting X

. Policemen, detectives, & investigators

O.R.O. to security

0.R.0. 10 other service

Agriculpure: general farming

Agriculture: special farming -
Farming: general ‘

Farming: field, ricefield, & vegetabie

~ Farming: orchard

Farming: live stock = ™ |
Farming: poultry

- Farming: horiculture & gardening

Lumbermen
O.R.Q. 1o forestry & logging
Fishermen

‘O.R.Oto fishing & hummg .

Foremen: production

Miners & quarriers

Mineral ore: processing

Mineral ore: treating .

-Meual: refining S

Metal: pressing

Metal: shaping & forming
Metal: finishing & plating
Wood: processing '
Plywood making

Pulp, paper making. & C C.R R.O.
Petroleum refining 3
O.R.O. to chemical processing )
Textile fibre preparing occupations - .
Textile spinning & twisting

Textile weaving

Textile winding & reeling

Textile bleaching & dyeing occupations

§9

46.1
52.6 -
39.9
594
41.3
34.7
45.3
48.7
34.0°
30.9
32.2
48.5
39.9
30.9
28.8
31.2
5.4
24.8

- 337

26.6
452
47.5
36.8
3.55
20 .8
20.8
17.1
18.0
20.7
21.8
29.3
30.4
11.0
27.2
22.4
201
48.7

- 31.6

325
353
381
40.1
38.2
33.2
34.8
22.8
34.2
47.7
34.3
40.1
43.6
33.1-
32.6
331



759
771
773
774
776
778
779
78]
782
791
794
795
799
801
802
803
811
812
819
820
831
832
833
834
833
839
841
842

843

849
851
853

- 853

854
855
856
857
859
862
871
872
873
874
880
891
892
899
901
902
910
921

22
929
931

,,,,,,

- O.R:0. 10 rextilc

Flour milling"& O.R.O.
Slaughtering & meat processing
Food preserving

Baker\ . 4

Liquor & beverage processmg
O.R.0O: to food%rocessing
Cigarette making

O.R.O. 16 cagarette making _
Tailors & dressers .

Clothes: patterning & cutting
Clothes: stitching & embroxlmg
0O.R.O. to clothes

Shoesmakers & shoesrepairing
Shoesmaking. cutting & assembling
0O.R.O. to leather processing,
Furniture making

Wood machining

O.R.0O. to wood finishing

Stone: cutting

Furnacemen & related occupauom
Metal: machining

Machine: operating

Machine: operating

Metal: sanding. refining, & milling

O.R.0O. to machiner}

Machine assembling .?"
Watch and other precise machine assemblm;
Automobile maintenance

0O.R.0. 10 machine assembling

Electrical installing

Electronic installing

Elecirical & electronic equipment assembling
Radio & TV repaxring

Electrical mechanics

Telephone & telegraph. installing

Electrical wire & cable lining

O.R.O. 1o electrical & electronic installing -*
Sound recording & reproduction equipment operators
Boilers

Welding & flame-cutting

Plating

Structural metal workers

Jewellerv processing

Glass: forming, cutting, shaping, & sanding
Glass, stone: forming & sanding

O.R.O. to glass & clay

Rubber & plastic: processing

Tyre making

Papermakers pulp processmg

Printers & engravers

Printing press

0O.R.0. to printing

Paving & surfacing

37.9
427
34.%
315
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939

942
943

©, 949

93]
9352
953
954
955
956
959
961
962
971
973
974

981"

952
953
984
985
986

987
999

~O.R.O. to trapsportation

O.R.0. 10 paviﬁg & surfacing .

Handcraftmen
Non-metal ore processmg

O.R.O. to 943 Yogb o

Brick laying & tiling

Metal concreting & cementing
Roofing

Carpenters -

Plasterers

Heating system installing
O.R.0O. to construction

Electrical power operators

O.R.0. to 961

Harbor labourers: loading & shipping
Heav: machine operators

0O.R.0O. to heavy machine

Deck labourers: ferrvmen

Engineers: ship

Railway transportation operators
Railway sectionmen & trackmen
Auto drivers

Horse power transportation

Other labourers
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APPENDIX 2
RECAST TYPL OF COMMUNICATION
“A. General Guideline ' '
Ar‘w utterance was a scoreable unjt. Basically, mother’s utterance was referred to the
most recent utterances of the child's or of the mother’s. When the child's most recent utterance

r

consisted simply of filling or respdnding words like "Ung", "UR", etc.. however, mother’s

utterance was refe(rred further back to ot‘hef utterances. Whén the mother "_s utlerancé could be
somehow better evaluated in refer'r;ance to other utterances father than to the most récem one.

" it was done so. For lhe sake of convenience and-intention to observe the main thrust of each
caltegory, fillihg words, single words repeated at the end of a sentence, or the child's name were
excluded. But the child's naﬁe which performed a grarﬁmatical function in a sentence as an

. &
‘object or a subject was taken into consideration.’

~ B. Imitation

Exact Im;’talion

An exact imitauon referred to a mother's utterance which exactly imitatec\l‘ lhé child’s
preceding utterance. An imitation with omiséion or addition of filling or responding words, like
"Uhg", Ar "URT, o1 aﬁy oihf;r exclémator) wordswaé.also regarded as an exact imitation.
An irrlluifation with correction of pronungiation_was also scored as an exac! imitation. Mother-'s
utterance which imitated the child's preceding utterance with omission of the child's words

repeated at the end of a senience was also counted as an exac! ymitation.’

‘

[

Partial lmitation

'Cross's (1976) list of recast type of communication was adopted. Bur the
definitions were reformulated to fit the Korean language structure. And some °
subcategories were added to or omitted from the original list. ) :

92



11 referred to a mother's utterance which repeated any of the child's preceding

utterance by leaving some words out. A partial imitation with a slight change of non-lexical
4 .
~part of the child's original utterance was also included. When partial imitation category

conflicted with the other categories of imitation, the following rule was applied: As long as

there was rhore than one lexical item missed, the utterance was straitforwardly regarded as a

A partiel imitation.

Transformed Imitation

.

1t referred to an utterance that repeated the child's sentence in a different sentence

* type. Mostly, it included imitations with conjugation of verb¢ or change of noun-suffix.

Y

Paraphrase Imitation
It included an utterance that repeated the child's utterance by altering lexical item.
When it conflicted with transformed imifation category, ac long as there was anv lexical item*

altered, the utterance was scored as a paraphrase imitation.

C. Semantically Related Speech

Expansion . . . .

x

The main thrust of expansion was concerned with the mother's utterance which took up

the child's grammatically incomplete sentence and corrected it into a.grammatically complete -
. .

sentence. Since the distinction between complete sentence and incomplete sentence was not clear

(Kim, 1983), however, in the present study, completeness of a sentence was not concerned. -

Rather, if the child's utterance was reformulated by.filhng the grammatical items missed, it
was first regarded as being expanded.
\\

When the items which were added were non-lexical items, sa)" affixes, the mother's

utterance was regarded as an incomplete expansion. When the child's utterance was expanded



with verbs like 'BECOME "(%lEh) "Bl '(M). 'I)O"(ﬁﬂj). the mother”s utterance was
scored as an incomplete expansion. But expansi()n with affisation of any other verbs rather
thar those mgpuoncd above was regarded as an elaborate expansion The reason for the
inclusion of 1hé three verbs 1n incomplete expansion category was that these verbs functioned to
just reiterate the meaning of the child's préceding uttcrancb withou' much elaboration. ’

An elaborate expansion was concerned with mother's utterance which added lexical
‘items to the child's words or phrases and elaborated the meaning of the child's words more
fully. But a confusion with the definition of elaborate expansion was that an addition of lexical
items to the child's preceding utterance could result in a semantic extension as well. The only
difference lav mmwﬁ& con‘tem of the utterance resulted from the additior. 1f the

ATy #
Ve l‘,“ 5

utterance was stillzmis lo\‘reiterating the WQW al the child had intended 1o express. i
. F) £ ’ .

was regarded as an elaborated expansion. 1f théd me 10 introduce a new LOpic OT new

semantic sense to the child’s orignal utterance, it was scored as a semantic extension.

‘Semantic Extension

, , i
lly'repr‘eéemed motlher's utterance that picked aréy part of the child’s prioT utterance
and elaborated or addéd to the meaning that Lh_é child had ;omributed.

1. 3Noun-Phrase Extension: 1t was concerned with an utterance that ;;icked up the child's
topic noun phrase and exténded its mkeaning by exactly incorporéting the topic phrase. The
items picked were not ?ces‘sarily a n7OUn-phrasé,as such. Anv lexical items except those in
predicate were eligible.‘Exte‘nsiyon of‘the childys pronoun was also in‘cluded.’ln that case, as
lang as the pronoun referre?ld to the same object Or even‘t that the child was menti(')-r‘lin“g. the
change of form of the pronoun was fignored. So, 'THIS'(®|R), THAT'(*{%). 'IT'(E;{).
'"HERE'(}1)), or 'THERE'(2?7]), was not specifically discerned. But when the safne

pronoun referred to a different entity, it was not included.

o]

Predicate Extension : 1t was an extension of any lexical item in predicative part.

”



()f‘

D). Maternal Repetition

General Guidgline ‘ .

When mother's utterance had more than two references, the mast recent one was taken
into consideration. When the mother’s utterance did not seem 1o have anv rcpclitivé connection
(] thc most réccnt onc, it was referred further back to the other maiernal preceding utterances.

Like in the case of imitation category, filling words or responding words were ignored.

~ Paraphrase Repetition
11 referred to a maternal utterance whijch repeated the mother's preceding utterance b
i

altering the lexical item contained in the original utterance. Yet, it was restricted 10 reiterating

the sense of the preceding utterance. (cf. Paraphrase imitation).

Exact Repetition : \ _ '
11 was an exact sequential repetition of any preceding maternal utterances. An exact .
repetition with a transposition of words was also regarded as an exact, repetition. (cf. Exact

imitation)

Partial Repetition . )

Maternai utlerance which repeaied any word, phrase or a whole sentence of a preceding
maternal utterance, but which was not an exact repetition was included. A repetition of the

child's name only was not included. (cf.Partial imitation)

Transformed Repetition

11 was concerned with a sequential repetition ofany preceding maternal utterance that

altered the sentence type of the original maternal utterance.(cf. Transformed imitation)



U(

I . Svnergistic Sequences:Fxtensional Repetition  #
Mother s utterance which expanded or extended any levical e of the maternal

preceding utterance was included. This tvpe of utterances took i similar form of repention Bu

CCMANTIL SeNSE WIse . it was more close to an extension of the maternal preceding utterance
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Y

FIS-C SYSTEM

A, General Gudeline ‘ -

An utierance was i scoteahie unt When two sepaate ntter nees could be somehos
<

~

bettet understood within a single sentence contons, the two utieranees were sttuny topethes ari!

e d

cored for one function Fapletve words, Billing - or respondiny words whick hordhv carned!

am topr. meaning, were excluded The exclusonimphed that mother Cutteratee either v
preceded or followed by cuch words was rreated as if 1t was no Also, utterances which were
evtraneou€ to the mothe: 's persondl 07 social Motives 07 ambiruous 1n meaning were eaciuded

Reques: for repention wher the mother had not heard the Chind S PO serhain ahion A as e

ignored ,
B. Responsive Speech

- -
General Guidehne

Schachter defined responsive talk as talk which occurred in response to the stimulus of
the child's verba! or norn-verbal communication to C(caretaker). At empincal level, utterances

which were following the child s prior utterance to the C were regarded as re.sponsi\" Kuit

in many cases. child's utterance was produced 1n such a way that it was not spoken particuiarh
10 the mother, nor contained anv substantial topic for the mother ' ravpond Ir such cases,
mother’s utterance which sequentially followed the child’s prior communication was not &

responsive or sensitive talk in any sense. Furthermore, mother s utierance someumes

conscious!y or unconsciously ignnied tne child 's prior utterance and introduced new

N

conversational topic. According to Schachter, such utterance should be considered responsive

Sthachter's FIS-C svstem was used. But the original deflinitons were modified tqQ
fit the characteristics of Korean speech samples. And some of the subcategomies were
added to or missed from the Schachter's original work.



Gk snple becanss it sequentalls Tolowed the chld s priot talk e rechmeal debimgnion
vers kel o obscure the main thiust o FIS O osvstenr whicberputs emphasss on the bene
imtenhon bchm.d ar ytrerance: Thusom the presept studs, Tesponsive talh was defimed as
tollows .
b an utterance was sequentally following the chald s utterance or non-verbal action and
comehow semantically tesponsive or sensiuve 1o the content of the ch‘l\d'; prio
!
commumeation, 1t was regarded as aresponsive talk s
> But when the child s prior utterance consisted of simple responding words like
"Ling"(ves), so that 1t did not carrs any meamngful topie for the mother to respond,
maoher '« following utterance was rather regarded as a spontancous talk
Y Fven when the child's preceding utterance implied a substanual topic meamng, af the
mother s utterance was semantically unrelated and seemed o be hardhy responsive to the
child's preceding utterance, it was scored as a spontaneous talk.
At a gross level categones were initially selected on the baws of the 1vpe of the child’s pnor

COMIMuNIAlion and the mothe: s utierance was further suhcatggonzed according o ats specific

3
i

function.

Respon.! 1o CL capressive communication
1. Explcate the emotion more fuliy than Ch or in different words.

20 Seox gigbora“: askiny . or further informauon.

Confirm the true value of the child's communication.

(DY)

4. Seek to alleviate negative feelings
N Ve

Respona 10 Ch desire implementing communication

‘1. Explicate

2. Seek elaboration
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3. - Fulfil the desire with accompanving speech

e

4. Assist child 10 fulfil his own desire: by pointing out whereb\ or how.

5. Disinhibit desire by encouraging child if he seems to need permission or.support.to. pursue

. . i
. his desire.

!
= N

'Respond t_d child ego-enhancing communication ...Child boasts, displavs prowne'ss; or uneasily
N X N . . . . ] .
admits defeat.

L]
1. E'go-boost_ by affirming child boast

2. Provide justification for ego blow by giving excuses for defeats.
s ) ‘ . .

Respond to Collaborative Communication

' In this categor\" mother's utterance was restricted 10 that produced to maintain a
collaborative activity. In other words, mother utterance: whxch exphcated or commemed on
the, child's famasx role or which was related to an ongome pla\ o1 game but not an actual

'collaborauve commem was e‘xcluded This type of utterances was ratheA scored accordmg 10 its

¥

indepen_dem function:

=

1. Participate in collaborative dramatic play

2. Participate i’ role-differentiated Ch project or discussion when C speaks while engaged in
ﬁ?h-initiaied cooperative play or discussion.

5

3. Engage in tollaborative chanting when Ch-communication is followed by caretaker

repetition in a playful sing-song tone.
. R . . A N ) ) .
4. Grateful response to collaborative giving, when Ch gives C something C expresses

“gratitude. - ' . ‘ o .



'Respond to Ch learning Implememma : //"

Since fairly large proportion of the child's utterances consmed of utterav{ces gxpressing

his knowledge, mother's uLterance which responded to the child's knowledge e’xpressmg as well
as knowledge seekmg utterances were included.
1. Exghcat e more fully the Chlld s request for information. Mother’ s, dtterance which gave

elaboration to the child's expressed knowledge was also included! The latter case of

Fi

utterances were marked explicate+ and distinguished from thé original sense of Explicate.

,
2. Conﬁrm or acknow]ecg_ recently acqmred learning. Moth.er s utterance that confirmed the

child's expressed knowledge without restating the cont;’m of the child's preceding utterance -
was also included. But mother's utterance simply c9n51sted of "Ung" wa_s not included. As
mentioned in the category Explicate, mothers prﬁduced fairly large amdunt of‘u;terances
Iwhich reassured what the. child had said withoi;n much intention of con\firming or |

acknowledgmg the child's prlor utterance. Thls ty pe of utterances.was marked Confirm +

and dlstmgmshed from the original 1dea of Conﬁrm

(99)

Supplv new learning by answering Ch lea_rning question. Utterance that simply’ answered
. / . .

the child's questions was also inol'nded.

4. Carrect learnme Mostly, morher S correctmg utterances consisted of two parts: negaung
3 /

and correcting pans Due to phonetic pause, these two parts were likely to have been

scored ‘as two separate }merances In that case, the two utterances were scored for,one

/
Correct learning uttgrance. Correcting utterance which had negating part only was

/
/

'.‘excluded. But the_/ﬁnerance ihqt had correcting part wifh om{sSion of negating part was
included, | o .

In most cases, chi‘ld'sv utteranee was difficult to figure out whether it was an expression of his

knowledge Of a report about a thmg that he saw. &“,hxld S utterance for example, Apple

be anl expression of his knowledge that it was an apple or a 1eport thal there was an apple

Since a fairly large amount of the child's utterances consisted of such single words, the

following rules were applied to ease the confusion. Regardless the type of the child's preceding

-
]
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utterance, if the mother's re%pondmg utterance carried a learning implementing sense, it was

straitforwardly included in the category Respond to Ch /eatng implementing. 1f the mother’s

responding utterance was accompanied with a descriptive statement, it was included in Respond

to Ch report. Exact imitation of the child 's preceding utterance was in the former category.

\

e

AN o
Respond to Ch Repomns: Communication - _

1. Explicate

2 Seek elaboration: Mother's utterance which provided an elaborated report about self,

others or things on the child's request was also included and marked Seek elaboration + to
disrmguish it from the orrgmal Sense.

3. Conﬁrm As memioned in'relation to Confirm subcaregor1e< in othcr categories. mother's

.m

utterance which vias resmcted to reiterating what the child had saicl was also included and

1

marked Confirm -+ Parlial 1miratlon of the child's preceding utlerance was also mcluded

.
.

C. Spomalneovu‘s "Speecli'

General Guideline

In the works of Schachrer a spomaneous talk was defined in such a way that an

-

utterance was scored as a spomaneous talk if it occurred in the absence of a prior Ch
commurrica'rion to C. Thus, mother’_j@]@jfterance following the child ) commumcauon 10 orhers
than the mother may be scored asa spontaneous talk. Bur. the definition did not fit into the
. presem context, becausethe interaction concerned irr the present slud_\" occurred between the
"two parteners only, mother and child. Thus, in. the present study, spontaneous talk was defined
as follows: Mother's utterance- which was not preceded by the c_hild's preceding utterance was
regarded as spontaneous talk. This implied that mother{o utterance sequeoiially following the

3 N .
first responsive statement to the child's prior utterance was all scored as spontaneous speech.



On the other hand, if the mother's utterance immediately preceded by the child’s utierance was
semanticallv detached from the child's ongoing topic, so that the mother's speech intention
behind the utterance was more likelv to be spontaneous rather than responsive, the utterance

was courted as spontaneous talk.
}

Restrict-Command ' .

Regardless of whether it ‘was a responsive or spontaneous talk, any utterance which had
a restricting function was included. Mother's utterance which carried a sense of irritation, or
anger was also included.

ll. Unmodified

(o]

Substitute gratification: alternative, distractions, or fantasy channelization.

3. Postponed gratification

4. Partial gratification

5. Appeals to pride

6.. Appéals 10 reward

7. Appeals 1o threat or punishment : |

8. S\'mp.ath\'

.

9. Suggesting another person {

10. Urging Ch 1o gratify himself

- Activate

1. Induce participation: Strictly limited to the uttezances which was produced to encourage/

the child when he/she was inactive or unoccupied. Mother's utterance suggesting a certain

action or verbalization while the child was engaged in an activity was separately
. . a

categorized. - RS

2. Suggesting action or verbalization: Mother's utterance which suggested an action or
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verbalization while the child was engaged in a certainactivity was primaril) included.
Mother's utterance which intended to draw the child’s attention waf also included.

3. Induce change in activity

Reports on Ch ‘ C\

C described Ch actions. attributes. possessions, and experiences. Reports on others
© e .
including the child himself were also included.

o
1. Specific interrogative

2. Specific declarative

3. General interrogative

]
4. General declarative .

T

Pr0\1d° knowledge or leach

1. Present knowledge Labeling. naming. or "word ‘teaching was excluded.

2. Present word 1eachmg Utterances which were composed of single wordﬂ were all included.

3. Present not word teaching: Utterances instructing how to proceed in a task were mainly

fell into this subcategory.

0y

4. Elicit knowledge: Quesxior{ing utterances which took a form of "What it is;' mavinly
constituted the sﬁbcaLegofy.

Some of the questioning utteranceé which intended to elici® knowledge was piesented in such &

way that the answer could be a description or a report of thing For example, an utterance like

'"What is this fish doing?" tends to elicit a descriptiv'e statement from the child. This type of

utterance which implicitly induced a report on the part of the child was not included in the

present subcategory and separately m.arked in_ Report. Mother ‘s utterance simply saying |

"Thié?", which implied "what is this?" was not included.
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Report o ' : . o

Mother's utterance inducing a report about a thing on the child's part wag-also

. R
included. And such utterance was separately marked

nducing report.

1. Self

2. Others
3. Things: An utterance like "Look at this!", which was produced simply to draw the child’s

attention was not included.
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TURNABOUT

The basic scoreable unit was an utterance. Thus, all therjudgement was primarily

centered on an independent utterance. In other words, any inference of the meaning of an
“n v &4 . ’

‘ X .
utterance in conjunction with other utterances was not encouraged, unless there appeared a
clear and distinctive semantic cue leading to such inference. For example,

M: Sav apple. Apple, apple, apple.

The repeated utterances can be understood onlv in the context of the original utterance. From

o

the ongoing context, it is felt that the mother is inducing the child to verbalize the word
‘apple . But when the repeated utterances are detached from the context, they do not carry the

sense of Mand any more. Such words were not considered mand. -

Non-verbal communication was also included. Mother’s utterance which suggested the
child to perform a certain behaviour or that responded to the child's behaviour was taken into

consideration.

A. Response - ’ - h 4
’ \

. . ‘“)" Ly
An utterance was considered a Response if any part of it met one of"{he.;ﬁfollowing
- ey
) ' 3 "a"t)v it
criteria. o

a9,

1. Answering a question, corrgctly or incorrectly.

2. Self-‘repetitionv when solicited by the other.

3. Repetition or paraphrase of the other’s most recent turn. .

4. Reguests for clarification. |

5. Substantive continuation of toﬁic. This could take many-forms, mcluding: one poinged fo

an object(mand) and the other named it (fesponse); one said "Soup”-and the other said,
Y

"What k¥id?" (both response and mand); or one said "Bear." the other saj_d, "Yeah"

1'Kave and Charney's concept of turnabout was msed. But R and RM were further
_categorized “into R- and RM- in order to detect the mother's simple responding and
turnabout turns. :

’The criteria were adopted from Kaye and Charney's work (1980).

1



(3]

108

(response) and the first said "He's running” (response because the referent of "He™ was a

topic acknowleged by the other)

. Cenain intrinsically responsive expressions ( “Yeah,” "Ubh-huh™) and gestures (lookiny

where other has pointed, accepting an.offered object).

'

Any turn beginning with "And," "But,"” or "Because” (the syntax inherently continues a

topic either introduced or acknowledged by the other). In this case, it was not required

that the top'ic; actually ha;e‘been acknowledged: If a mother said " A bear” (pause) "And
a dog."', she was behaving ast‘.if her-topic had been ac;(nowlcdged.
An_\v' act or uttera;xce continuing a cadence, as when the two participants engaged in naming
pictures for one another in rhyvthmic alternation.
Commenting on the other person's'behaviour. However, referring to something the other
was not doing was not considered a response.

Besides the }\\ae_.{‘_ind Charnev's definittons of répoﬁse. the follow'mg rules were
also considered.
Response 1o the child's no-response, which usually took the form of malernafrepemion_
was not considered a Response. Mother ‘s comﬁunication composed of several utterances
was indivi’duall;\"’ referred 1o the child's most recent utterance. In such an individual
reference, if anv of the mother'a utterance seemed to be responsive to the child's preceding
utterance, it was regarded as a Response.
When the child's utterance simplyv consisted of a word like "Ung”, the mother's preceding
utterance was substituted to infer the full meaning of the child's utterance. When the
child's preceding communication was presented in a couple of separate utterances,
mother's utlerancé wasval!o“wed 10 be referred to anyv of them.
Mother's utterance which simplyv acknowledged.the fact the child had said‘something and
continued the topic without actually responding to the'child's preceding utterance wasv not

thought as a Response. For exam;ﬁlé,

M: What is this?
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Y

C: Apple.

M: What is that” . ‘

C

The second utterance of mother was produced on the mother's assumption that the child
"
. -~ .
had answered her question and the answer was right. And she wanted to carry on to the

next topic. Since the mother's utterance did not have any connection to the child's

. ) R \, .
preceding utterasice. by itself, however, such utterance was not regarded as a Responsc.
! .

3

Response which 3 as simply,composed of "Ung" was separately marked as R-.
. Ly KN ]

Y4V sidered a mand if it met any of the following criteria, '* regardless of
'.. ;{lk‘yf” .

A L

3 ‘%%Qiajgﬂespon‘se. &

: Sl
1. Question syntax oOr intonation

ro

Command or request explicit or implicit, verbal or by man;pulation.

3. Pointing or c;xlling attention to something not 'alread_\‘ the current topic.

4. Offering an object.

S. A very expectant look, as if to way "Well”" or "Am | right?”

Basica]ly, mother's utterance which functioned to induce the child to take~a next turn

was considered a mand. An utterance which introduced a new.topic or information, but was

presented in such a way that it did not ‘invite the child to take the next turn was not regarded as

Mand. Action inducing utterance was also included. -

C. RM:Response + Mand
Mother's utterance which responded and simultaneously induced a response from Lhe
child was counted. Mother's assuring utterance like "Ah;.’", which took a considerable portion

of RM was separately marked RM-. ’

BAdopted from Kaye and Charney's work (1980).
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MOTHER AND CHILD SPEECH SAMPLES: SCORING I’R()('lil)UleS'

Exact imitation

1.

rJ

M: What is this”

C: Bear.

. M: Bear?

M: Where”

C: This.

M: This!

Partial imitation

l.

ro

C: This circle.

M: Circle”
C: Mom, | look at the books.
M: Look at the books?

C: Evervbodyv is sleeping.

M: Yeah, sleeping.

Transformed imitation

1.

C: I saw snow.

M: Did vou see snow?

C: Look at this.

M: Do vou want to look at this?

Paraphrase imitation

1.

C: 1 did ...like this ...this.
M: You wore it like this?
C: 1 wonder what this is.

M: What do you think it is?

il



lncm}nplctv expansion
1. C: Baano.

M. There 1s a puano.
Y00 Corns. .., ho

M: Corns are hot

'lilahorme expansion

1. M: Tn theelephone.
C: This?
M: Yeah.
C: To whom?
: Whom de vou want to phone”
- Did vou see the snow?”
. Yeah.
: How was it coming”

. Like this.(action)

T 0O X 0 2 Z

. 1t came like this?(action)

Noun-phrase extension

1. C: T saw ants.

M:A Where were the ants?
2. M: What is‘this7

C: Warm.

M: What kind warm is this?

Predicate extension

1. C: We did this.
M: How did you do it?

2. C: We didn't drink Coke.



M. Why didn’t vou dnink 1t?

Paraphrasc repetition

1. M Thivisa rabbit
(2 Yeah.
M: What'is it doing?
C: AR?

M: What is it eating”

[
~

" 1'm going o see this.

M: You're going to see this?
C: Yeah.

M: What are vou going to see”

M: Which one are you going to see”

Exact repetition

1. M: What is this?

Ah”

: What is this?

: This?

. Yeah.

: Zuccini. L

Ah?

2 0 X2 0 2 2 0

+ Zuccini.

Partial repetition

1. M: Let's see wnat else there is.
C: Yeah.
M: Let's see....

2. M: Can you wear it alone”



C: Yeah. | ' ‘ .

M: Alone?

Transforme& repetition . -

1. M: Why don't we look at this?
C: Yeah.
M Ok.Let's see this.

2. M: Whar is this? How about this”

Svnergistic seguencés

1. C: We héve to go without weafing this coat.
M: Going without wearing it? .

: Yeah.

g Then', what do you have to wear”

- Did vou see this? ‘

: Yeah.

: This¢ is an ant.

: Yeah.

z 02 0 2 2 0

. Have you seen an ant?

'

Respond 10 Ch expressive communication

. 1. Explicate
REE M Dd vou-want me to bﬁ_\' it?
C: Yeah.
M: (Réther)Ask your Dad. |
G No. L

oM { \
[P

M: You mean you want me 1o buy it?
2. Seek elaboration
r

a. C: Where did you put the thing ?

oy,
>

4

4



"M: Here (it is).
'C: No...a smaller one.

- M: Here is the smaller one.

1.
e

C: No... o
M: Then, which one (are vou looking for)?
© 3. Confirm

.a. C:Ohmy...

4. Seek to alleviate negative feelings
a.  C: This one doesn't work...

M: I'll fix it.

" Respond to Ch desire implementing communication -

1. Explicate
a. C: This..this..
M: Do vou want 1o see this”

Seek elaboration N

]

_ a.. M: Do’&'ou wam‘ 1o see ‘other bon? :
| C: Yeah.. other books.
M: wﬁaz kind of "other” book?
3. Fulfil the desire iwith‘ acc?mpanying speech
a. C Where is the lid? |
" M: Hereit is.
4. Assist child to fulfil his own _desﬁe
Ta C 1 want to do this.
M: Which one?
C: This...

M: OK... turn it around and try..

S
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5. Disinhibit desie ¥ ,
a. C:Mom..this (pointing an object) /

M: OKk..OK.. go ahead.
. N\, .

Respond to child ego-enhancing commuhication
| 1. Ego-boosts by affirming child boast
a. M: Are vou feeling shy?... give me some of thosc..
C:I'm géing to make some for you..'
M: Is that right?...(then)make and give me some.

2. Provide justification for ego blow

Respond to collabéfative communication
1. Participate in collaborative dramatic play
a. C:1t's Mom.(over phone)
M: Mummy?... does she.want 10 lalk_ 10 vou?
2. *Participate in role-diffelentiared Ch project or discussion
'a. C: Right hefe.
M: You are going to put it here,/
/b’ C>: Mom, heré is another one.
‘ M Do vou want 1o put this one here”
3. Engagein céllabprative chanting .
4. Grateful response to collaborative givihg
"a. C: Here is some for you. |

M: Thank you.

Respond to Ch learning implementing
~ 1. Explicate
a. C: Mom, what'is this?

~ M: You mean what this is for?

116
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¥ .
b. C: Mo/m: do vou eat this one time?
M: You mean vou eat this one only?
Explicate + {

. a. C:Gun.

[y )

M: Is that a gun?
3. Confirm or ack’nowledge
2. C:Thsisavag, "
.IM: Yg<s, it it a bag. |
b. C: Man. this is water.
M: Yes. it i¢ wétcr.
4. Confirm+

a. C: This is something hot?

—

M: Something hot?

€
b. C: Mom, is this a corn”
M: Corn?
5. -Supply new learning N
a. C: Whatis this?
M: Drum.
b. C:Mom, this. '
M: This is a fly. | ' ,
6. Correct:learning |
a. M: What is this’
s C: A hat
.59

M: (No) It is a muffler.

Respond to Ch reporting communication
1. - Explicate

a. C: Piano. . : s



o]

1%

. There is a piano.

o

Where is myv grandmother”
: Do vou mean where vour grandmother is?

© What is this?

e

: Swimming.
- Swimming”?
: Yeah.

. This is an ant.

N O X 0O X 2 0 X

. Ant.
M: The ant is swimming, isn't it” E
Seek elaboration
a. C:1didn't drink coke.
M: Why you didn't drink coke?
b. C: Hereitis.
M: Where”
Seek elaboratic;n+ (elaborate)—

a. M: Yeah, this is a pair of\pants.’

C: Yeah, pants. \
M: You wear a pair of pants. .
b. M: Hat.
C: Yeah, hat.
M.: Wearing a hat.
Confirm

a. C: This ...playing violin.
M: Yes, it is playing violin.
b. C: Mom...pare...the apple.

M: Yeah, Mom pares the apple.



5. Confirrp+
i

ya.  C: This.:. gran%]other bought.

M: Grandmother bought it”

Restrict-command

1. Unmodified
a. #C: Mom, this....
M: No.

. S
Substitute gratification

to

3. Postponed gratification

4. Partial gratification

5. Appeals to pride

6. Appeals to reward

7. Appeals to threat or puniéhmem

8. Sympathy

9. Suggesting another p’érson e

10. Urging Ch to gratifv himself

Activate

- 1. Induce participation

a.. M: You don'y make a train’?

C: Ah?

.M: Why don't you Amake a train?
b. - M: Let's look at this.

2.‘ Suggesting action or verbalization(General activation)

a. M: Are you singing a song?

C: Yeah. |

M: ngp éoing.

o
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C: (sing a'song) \
M: Tryv another one.
3. Induce change in activity.
a. C: (playving with telephone set) . .-
M: Why don't vou build a house with these bricks? o | [ /

Report on Ch
1. Specific interrogative
a. C:I'm going to play a house.
M: Plaving a house.. with whom?
b. C: The thing that vou took away.

M: This?

C\A{I}..Ahl. that you-took...sorﬁething like this. -

M: There it is. Were vou looking for i1?

[ 2]

_Specific declarative

a. C: Hello..hello (over phone)

M: You 're keeping on m%a‘king phone calls only.

3. General interrogative

a. M: See..look at this..where are you going”

4. General declarative
a. M: Turnit around.
b. C: Ah? (action)

M: Ck..you did well.

Provide knowledge or teach

1. Present knowledge
a. C: One, two, three. four, five, six.

M: Are there six”?

...see this...vou're not going to read this?



C: Yeah.

M: (No) There are four.

b. C: This is something to hang like this.

M,‘;,,;:;;Something to hang like this?
,\;c:'Yeah.
) M: Do vou think it is a rope?
p C: Yeah.
M: This’ is for counting figures.
2. Present word teaching
a. M: It sounds ding dong...
C: Yeah. |
M: Xiloplhox{e;
C: How about this?
M: This...
C: Yeah.
M: Sometﬁing sounding like this...
M: Ambulance..
3. Present not word teaching
4. Elicit knowledge

a. C: This is'prett;\'.

M: Is that pretty? What is tt%s,then’.f‘

b. C: This is ugly. i
M: Ugh?

M: What is-this then?

Report
1. Self

r

a. C: Thisi’i's supposed to be put here.



()

M Is that right? I didn't know that,

b. M: There is no spoon.

" M: Ok...I'm going to make something nice for you.

Others
a. C: Whose is this?

M: Whose is this? This belongg to Young-sun.

* Things

a. M: You're not going to see this? ...this is pretiy.
b. C: Let's see something elsc.

M: Look at here.. here are a Jot of things
Inducing reports -
a. C: Babv,

M: Babyv?..what is that baby doing”.

b. C! Thisis a pig.

M: Yes, vou are right. The pig i< oinking

R(response turn)

1. M: [Whar is this?
C: Squarrel. ‘
, | ~
M: No, it is a kangaroo.
2. C: What is this?
X
M: Monkey. | ( .
R
1. M: Lion.
C: Lion.
M: Yeah.
M(mand) -



1. M: See.. does't it look alike?

- C :‘ Yeah.

M “What is this then?

RM (turnabout)

1.

(2]

O X

M

M
C
M

RM-

1.

C

M: Ah?

X X 0

: This is an ant,
Ant.
: Is that ant swimming? e
: 'What is this looking at?
Ah”
: This(dog) is looking at himself reflected in the water,
c14's red.
. Red?
: You have to put this one here.

- Do vou think so”

: What is this?

isn't it?

~¥
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