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ABSTRACT

This sociolinguistic study of children's oral language focused
on the repertoire of situational language adopted by grade six chil-
dren. A situational categorization of factors involved 1n the context

of languaging was developed from the literature, and using four of the

five speech styles identified by Joos, sociolinguistic situations were
4 .

designed. These task situations were described as the intimate,

casual, consultative, and formal.
-A core of subjects consisting of a girl and a boy dyad were

followed through each of the task situatiqns. The data were collected

by audio and video equipment and both linguistic and nonlinguistic

transcriptions were made. The transcribed oral language and non-

linguistic features of communicationqwere matched prior to analysis

of the data. ~—

Eleven different types of analysis were emﬁloyed in order to

examine which measures were able to differ Eiate task situations, and
therefore situational language use. Most alyses focused on the
/ .
linguistic data of the key subjects, while the two descriptive analyses
used data collected from all subjects. .
An analysis was made of the subject matter which formed the
t‘bical language base of cﬁildren in the four task situations.
Experiential basis categories were developed to describe the origins
of subject topics. The other subjective analysis, which also
necessitated éhe development of a category system, was designed for

functional and nonfunctional features of communication.

Quantitative-descriptive analyses were undertaken of

iv



vocabulary itemg and included lexical diversity analysis using the
typeltokeﬁ ratio, a study of abbreviated language forms described as
contractions, compaétions and truncations, and the colloquial and
standard forme of "yes.h Another method of differentiating situa-
tional language use was provided by a study of lexical density and

lexical content words. An analysis'of grammatical features was uNder-

ugh the use o;)

verb mdasure ‘using

taken using the C-unit, elaboration of C-units th

clauses and prepositional phrases, and a lexica
the pre—éoken ratio.\\E}Q?uistic feedback was~described by means of
a linquistic'aominance analysis. The final measure used was that of
extraneous linguistic material which included maze-like language,

filler language, and language repetitions. t> ,

Most of the analyses differentiated the formal situation while
grouping the intimate, casual and consultative situations as generally
finformal. The measure of lexical density differentiated the four
task situations suggesting a repertoire of four‘roles. The subjectiQé
analyses of subject matéer and nonlinguistic features also differ-
entiated the task‘situations in the study.

It was found that a study of nouns proved useful as a means
of analyzing situational language use while two different approaches
to the use of verbs did not prove useful. Several analyses suggested
that norms.pight be established for different features of language use
in specified situations.

Many implications for further research and yﬁ'education can

be derived from the study. The interlinking of sociolinguistics ,and

child language development suggests a new focus to both the study of



N ~

N

and the educational development of, children's language. This study

b

has suggested methods of analysis which'\might be used to isolate and

.
\describe the speech styles used by elementary school ~Hfildren.

: A
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Chaerr 1

THE INTRODUCTION AND STATEMENT

OF THE PROBLEM

INTRODUCTION

i

Sociolinguistics has captured the attention of linguists,
sociologists and anthropologists since pioneer work was done in these
interdisciplinary fields by J. R. Firth geqinninq in the early 1930's.
He coined the term "context,of situation,” and this has been the
foundation stone for many theories which have been applied to the
functions of language, the sociology of language, and more lately,
speech styles and registers.

The methodology applied to sociolinguistic study, and what

\

sociology of language" by Fishman, and

"

has variously been termed
"ethnography of communication”™ by Hymes, is an ethnographic one.

Sociolinguistics takes an ethnographic stance when studying language
and social man, and such a methodology uses an emic rather than etic

form of analysis, that is, it presupposes no formal 'a priori' »

categories but desg;:;;;\hpe behavioural phenomena in descriptive

A\
terms rather than in discrete, cguantitative terms.

The writings on language functions, speech styles and.
registers are largely theoreticél, being socjolinguilstic constructs.
Work with the language functions of children has been undertaken by

Halliday (1969) and Tough (undated). Thére has been little research

into the speech styles of children (Jensen, 1973). Of the research



done the majority has either been interested in teacher-pupil 1nter-

actions, has begun ethnomethodologically but ended in etic analysis,

or has neglected the vital interactional components of language

events which would allow a range or variation of speech styles.
Literary critics and analysts have long explored the use of

style, called stylistics, in literature and written lanquaqe‘ and have

come up with séveral models of stylistics. While often not i@mediately

r
applicable to spoken language, they do suggest the types of styles we

might expect. In sociolinguistics there is a need to find linguistic

and social situations to match stvles, from which language usage might

. be predicted.

PURPOSE OF THE STUDY

The classroom is both an institutional setting and a social
setting, and if the researcher is to take these settings into account
when studying children's behaviour then an appropriate methodology 1s
reaquired. More specifically, if we as educators consider the develop-
ment of lanéuaqe concurrent with the development of the child as a
social being, then a sociolinguistic approach to language study
provides an appropriate research model.

This study attempts to develop a methodology for both I
elfcitinq and desé?ibinq children's language in different social
settings, reaguiring different users and different situational uses of
language. Such a methodology, it is proposed, combines elements §§>
both an ethnomethodological approach, where language behaviour 1is

.

observed and recorded in natural settings, and experimental research



\

®*methodology where variables are controlled and others maniyalated.
.
In this study the dependent variable is simply described as oral
language production.

The study also aims to develop, from the literature and from
classroom observation, various systems for both recording and analyzing
the oral langquage of children, where this language 1s qiz?rated in
various settings determined by sociolinguistic factors, notably
degree of formality. The main purpose of the study 1s to Jdetermine
whether chxldren at the age level studied do possess a repertoire of
situational lanquage where registers are Jifferentiated by their use
of language. If so there are grounds for further study, and in the
lonqer-term, implications for teaching the language arts, for testing

children's language, and for diagnosing language "deficits" in the

elementary school.
.

\

QUESTIONS TO BE ANSWERED

The guestions to follow will be answered through analyse$ of

the data. They will be answered by the most revealing means, which

©

at times might be gquantitative-descriptive, and at other times,
descriptive.

1. Do the children 1n the study have a repertoire of roles
i
“and role-relations which are differentiated by the nature of language
v

used in different social situations?
~
2. 1Is the use of a variety of social situations and different

contexts of situation a promising method of designing langquage tasks

to evoke children's oral langugge?



i. Are the measures of lexical diversity and lexical lensaty
capable of evaluating and difterentiating the situational lanquage
nses of children in the study?

4. Is an analysis of abbreviated language forms (contractions,
rompactions, truncations and colloauial "yes") capable of evaluating

and di1fferentiating the situational languaqge uses of <hildren 1n the

study?
5. Is feedback of both a linguistic and a nonlinguisti: nature
—apable of evaluating and Ji1fferentiating the situational language
of -hildren 1n the study?
-
6. Are syntactic measures -capable of evaluating and i ffer-
enti1ating Xje situational language nses of children 1n the study?
e study of extraneous linguistic maéerlal capable
of evaluating and dilerentiating the situational language uses of
-hildren 1n the study?
8. Is the situationa %ateqorlzatxon a valUable method for
describing the sociolinguistic se®Ning of the children 1in the study,
and are there implications for elemenhary lanqﬁaqe arts i1nstruction?
9. Is the methodology employed iMNthe study a fruitful one
for a sociolinguistic description of children language, and could
1t be further employed in describing the possible

epertoires of
"3

children's speech styles?
TERMS USED IN THE STUDY

The terms and definitions which follow are those which are

used in, and at times guided, the design of the study and the research

.



westions proposed in the nrevious section.  ther more spe 1t

‘h'flnx.tum*; which are used 1n-the data analysis appear an chapter 4.

Context of Situation: subsumes all social and lingui .tic data that
together comprise ltku‘ situational spectrum in whi b oa
lanquage event occurs. the contexw of si1tuation bring:, ’
»
1into relation the following categories:
A.  The relevant features of participants: persons,
personalities.
(1) The verbal: action of the participants.
(11) The nonverbal ction of the part1 1pants.
H.V The relevant objects.

_/

The effect of the verbal action.

speech style, and Register: 1s a variety of langiade a - coriing ro
c

use. Each speaker has a range of varieties and -hooses

q
between them at different times; language varies as 1ts

function varies. Register or style 15 situationally-

~Nlifferentiated lamGyage variety. The two terms are synonymous,

‘style"” being red by some North American sociolinguists,

and "register" by British sociolinguists.

Roles and Role-Relations: linguistically, the repertoire of roles one

adopts represents one's current experience of 4sing lanuaue

soctrally, one's repertoire of roles refers to the number ynd

character of the roles the individual enters into at any time.

A speaker 1s always aware of an audience when he rlays a

particular part.
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unit), elaboration of C-units, and lexi-al verb analysis
using the type-token ratio. The three types of syntactic

measure are further defined with examples 1in Chapter 4.

N

Extraneous Lingulstic Material: are all those phonological utter-

ances, words, expressions, exclamations, interjections,

speech continuers, linkers, etc., which are «xXtraneous

to a logical, syntactic, and refined presentation of language.
The jresence of extraneous linguistic material (ELM) leads to
language targles and mazes which 1nhibit the flow of language.
When ELM 1s eliminated from a language text what remains ~an
be readily subdivided 1nto linguilistic units such\gé J-units.

e—

The four types of ELM are defined with examples in Chapter 4.

Situational Categorization: les ribes a system for the cafeqor1zatxon
and identification of all of the components, institutional,
social, linguistic, and nonlinguistic, which make up the
context of situation for a socioclinguistic event or occurrence.
The si1tuational —-ategorization scheme 1s to be found at the

beginning of Chapter 4.
DESI'SN OF THE STUDY

In nrder to eli~1t oral language from grade six children,
specifically a range of language marked by differentiated situational
nsage, tasks were designed to provide four distinctly different social

and linguistic situations.

-



SUBJECTS

A core of subjects was used throughout the four tasks. The
core comprised two pairs of intimate friends, one of girls and one

of boys, at the grade six level. Each child was chosen on the basis
of average-to-above linguistic ability and general achievement. They
also had to be willing to participate in the study. Additional sub-
lects were added to each task situation. These subjects were selected
according to the same criteria plus on the basis of a sociometric

survey.

TASKS AND PROCEDURES

The four task situations were desianed around four of the five
speech styles identified by Joos (1960, 1967). The four tasks were
lesigned to create a context of situation and to elicit situational
language of either an intimate, casual, consultative, or formal nature.
The four key subjects form the core of two groups, one of girls and
one of boys. Each dyad was placed in the first task situation, the
intimate situation. Then two additional subjects were added to form

) .
the second task situation for each group. Additional subjects were
added to Task 2 to form the third task situation. For the fourth task
situation each key subject gave a formal oral presentation to a group
of twelve peers which included the other three key subjects.

Each task situation was audiotaped and videotaped in order to
capture’all linguistic and nonlinguistic data. Both audiotapes and
videotapes were carefully transcribed so that all linguistic and
nonlinguistic features of each context of situation were available

for analysis.



ANALYSIS OF THE DATA

Systems for analyzing the data were devised from the litera-
ture and from the responses of subjects in the pilot study. In the
case of descriptive analyses and those developed by the investigator,
validation procedures were carried out using university pro{gssors
and doctoral students in the fields of curriculum and language arts.

In the case of analyses drawn from the research 11térature, reliability

procedures were carried out using doctoral students in the same fields.
DELIMITATIONS AND LIMITATIONS OF THE STUDY

The following factors limit the interpretation and generaliza-
tion of the findings:

1. The tasks which are designed to elicit oral language
featuring a variety of situational usages are, 1n some respects,
artificial soclal situations. They are artificial in the sense that
they were prescribed and designed by the investigator. Therefore, no
claim is made to naturalistic lanquage settings. However, if specific
situational usages are differentiated by the tasks, as supported by
the analyses of the data, then it can be confidently assumed that in
natufélistic sociolinguistic settings the differentiation of situa-
tional usage might be even more clearcut, and one could begin to
investigate a repertoire of speech styles or register.

2. The children used in the study were from a grade six
class in a particular school in a middle-class socioeconomic neighbour-

hood.
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SIGNIFICANCE OF THE STUDY

*One of the important aspects of the study is its attempt to
examine the interaction between two major components of human
behaviour, namely the use of language, and the social organization
of behaviour, among children. Soeiolinqu}sts accept that the

greatest, most potent stimulus for language is the social context

.

1in which lanquage develops, and to which language adapts.

The design of the study and the methodology employved, which
melds child language development with sociolinguistics, 1is of
importance to the study of the language use of children. In the
quest to understand language development the study starts with
context, not with language.

Third, it will be of significance to discover if the children
in the study adapt their language to the various contexts of situation
in which they interact. If this does occur then there are many
important ramifications for both the study and diag;;sis of child
language development, the assessment of language competence, and the
dévelopment of language curricula. If it can be suggested that
lanquéqe develops as the child explores and experiences social con-
texts, and that the broadeninq of social contexts is concomitant with
a broadening of language use and function, then the way is open for
further studies which can explore this mutual social and linguistic
development.

The various methods of analysis appli?d, adapted, and
developed are also significant in light of the possibilities they

might suggest for looking at the language of children. If various



and varied methods of analysis are reliable in differentiating situa-
’ : —
tional lanquage use, then new directions for research will have been

uncovered, and different perspectives on language development and

language curriculum design can begin to be considered.
THE ORGANIZATION OF THE STUDY

This chapter has provided the reader with a brief overview of
the study and with the questions that led the researcher to the
formulation of the methodology by which means the problem could be
examined. The remainder of the study follows in this manner:

a. Chapter 2 presents the rationale for the study and for
the methodology employed. It presents the theoretical bases for the
research aéproach adopted and for the types of analyses to be
utilized: This éhapter also reviews the related research aéd litera-
ture which has touched on the subject and study of speech styles and
register.

b. Chapter 3 describes the design of the study, which
includes the selectian of subjects and the development of the task.
situations. Data collect%gn procedures are also discussed.

c. Chapter 4 describes the many types of analysis to be
applied, and gives definitions and procedures for each type of
analysis. As well the details of transcription of both ling;istic
and nonlinguistic features are provided.

d. lChapter 5, the longest of all the chapters, describes in
detail the results of analysis and reports the findings.

e. Chapter 6 is the concluding chapter and in it the study

11
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is summarized, conclusions of the study are drawn with the answering

of the research questions, implications made for education, and

~

suggestions made for further research.

12



Chapter 2
THEORETICAL BACKGROUND AND RELATED RESEARCH
INTRODUCTION -

This chapter is divided into'two major parts. The first part
deals with the theoretical and philosophical aspects of the study
and of sociolinguistics, and places the study in the general frame-
work of sociolinguistic concern. Subsections move into pertinent
concepts and ideas of sociolinguisticsg, such as the interrelationships
of linguistics and sociology, language and speech, language functions,
register, and speech styles, The rationale for the development of
the situational categorization and the £ask situations used in the
study come into this section. This first part concludes with a dis-
cussion of how sociolinguistics bears import for education.

The second major part of this chapter focuses on research
studies that have been undertaken both in sociolinguistics and in
education and which are pertinent to the study. The research
reviewed is restricted to studies carried out in the western world
and in the'Eng}ish:lanquaqe. More general studies of situational

and/or social aspects of language are also reviewed.

THEORETICAL AND PHILOSOPHICAL ASPECTS
4 : ]

1. SOCIOLINGUISTICS
Fishman (1971b) uses the term "sociology of language" in

reference to "sociolinguistics" because it implies a broader field
p

13



of interest, one that is less linguacentric. The distinction is not
important in this study; when the term "sociolinguistics” is used it
is equivalent to Fishman's sociology of language. He defines his

v .

sociology of language as that which examines the interaction between

9

tpe two .aspects of human behaviour: use of language, andsthe social
organization of behaviour (Fishman, 1972¢).

Sociological linguistics, for Halliday (1973a), hagpas its
criteria for selecting the. area of study those that are socioling-
uistic. Thus one investigates those contexts and settings that are
socially si&hificant. Halliday considers it ". . . not irrelevant
that lanqﬁéqe has evolved in the service of social functions, so that
we may expect to take account of social factors in explaining the
nature of language” (1973a, p. 80).

The role of speech in socialization is the concern of Hymes
(1972, pp. 124~129). He sées the rsle of speech in socialization
and the context of its acquisition as varying in every aspect of the
patterning of speech events, factors, and functions. Kinds of
variatiog can be highlighted with respect to the speech materials and

resources available, ". . . the processes often stressed in study of

personality formation, socjal structure and organization, and cultural
<

values and beliefs" (p. 126). This is all part of what Hymes aptly
calls "the ethnography of speaking." Using that as a title (1972)
he states that sociolinguists study ". . . verbal behavior in terms

of the relations between the setting, the particivants, the topic, the
functions of the interaction, the form, and the values hel k‘

participants about each of these." The ethnographic approa it

14.



its many components, is apparent here.

The description given by Gumperz (1964) has yielded the term

which has prompted at least one study into "linguistic

"ecology,’
ecology."” He describes sociokinquistics ". . . as the study of verbal
behavior in terms of the social characteristics of speakers, their
cultural background, and the ecological properties of the environment
in which they interact” (p. 137). The notion of "ecological
properties” and linguistic "environment" points to the ethnodraphic
focus'on communication and verbal interaction.

Labov (1972) states that a sociolinguistic variation is one
which is correlated with a nonlinguistic variable of the social
context, such as the speaker, addressee, audience, setting, etc.

Labov at times can be called a sociophonetician because some of his
work has identified phonetic sociolinguistic variables as markers.

He makes the point that not only ao these show distribution over
socioeconomic, ethnic, or age groups bu; they ". . . can be ordered
along a simple dimension according to the amount of attention paid to
speech, so that we have stylistic as well as social stratification"
(p. 283). |

What follow are major concepts and ideas of sociolinguistics
which are discussed here because they all form a part of the study
and the methodology employed for task development and analytical

systems.

a. Context of Situation /
L

This term names a basic sociolinguistic concept first used

by Malinowski but elaborated by Firth (1957, 1964a, 1964b).

15



A piece of speech, a normal complete ‘act of speech is
a pattern of group behaviour in which two or more
persons participate by means of common verbalizations
of the common situational context, and of the
experiential contexts of the participants (1964b,
p- 173)
Firth views the context of situationsas best used as a schematic
construct to apply to language events. It comprises a group of
related categories at a different level from grammatical categories,
but of the same abstract nature. The context of situation brings
into relation the following categories:
A. The relevant features of participants: persons,
personalities. .
i. The verbal action of the participants.
1i. The ncnverbal action of the participants.
B. The relevant objects.
C. The effect of the verbal action.
Firth (1964a, pp. 66-67) groups contexts into these common types of

usage (social categories): common, colloquial, slang, literary,

technical, scientific, conversational, and dialectal.

b. Style and Register

In general the North American sociolinguists have used the
term "style" wgen describing the funct;ons of language in social con-
texts, while the British have used "register.” In this discussion
the terms are treated synonymously. Erkvist, Spencer and Gregory
(1964, p. 98) define style as the result of the speaker's or writer's
relationship with his public, subject, and linguistic inventory.

Riffaterre (1959) defines style in terms of written or

16



literary style, though its application to speech styles 1s apparent.
Style is understood as an emphasis (expressive, affective
or aesthetic) added to the information conveyed by the
linguistic structure, without alternation of meaning.
Which 1s to say the language expresses and that style
stresses, . . . (p. 159).
The term "style" denotes level of formality for Doughty,
Pearce and Thornton (1972, p. 191). Joos (1960, 1967) also uses

level of formality to isolate speech styles. Since the speech styles

identified by Joos form the basis of this study, they will be

elaborated later. As such, style 1s developed and used in conjunction

with social groups who coav together for some rurpose whether
»

professional, commercial, recreational, educational, etc. Social
groups may be temporary or long-lasting.

The persistance of a social yroup over any length of

time brings about the development of particular ways

of using language, which will distingquish members of

groups from others, while giving cohesion and a sense

of identity to the group itself (Doughty et al., 1972,

pp. 190-191).

Gumperz (1964) defines speech styles in terms of the advance

information they provide about the nature of messages, and the fact

"

that they speed up communication in somewhat the same way *
that titles and tables of cdntent help in reading a book" (p. 138).
Implicit in this definition of sorts 1s the notien that speech styles

are predictive of linguistic coding.

-
The British sociolinguists have been particularly concerned

with register. Halliday (1974) sees types of linguistic situations
as differing from one another in three aspects: (1) as regards what
is actually taking place; (2) as regards what part the language is

playing; (3) as regards who is taking part.

-3



These three variables, taken together, Jdetermine the

range within which meanings are selected and the

forms which are used for their expression. In other
~ wordf, they determine the register (p. 32).

Theretore the notion of register refers to the fact that the language
we speak or wr!te varies according to the type of situation.
Halliday, McIntosh and Strevens {1972), in a discussion of
the ways in which lanquage varies, state that 1t 1s possible to
recognize varieties of a lanquage using a dimension which is dis-

tinguished according to use.

Language varies as itSs function varies; it differs

in different situations. The name Jiven to a wariet
of a language distinguished according to use 1s
‘register' (pp. 149-150).

The only sociolingquist to have undlértaken any directed study
¢ .

of register, and that in a multilingual setting, is Ure (1969) . In

twWwO consecutive articles she describes what she calls "language-in-
action.” Like Halliday et al. she definesfregister_as Situationally-
i1fferentiated language variety. Of great Yinterest 1s her comment

on the role of linguistics and register. \\
Descriptive linguists are concernedqébout how to .
1dentify and describe the many different registers
that exist within the framework of any given language;
applied linguists are concerned about how to present

and how to teach varieties appropriate to the students'’
needs (p. 107).

Register and speech styles are the focus of this study, and
. N\
a detailed section which follows is devoted to discussion of these
concepts. Here the concept was, introduced by the investigator and

defined by the: most important writers on the subject.



Sigdathonal switching
shift 1n situation may well reaquire a bttt in Nanguaqge
rayiety ! Fuofhman (19720, poo 4 diacusses how o a chirtt o an Lynguaage

<

7arlety mayfsignal a shift 1n the relationship between o-member s
-

of a sociall network, or a shift 1n the topie and prarpose of thd\ir

Action) or a shitt 1n the privacy orszlocale of their intera on.

969, p. 79) also uses the term "situational varian.e.” The

Flshman

degree of mainNpnance or shift may be quite different 1n continction

with more forma s tormal, and intimate communi it ion. Heo noted

thiat where languadd 15 resisted more intimate S1toations  ceem

to be most resistant Jrence and swit ohoaneg.

i.

Domains

This Cont e of s1*uation 1n

oncept e

whi-h lanwgage fulfi 5 a3 soci1ofunctional jNrijose. \Fishman (1965)

lefines domain ay

a soclo-cultural construct fabstracted\from topios
communication, in accord with the 1nstitufions of
soclety and the spheres of agtivity of a culture,

n such a way that individua
Ratterns can be distinguigked from each other And vet
rdlated to each other (g7 75),

behavior and sodal

Certaln soci1al nexus which brinag people Jether

primarily for a certain set of role-relations and 1n a delimited
-«

s

vironment. Fishman (1965) also uses the term "domain varian.e'" and
defines 1t as the degree of maintenance or shift, 1ii1te i1fferent in
each of several distinguishable domains of language behaviour, which

may reflect differences between interacting populations and their

sociocultural systems with respect to such things as autonomy, power,
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This term gives another way to des rihe sre vy et 1] R
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rangquage, which results in renster and style. Hasan LT states
that language -an be stadied formally and instirarior ally,

The formal stady Hf langiage 1s con-errned with +o
" network of relataosnshirs obtalning amongst the
'bits' of a3 j1ven language, whereas *hYe instltotl oral
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where the linguist l.oks ". . . at the same iata, langiade ovents,

a
but from a different standpoint. The attention 1s row on the users
p

"

of language, and the uses they make of 1t (. 132).

Institutional linguistics bedins with the 1dea of languaage

ommungty, which comprises a group of people who regard themselves

as us1ing the same lanquage. Butethere are varieties 1n a laniuage,
and subsumed under this are : '

. . . varieties according to users fthat s, variatiles
1n the sense that ecach speaker 1uses one varis+ty and
uses 1t all the time) and varieties accordind to use
{that 1s, 1n the sense that each speaker has a range
of varieries and chooses between them ar different
t1mes). The wvarilety according to users 1s a ilale~t;
the variety according to 1se 15 a redlster 'Hallililay
er al., 1972, p. 141).

o LANGUAGE IN A S0CIAL ¢ NTEXT
The 1raprropriateness of studying languagJe 1n 1solarion from
that whih stimulates language 1s recognized by most resear-ters in
the area of lanagiage. 3dciolingulists accept that the dJgreatest, most
rotent stimulus for languaage 1s the soclal context 1n which language
ievelops, and to which language aipts. The vartious adavrtations
that lancuade makes ars +he speech styles and regilsters ased by the
rodividnal o in Nifferent social settings.
Malinowskl 1 1435 was one of the tirst so-i1ollnaulsts to
e5;02<e an ethnoararni® afproach to lanquage studsy.
Trhe false -on-eption of language as a2 means of
transfising i1deas from the head of the speaker to
that of the listener has, 1n my opinion, largely
vitiated the philologlcal approach to language. The
view here set forth 1s not merely academic: it
compels as . . . to correlate the study of language

with that of other activities, to i1nternret the
meaning of each utterance within its actual context
LY



and this means a new departure in the handling of
linquistic evidence (p. 9).

And in the same prophetic work he continues: .

I think that it is very profitable in linguistics to
widen the concept of context so that it embraces not
only spoken words but facial expression, gesture,
bodily activities, the whole group of people present
during an exchange of utterances and the part of the
environment .on whicH these people are epgaged (p. 22).

Hymes announced in 1967 that there was underway a long-term

stift of emph@sis in American linguistics. That shift he saw as one

from focus on structure to focus on function—"from focus linguistic

torm o in 1solation to focus on linguistic form in human -oWPext' (1967a,
nd2) .

In his Introduction to Cazden, John and Hymes «€13972), Hymes
L]
ictermines that language must be studied in its social context, in
rerms of its organization to serve social ends. "The functions of
language 1n the classroom are a special casq‘of the general problem
of the study of lanquage in its social context" (p. x1x). Most
importantly, Hymes sees the key to understanding language in ~ontext
(L]

ls to start, not with language, but with context. This idea is a
foundation stone of sociolinguistics.

Fdwards (1976) believes that "speech may reflect social
strocture or be determined by the stylistic level demanded by speakers
f 4 certain rank or 1n situations of a certain type" (.. 14). How-
~ver, the sori1al constraints o themselves announced and reinforced
by that <hoice of style, and might be modified or changed if the

stylistic cholce were different.

For Doughty, Pearce and Thornton (1972) society exists because



men have language, whiagh implies that langiage Jdetermines social

relationships gnd interactions. They state that language exploration

-annot stop at the boundaries of language, but must do beyond that to

v .
look at the social context which makes the activity of languaging a

meaningful one. They identify five grours where a particular language

-
-

user will make an entry in each group: geoqgraphic or ethni., kinship,

occupational, rublic, personal (p. 68).

The subsegtion to follow; LLanguage and Social Man, is -losely
related to this discussion though different writers have chosen to
use different labels for the concept of socialization. Halliday's
roncern 1s with lanquage and social man, and he 1ntroduces the

tnportant 1dea of "meaning potential” to an understanding of language

levelopment .,
X

v
i, LANGUAGE AND s50OCIAL MAN

Halliday (1973a) sees this decade as preoccupled with the
study of social man, not only in relation to his environment, but in
relation to the human environment. The individual i; hereby seen as
the focus of a complex of human relationships which together define

the content of his social behaviour. This, in turn, provides a per-

spective on language:; the behaviour of human beings in relation to
~

their social environment is largely a matter of linguisti~ behaviour.

“"The study of man presupposes the study of language and social man"
(pp. 458-49) . #

Therefore, the internal organization of natural language 1is
best explained in the light of social functions which language has

evolved to serve. Because language has evolved functionally, the



relation between language function and structure will appear less
directly and in more complex ways in the adult languadge system than
in child Yanguage (p. 34). Thus adult language Zdiffers functionally
from that of children, and the variety of social functions is qreatér
in the adult, that is, the adult has what Halliday describes as a very
N\

broad diatypic spectrum, the child a narrow one (p. 35). "The 1nternal
organization of language is not accidental; it embodlies the functions
that language has evolved to serve in the life of social man" (p. 44).

Linguistic processes are seen as the ones whereby the child
becomes social man. The inference is that educators should be con-

-
cerned with those aspects of the child's experience which centre
ke

around social contexts and settings. "The study of language as social
behaviour i; in the last resort an account of semantic options
deriving frdm the social structure” (p. 64). Halliday's concept ot
meaning potential 1s evident in this statement.

In a later publication, Halliday (1974) expands on~the
important 1dea of language and soci n. It is through language

) J

that the human being begomes a social person, one of a group of

-
"people." Halliday (p. 1n) presents this idea diagrammatically.
Individual Sroup

nluman beilng

peotnle

«—
person

The individual is seen as the configuration of a number of roles which

are defined by the social relationships in which he enters, and from

these roles he synthesizes a personality. This is illustrated by

24



Halliday in a second diagram (1974, p. 11).

Individual GIroup

human being

people

person language

socliety

personality

Halliday discusses social aspects of language use which form
part of the semantic network as realization of behaviour patterns.
The social aspects establish and maintain the individual's social
roles, establish familiarity and distance, various forms of boundary
maintenance, and types of personal interaction. They are largely
independent of setting, but relate to generalized social contexts
such as mother-child (p. 79).

The other component of the semantic network of behaviour
patterns is that of the situation types and settings in which language
is used. Halliday calls this "lanquage in setting.”" The concern is

not with behaviour patterns that are socially significant in them-

selves, but with socially identifiable units—transactions of

various kinds, tasks, games, discussion and the like—within which
the beha;iour is more or less structured” (p. 80).

This leads into the important idea of "meaning potential" as
introduced by Halliday (1973a, 1974). The language of the child is
" a set of socially contextualized resource; of behaviour, a

meaning potential that is related to situationg of use" (1974, p. 35)..

The way the study of,language and social man is envisaged is through
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the concept of meaning potential, which might be referred to as a kind
of "socio-semantics," in the sense that it is the study of meaning in

a social or sociological framework (1974, pp. 35-36).

s

1f we regard language as social behaviour, then it means that
we are treating language as a form of meaning potential. It is what
the user of language, thé speaker, can do. Leaning potential must be
translated into linguistic potential, which is the concept of what the
speaker "can mean." "The potential of language is a meaning potential.
This meaning potential is the linguistic realization of the behaviour
potential; . . ." (1973a, p. 51). This meaning potential 1s, in turn,
realized in the language system as lexicogrammatical potential, which
is what the speaker "can say" (1973a, p. 51).

Halliday sees each stage as able to be expressed in the form
of options. The option in the conddruction of varioug linguistic
forms, such as sentences, serves to realize the options in meaning
which, in turn, realize options in behaviour which a social theory
can interpret.

Meaning potential is defined not in terms of the mind
but in terms of the culture; not as what the speaker
knows, but as what he can do—in the special sense of
what he can do linguistically (what he 'can mean'
(1974, p. 52).

Further elaboration is given the idea of meaning potential
by Enkvist, Spencer and Gregory (1964). They describe the relation-
ship between the substance and form of a piece of language on the one
hand, and the extra-linguistic c{rcumstances in which it occurs on the

other hand, giving what we normally call meaning to utterances (p. 68).

Gumperz (1971, p. 225), using the idea of "intent" for meaning
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. . e o o . .
potential, identifies three factors which enter into the choice of
speech events to be enacted. The first is knowledge of communicative
intent: wanting to ask a favor, ask some information, change someone's

opinion, or talk to be sociable. Intent may be conscigus or sub-

~
N

conscious., The second is setting: home, public store, classroom, etc.
The third is identity relationships: the speaker utilizes his know-
ledge of his audiences and their possible social identities to deter-
mine what identity relationship to assume, that is, whether he can
treat them as equals, inferiors, superiors, casual acquaintances,
colleagues, close friends, etc.

Firth (1964b) sums up, this discussion when he argues that we
learn our languages-in stages as conditions of gradual incorporation
into the social organization.

The origins of speech must be sought in the way
we learn it and use it in the course of life.
The approach to speech must chsequently\Q: chiefly
sociological (p. 135).
4. LANGUAGE AND SPEECH

Up to this point in the discussion, both terms, language and
speech, have been used. Now it is necessary to consider the socio-
linguistic differences in meaning and use of these two terms.

Hymes (1972) considers that structure and pattern have been
treated as virtually the exclusive property of lanquaq?; He states
that for speecg as a physical phenomenon this view is tenable. But
"for speech as a social phenomenon, the, case is different. Speaking,
like language, is patterned, functions as a system, is describable by

rules" (p. 131).
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Halliday's use of "meaning potentidl" has already been dis-
cussed. Doughty, Pearce and Thornton (1972, p. 104) use the generic

term "language" to mean the equivalent of "meaning potential,” while

the term "speech" has as its equivalent "language in use.” W

Running through the views of these writers is the important

4

idea that both language and speech are patternéd, a discussion of
which follows. Cazden (1966) underlines this point, also stating
that speech is different from language. Speech activity is not
random; like the language it is patterned and governed by rules, and
this patterning must be learned by linguistically active people in
the society. The patterning of speech activity is not the same from

society to society, nor from group to group within societies.

a. Individual Differences

The idea of individual differences in speech is important to
bear in mind when some linguists speak in terms of register and styles,
roles and role-relations, etc., being socially determined. The ethno-
graphic approach to 1inguis£ic study is aimed at the study of
individuai language use in social settings, but to focus on social
determinants of language use is to ignore much of the psychosocial
function of language. Halliday's terms "language use" and "language
users" are very useful.

Enkvist, Spencer and Gregory (1964) address their discussion
to written language, mainly litefature, but their remarks on the
individual quality of style have wide linguistic appeal. Having a
style means that amidst the language shared with others one speaks a

particular, uniaue and inimitable idiolect.
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“b. Idiolect

The best definition of idiolect is that provided by Halliday,
McIntosh and Strevens (1972, p. 156) who describe the individual as
the smallest dialect unit, with each speaker having h}s own idiolect.

. |
An utterance is the smallest institutional unit of ianquaqe activity,
and viewed institutionally, it is an utterance in a situation,
identifiable by dialect énd register. A set of language events can
be defined as the language activity of one individual in one redgister.
“This intersection of idiolect and register provides an institutional
definition of individual style" (p. 157).

Some registers are extremely restricted in purpose and employ
only a limited number of formal items and patterns. The language
activity in these registers can accommodate little idiolectal variety.
Sgch registers are restricted languages and can be found in such

¢
circumstances as legal and official documents and regulations, weather
forecasts, and verses on greeting cards.

Ullmaﬁn (1964) summarizes the above discussion in his definition
of idiolect. He calls idiolect individual language, ". . . the totality

of speech habits of a single person at a given time"” (p. 118).

5. LANGUAGE AS SYgTEMATIC, INVOLVING CHOICE
The discussion so far has touched on the fact that both
*
language and speech are patterned, that there is a system to both,
and.that the speaker makes a choice as to speech style or register
according to factors such as social groups, levels of formality,

situation, etc. The idda of system, pattern and structure is an -

important one in considering sociolinguistic research into language



use, and for predicting the types of languagde use one can expect Jgiven

certain linguistic and social variables.

The idea of "the ethnography of speaking,” as used by Hymes

[ ]
(1972), is a handy one for dealing with speech as systematic.

A vast portion of verbal behavior in fact consists of

recurrent patterns, of linguistic routines. Descrinp-

tion has tended to be limited to those with a manifest
structure, an‘fhas not often probed for those with an

implicit pattern (p. 127).

Hymes is critical of the neglect of the situation of speech in

linguistic studies. Neglect has arisen because of several assumptions

on the part of linguists. Speech has been assumed to be without prior

system, its functions assumed to be universally the same. It is

desirable now to reexamine these assumptions: the speech of a group

constitutes a system; speech and language vary cross-culturally 1in

function;

attention.

the speech activity of a community is the primary object of

A descriptive grammar deals with this speech activity
in one frame of reference, an ethnography of speaking
in anether. So (what amounts to a corollary, . . .),
the latter must in fact include the former (p. 132).

The development of the sociolinguistic concept of "system"

is attributed to Firth by Halliday (1973a), and is interpreted as

the set of options that is specified for a given environment. By

making use of this notion, Halliday believes that we can describe

language in the form of behaviour potential.

In this way the analysis of language comes within the
range of a social theory, provided the underlying
concepts of such a theory are such that they can be
shown to be realized in social context and patterns
of behaviour (p. S1).

Implicit in the above paragraph is the predictibility of
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language functions and behaviour. Halliday (1974) makes this explioat
when -he Spe%" af all language as functioning i1n -—ontexts of situation,
- i
and is thus relatable to those contexts. The question should not be
what peculiarities of vocabulary, grammar or punctuation can be
accounted for by situation, but rather which kinds of situational
factors determine which kinds of selection in the linguistic system.
The notion of register is thus a form of prediction:
given that we know the situation, the social context
of language use, we can predict a great deal about
language that will occur, with reasonable probability
of being right. The important theoretical question

then is: what do we need to know about the social
context in order to make such predictions? (p.. 33)

a. Style as Choice

Speech always entails a choice of linguistic means, elther
deliberate, spontaneous, or automatic. "Whether one speaks, and, if
one speaks, the way in which one speaks, are Blements of choice and
hence of the meaningfulness of language" (Cazden et al., 1972, p.gxiliL

Enkvist, Spencer and Gregory (1964) use the terms "pragmatic
choice" or "pragmatic selection” to describe the choice of a meaning \
for an utterance, or of something to say. It involves the decision
of what a person wants to convey in his linguistic message. Enkvist

- s
identifies four levels or types of Stylistic selection: pragmatic,
grammatical, stylistic, nonstylistic (Enkvist et al., 1964, p. 36).
Enkvist's model (Figure 1) gives grammatical choice a position higher
than stylistic choice. The order of the screens must be reversed if
.we think of grammatical choice as subordinate to stylistic. "The

grammar screen must then be placed within the context" (Enkvist et al.,

1964, p. 36).
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Enkvist et al. state ghat stylisti choloe exits oon levels
other than the lexical. It may involve phoneti teatures, morplieme:s,
words, phrases, clauses, sentences, or even larger uni®s, Sty listd
choilce, they say, 1s one between ltems that mean roughly the .ame.

Nonstylistic choice involves selection between different meaninds.

b. Language and Speech as Pattern

razden (1966) recognizes pattern in speech and arques that,
~peech activity 1s not the same from soclety to -ociety, nor rrom
group to Jroup within societies. she states that how speech 1s
patterned 1s the focus of the interdisciplinary staly of the ethno-
graphy of communication, thus borrowina Hymes' concernt.

]
Language 1s likewise regarded as a form of activity by
4
Halliday, McIntosh and Strevens (1964). "Specitically, 1t 15 a form
of act1vity of human beings in soclieties; [s1c¢] and 1t has the property
Hf being patterned” (pp. 4-5). Therefore, studying how lanjuage works
means studying the patterns, and the 1tems which enter 1nto them, how
people operate these patterns and items, how the patterns persist at
iifferent times, in different places and among different groups of
people.

In talking about speech components, Hymv%‘k1967b) sheds. some
light on structure, and therefore, pattern. He states that the
~riterion for registering a speech component 1s that it should be
part of the definition of a rule of speaking. TRules of speaking, 1in

other words, entaill structured relationships among two or more

components” (p. 21).
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" FUNCTIONS OF LANGUAGE

It 1s 11f¥f1cult tn separate fan~tions Y tangaage from s

aspects as register and style, simply because these are a fanotion Of

language, but the sections to follow will be aluciiated by 1 jeneral

\
l1sussion »nf language functions. since Halliday 1973a, 1274 ras

s



L
been instrumental in defining and identifyina functions of languadge,

.
FhlS d1scussion will centre on his work.

' Hallilday identifies two main types of apiroach, in the psy~ho-
logical and tsycholinguistic spheres, to the question of larnguage
development, namely the nativist and environmentalist Loset1ons

t1374, pp. 13-15). The nativist view 1s that there is a specitic

language-learning faculty, distinct from other learning faculties,

and this proviies a blueprint of the structure of ! gojoiie in *he
infant. The environmentalist view sees lapguas learnin: 0 oot
fundamentally distinct from other kinds of = . i, Ther

tepends on his environment, both for the lar ::aie e hears and * .
Ccontexts 1n which 1t 1s uttered.

The nativist view "refle:ts the philos ¢ . al-loa1 -al - :and
in *he history of lhlnklnq about language, with 1? T tiotinction
between the ideal and the real” (1974, p. 14), alon: *he lines of
Chomsky's notion of “"competence" and "performance." The environ-
mentalist view "represents trne ethnographic tradition, which rej;cts
the distinction of 1deal and real, ilefines what 1s grammatical as, by
and large, what 1s acceptable, and sees lanquage as relations based
on meaning, with meaning defined in terms of function” (1274, pg.. 14-
19).

The nativist view, that th® structure of ~hildren's lanquage
1s d1sconnected and ungrammatical, 1s patently falsdn THe ordinary
everyday speech of the small child is "fluent, highly structured, and

closely related to the non-verbal ~ontext of situation" (1974, ¢ 15) .

Halliday found few deviations in the l;gapaqé!bf a small child, and
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found all sequences well formed and whole, and acceptable to any
Jjrammarian.
H‘~ In a publication devoted to the func;ions of language,
Halliday (1973a) notes a correspondence between what has happened
in the course of the evolution of language, and what happens in the
development of language in the individual. The demands made on
language, both historically and ontogenetically, have constantly
expanded, and the language system has been shaped accordingly. "There
‘.as been an 1ncrease in the complexity of linguistic functions, and
.

the com lexity of the Jlanguage has increased with it" (1973a, b. 98).

Halliday (1973a, pp. 99-1971) writes of three "macro-functions"
or uses of language. . The Ideational is that part of the grammar con-
‘erned with the expression of experience, including both the processes
within and beyond the self—the phenomena of the external world and
those of conscliousness—and the logical relations deducible from them.
Two subcomponents are the experiential and the loqi&al. The Inter-
personal component 1s the grammar of personal participation, which
expresses the speaker's role in the speech Situation, his personal
commitment and his interaction with others. The Textual component 1is
concerned with the creation of text. It expresses the structure of
e .
information, and the relation of each part of the discourse to the
wheole and to the setting.

5

These macro-functions are the most general categories of

meaning potential and are Eommon to all uses of language. With minor

exceptions, whenever and whatever a speakeg uses language to convey

a purpose, all of these components of the grammar are drawn upon.
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An amorphous and 1ndeterminate ;et of 'uses of language'
is partly reducible to generalized situation types, the
social contexts‘'and behavioural settings in which
lanquage functions. For any of these situation types,
we seek to i1dentify a meaning potential, the range of
alternatives open to the speaker in the context of that
situation type; these are expressed as semantic networks
within which meaning selections are made (1973a, p. 101).

Firth (1964a) was among the first, along with Malinowski, who

sought to identify the functions of speech. He included Phatic

communication (solidarity), Pragmatic efficiency (accompanying work),

Plépninq and guidance, Address, Jreetings,. farewells, adjustments of
relémions, etc., Speech as a commitment (courts, promises). His view
of finction was iheﬁgocial value of the act.

Barker (1?44—45) devised a sociological scheme of language
functions with a group-defining function and a group-relating function.
This view of language 1s very much aligned with Halliday's view of
language and social man. It 1s useful in the study of how lanquaqe'
forms and maintains social group~ and how ianquaqe functions to define

‘the roles of 1ndividuals within and between groups.

7. ROLES AND REPERTOIRE
The two terms have been used in &arlier sections but a detailed

account of their employment in sociolinguistics is undertaken here.

P
The two concepts are 1nextricably interrelated because, as Doughty,

Pearle and Phornton (1972) state, a repertoire consists of all the

roles a person acquireét A repertolire does not remain unchanged,
v N e T
ygh soge rolés do throughout life, for example, being a son or
%
. 1E§uqhter, or 1living in a particular geographical region. Roles

acquired in an occupational context are likely to have much less
q
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effect on an individual than other roles, and their number ¥nd variety
isﬂ:ych more open to change. A person's repertoire of roles repre-
sefts his present social self, but that self is also a product of his
social history as an individual.
-

A person's repertoire is also a reflection of how successfully
he has learned to use lanquage for entering into and monitoring
relationships. "Just as the range of roles it contains represents

his cumu}asive‘gxperience of relationships, so, from a linguistic

%,

ke

point of w nge represents the scope of his competence for

languaging Gocial action" (Doughty et al., 1972, p. 69). The roles
in one's register represent the current experience of relationships,
the sum of one's present Activities as a member of a family, community,
and soéiety. It makes up the register of possibilities one sees open
to pne's self as a social being. Linguistically, this experience
represents one's current experlence of using language. Sociiny,
one's repertoire of roles refexs to the number and character of the
roles the individual enters into at any time, of which there will be
a limit.

A man is always aware of ‘'audience' when he plays a

particular part, but 'audiences' will vary in their

power to influence his interpretation of a role.

Who a man 1is, where he lives, what he does, however,

determines the range of 'audience' to which he is

susceptible (Doughty et al., 1972, p. 76).

Doughty et al. (1972, pp. 86-89) set out four types of social
context for exploring the diversity of roles. (1) Geographical—
groups that come into being through the forces of proximity or
locality. (2) Familial—membership of a family )"a life-long matter,

whatever modifications occur as a man grows up. (3) Occupational—

38
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can provide a number of different groups for one individual. In
schools, individual classes constitute such groups. "The average

pupil belongs to a continually changing cluster of groups within the
school" (p. 87). (4) Public—in some cases membership in a pulylic
group will completely dominate a person's existence. (5) Personal—
only really exists when individuals deliberately choose to come
together to share common %nterests.

Roles are modes of acting allotted to individuais within a
society. Gumperz (1962, p. 31) thus defines roles, and this implies
that roles are adopted rather than developed, and that roles cannot
exist 1n the absence of the social situation, except as_geliberate
usage for predetérmined'motives, for example, humour. Role behaviour
changes with the context of situatjon or environment.

Fishman (&965) considers dyads within 3 domain a productive
way to lgok ag rblefrelations. This view of role-relations recognizes

X

the interacti;gnﬁembers and the participants, and that there are

.

hearers as we}l as speakers in the relationship. He gives as examples

"’ L.
of such role-relations pupil/teaqgir and judge/defendent. Role-

g;

relations refer to specific domains (p. 77).

8. REGISTER

This section will deal mainly with the theoreticgl discussions
surrounding the notion of register, and will focus on the British
writers who’have made contributions to this field of language study.
British linguists have been prominent in their attention to reéister.
The following section on Approaches to Register will delve into the

various methodologies and frameworks put forward to study register or



speech styles.

This section adds to what has already been introduced in
section 1(b) at the begig;ing of this chapter. Fishman (1972a)
states that we need the category Qf geqister when we want to account
for what people do with their langua%e. "When we observe language
activity in the various contexts in which it takes place, we find -
differences in the type of language selected as appropriate to differ-
ent types of situation" (pp. 149-150).

In the above quotation the idea of style og speech being a
choice again is evident. The event or state of eventé being talked
about does not determine the choice, but the convention that a certain
kind of language is appropriate to a particular use. With non-native
speakers of a language the choice of items from the wrong register,
and the mixing of items from different'reqisters, are among the most
frequent mistakes made. Humour in lgnguage often depends on the
deliberate, or non-deliberate, inappropriate choice and the mixing of
registers.

Ure (1969, 1971) and Fishman (1971b,, p. 44) state that
register is reflected in lexicon, siﬁce different topics are required
in different settings. In‘this sense it can be-;nderstood that slang
is a register variation in that the alternatives are primarily lexical.
In slang the fdrm is not necessarily different, but in sacred or
slang contexts, they take on a different meaning.

Halliday (1974) looks at register as part of the speaker's

"communicative competence” (pp. 32-33). The speaker knows how to

distribute lexical items in a text according to different kinds of
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lanquaqe\use. Here he is in agreement with Ure and Fishman. Halliday
sees somj\writers on register as looking at the features of language
determinedlby register, and having come up with instances of near-
synonymity where one word differs from another in level of formality,

rhetoric, or technicality (for example, chipd for French fries). He

views these as commonplaces that lie at the fringe of register

-

variation.

1

Hasan (1973) states that a particular register can be

-

characterized by reference to some synta¢tic, lexical o6r phonological
patterns. Register variations thus différ language-internally by
virtue of distinctive formal patterns so!that the totality of dis-
tinctive patterns for any one particular register xs‘not identical

with that of any other register.

a. Practical R%gisters

Aside from the theoretical discussions of registers little has
been done in the isolation, identification and application of
réqisters. Ure (1969, pp. 108-114) developed what she called
"practical registers" which is the language-in-action register. She
developed this for teaching English to foreign language speakers who
need language for everyday practical purposes. It is also useful for
people bent on acquiring technical knowhow. Ure discovered some
important aspects ¢f register in her work with practical registers.
Circumstances affectinggour choice of register can be of several
different kinds, among them medium, personal relations, and subject
matter. ]

(

Medium is eith'ﬂ(en or written. Spoken medium can be

¥
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either monologue or conversation, but there is no clearcut division,
rather a series of graded possibilities, a.cline. Feedback is an
important aspsct of medium. Another gistinction is that of prepared-
ness versus spontaneity, and this along with feedback is independent
of spoken or written contrast.

There is also a social function, involving information or
goodwill. Language is also either involved in the situation (for
example, making a cake), or outside the situation (for example, reading
the news on teleQ&sion). These distinctions can also be represented
as a cline or range. Fiction favours a use of language at the
extreme of the "outside" direction.

[

There are some cross-classifications of functions. Language
used in a practical action function is almost always conversational
in mode. We may group together a set of social functions that involve

p
persuasion, instruction, and discussion. These may involve either
action or secondary-situation, for example, a series of lessons to

the same class would all rate as instruction, but they would not all

come equally #vegp the action-situation end of the funchjional involve-

Lo

ment cline’

in a way, action-situation language %lso comes
' /

before secondary-situation as a result of experience of /the use of

language operating in real situations directly”" (1969, p. 112).

b. Lexical Density .

Arising from Ure's work with practical registers is the con-
cept of lexical density, which Ure (1971) adopted as a measure when

describing the situational language in her register work in the *

teaching of English as a second language. The concept of lexical

&
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density is thus a potentially important one for differentiation between
different registers, speech styles or situational language uses. .
Halliday (1974, p. 32) describes lexical density as the pro-
portion of lexical items, or content words, to words as a whole in a
text. Lexical density is a function of thé medium, spoken or written,
with written language having a higher lexical density than speech.
Lexical‘density is also dependent on the social‘qspect of language
with pragmatic language, or lanquage in use, having the lowest lexical
density of all. Halliday alsoc goes on to state that written language
nds ﬁo be simpler than spoken language in its grammatical organiza-
tion. Speech, especially informal speech such as casual conversation,
displays complexities of sentence structure that would be 1ntolerable,

because unintelligible, in written language.

c. Contextual Meaning

An important aspect of register is context, and the context
»

of situation has already been discussed in 1(a). The idea of context
_reappears often in the writings of sociolinguists and literary
stylists. Enkvist, Spencer and Gregory (1964) write that language
has both a formal and a contextual meaning, and therefore one must
look at the consequences of seeing langu@age as part of human social
behaviour. Language event$ obviously do not take place in isolation
from other events. "Any piece of language is therefore part of a
situation, and so has a context, a relationship with that situation”
(p. 68).

Ellis (1966) uses the term in such a way that its full

sociolinguistic import is evident. He states that contextual meaning
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relates form to situation. It is not a relation within a level, but
between levels. All formal items, bo;h grammatical and lexical, have
contextual meaning. "Situation is extra-linguistic; as a qeﬁeral
category, unlike context, it is the same for all languages" (p. 81).
Ellis relates contextual meaning to register thus:

By register itself, a linguistic, not situational

, category, is meant a division of idiolect, or of
what is common to idiolects, distinguished by formal
(and possibly substantial) features and correlated
a with types of situation of utterance . . . (p. 83). \
Ellis sees register as a subdivision of language-variety,
which is distinguished from local or social variety by its varying
with immediate features of the situation of utterance, whereas local
or social variety are invariant in all situations. In so far as
linguistic material ascribable to local or social origin is used in
correlation with immediate features, it has become register.
Register-range, as total idiolect, is locally and socially con%}tioned.
Varieties distinguish one idiolect from another, on scales of
(1) local variety (dialect, accent)—1local origin of speaker, or of
-

components of his language, and (2) social variety (local dialect,
degree of accent, standard or substandard—status-cum-(social) o:iqin
of speaker. Varieties within idiolects, which are registers, vary on
scales of (1) field—subject matter; (2) role-variety—social, role
of performance, for example, conversation, literature; (3) formality—
relationship between participants, cf. Joos' five styles; (4) mode—
medium of utterance and degree of feedback from addressee(s), for

example, written, tape recorded, broadcast, televised, epistolary,

telephonic, note-passing, normal oral colloquy.



45
By register-choice Ellis means:
the particular register out of the performer's
range to which the utterance may be assigned
(irrespective of how deliberate or unconscious the
selection may have been), the specificness of the
assignment depending on the delicacy of the analysis,
and the analysis resting in the first place on
linguistic features but in the statement correlating
with situational ones (p. 83). -
Ellis also gives an example of contextual meaning analysis.
Utterance: How do you do!
Register range: normal (educated)
Register-choice: conversation (as to role)
dgreeting (as to field, and role-restri.ted
variety) ‘

formal (as to formality scale)

spoken colloquy (as to mode) .

d. Expressive Devices

Another important concept of register is the occurrence of
different means of expression. To discuss this concept Ullmann (1964)
uses the term "expressive devices." "“Expressiveness" covers the wide
range of linguistic features which have in common the fact that they
do not directly affect the meaning of the utterance, the actual
information which it conveys.

Everything that transcends the purely referential and
communicative side of language belongs to the province
of expressiveness: emotive overtones, emphasis, rhythm,

symmetry, euphony, and also the so-called 'evocative'
elements which place our style in a particular register

(literary, colloquial, slangy, etc.) or associaté it
with a particular milieu (historical, foreign,
provincial, professional, etc.) (p. 101)y. °

Ullmann is addressing written language and in particular literature,

* .



but his clarification of regilster 1s equally appropriate to speech.

The best sources for overall Jdiscussgion of the 1iea of

-
register, and of reqister from tha sociolinguistic perspective, are
tn Ell1s and Ure (1969, pp. 251-259), Davis (1968, 1p. 107-122) and

. [l

Desthfano and Rentel (1975, pp. 328-337).

9. APPROACHES TO REGISTER . . Yb\
This section presents a variety of methodoloygical approaches
to the study and analysis of speech styles. Many haVé‘%vvn gleaned
from scholars whose interests lie 1n analysis of written languayge and
literature, and are 1included because they can contribute to the under-

standing of the functions and uses of speech.

a. Abstract-Concrete Dichotomy

Admonishing against a Bernstein type of approach to lanquage

‘odes, Leacock (1972, pp. 111-134) stair.-. that the abstract-concrete

dichotomy 1s a false one, and that - . ia1stic d1vision between a
concrete and abstract concept of lanqguage 1s at the very 1 nclear,
1f 1t exists at all. Premature assumptions about language thought

have arisen from the set of inferences that distinguish language
di1alects or speech styles as either abstract or concrete. The
investigator agrees with Leacock that the notion of the abstract

style characterizing the speech patterns of middle class speakers
compared with the concrete style of lower class speakers 1s a false
one. Such lingulsts are equating register, speech style and code, whi~h
1s not only definitely misleading but ignores the context of situation

upon which register is so solidly based.

Jo



L. The Five Jclocks
Joos (1960, 1967) uses the word " tyle” 1noa metalingarst e

sense 1n that an extrinsic explanation ot styles link s them with

*belonging to a 'set' an psychology, 1n the sense that they are
intentions. He states that the number of styles shoald preterably

be rather small. We cannot segreqgate 1tems aingly 1nto stvles by the

£

'YXfPYli‘)f phonology, jrammar or semantics. The membership of each

style-grour of items must be lingquistically heterogeneouns,
1f we ever get a believable les rittion of

Englishigtyles, the several styles will be ftound to

be correlated to an equal or greater number of

soc1ologically dlefinable ocasions; o0 0 i e,

. 110)

Joos states that 1t 1s routine to alternate, within 1 single
‘iscourse, between two styles whih are neighbours on fhe s -ale he
describes. .

The social nccasion and 1ts adequate style are
lynamically correlated, of course: 1n one direction
of thls correlation, the speaker uses the style that
sults the occasion; 1n the other direction, the speaker
defines the occasion for the listener (and for himselt)
by his "choice" of style (1960, p. 111)

Joos developed five styles which he details in his book The Five Clocks

.
I

(1967). The first four of these five were ugsd—to tgnstruct the task

- *,
o~ Q =,

situations for this study. The five are., the Lntlmate, casdhq. on— 1 ,

. S AN

sultative, formal, and frozen. They range along a coﬂt?lpum 0f YV aaw .
] : - [ A
: L 1 W 7% T 2
) & . =5 i pY
intimacy. z : . 5§£ . ’

I . .”{ - ‘» q m A .“‘
N .

The consultative style 1s,prbbably the%r‘xn which adults most . f'

n .; . hl’ ,‘,.

engage. It 1s 1ndicative of conversgtlon between gerqons who héVef&‘—
, ’ -

= . . .
limited shared background. It featuxesv ree and easy rarticipation

f .

of both speaker and listener. :entené@!‘ar complete, background

&

a;';;.?
Py



intormation oapgp lred.

Formal .tyle 15 eharacterized by omp lete contenoes that
retlect a logroal i'-‘/ﬁ‘lu;‘mvnt ot thonght o and caretal o lannaner. oy k-
iround ntormation s provi ded, and speech 1L extemporaneoirs i

opposed to ampromp tu, which ot character st ot oantamate, vl

"™

ind onsultative Styles,
L

.
3

Frozen tyle 1n more haracterist Ot wrrt g o than apeee b,
15 reserved tor the most formal occasions when spoken, and 1s then
reauent ly read. such thanas an loar ol development ot agghe,

areful planning, attention to Sty listt o featare ., word o aprropriate-

ness, and o rales ot ““ﬁ"’ “ome into polay.

e
asa1al o oatyle assumes g shared Packaroant. st e ate not
necessarily come lete. There 15 tree and casy parti ipation o both

peaker and lisrterncr, and anconventional BEogliohocoon s clang andd
profanity mark this style.
A)

Intinate style retlects the 1se of languadge *Hat oferates
almost at the thought level of both speaker and listener . RSN
‘haracterized by an economy of words and 2 high oinecrlen eoor Sy
‘ant nonverbal ~ommunication, s:uch as gestiures and fa-iral expresst
It 1s characteraatic of people who know each other very well.

\l‘ 4
. ) - -
A feature distinguishing formal from consultative style 1o
.
trat 1n the former the listener' . a-tive parti~ipation i{rop o out. All
stvyles are i1n tact responsive to jroup Ssi1ze. A speaker uasing oon-

sultative style might unconsciously find nimself shifting to £ormal

when hi1s audience 1ncreases 1n nmber.




Todes and styles
Kochman (1272) applies Rernstein's —oides to the range of

styles developed by Joos, to arrive at the followina s ale (p. 236):

restrictive &— >» elatorated

formal — rozen

intimate —— .casual — ronsualtative

nto this scale he also projects the notion of high and 1w ~ontext,
deve-loped by Erickson (1969). High ontext ﬁvokes a kini of behaviour
that suage-sts a hagh degree of familiarity with +he sitiarion and the
peor-le 1n it.,  Low context elicits behavxoug that suggests an
anfamiliarity with a situation and the people 1n 1t.

The ranae of restrictive use of language (1ntimate-
~asual, moving into consultative) 1s characteristic
»>f a high to a diminishing high context; the ranage
of elaborated use of language (frozen-formal, moving
1nto consultative) 1s characteristic of a low to a
1iminishing low context. The home, 7 laydaround,

and street corner would constitute a :.igh context.
An employment office would constitute a low context
(p. 236).

4. Field, Mode and Tenor of Discourse

These three ~omponents of style form the basis of the Enalish,
approach to register. They appear 1in the literature of Enkvist,
Spencer and Greqgory (1964, pp. 85-89) who identify five ways 1n whiuvh
a t«-xt may be 1laced. First, is the historical, the language range
GOt period. Sernd, 1s dialest range, the chosen Jdialect. Then
f.,11low the three inter-related dimensions of (1) field »f discourse,

J) mode or < G. e, and (1) tenor of discourse whioh Halliday,
[

. -

McIintosh and Strevens (1764) subsume under the term regilster.

Fnkvist et al. define the field of discourse as that which

19



relates to the subject matter of a text and the linduistic features
assocliated with it. Mode accounts for the linguistic differences

whizh result from the distinction between spoken and written discourse.

[ 4
Tenor 1s concerned with th of formallty (cf. Joos' five styles)

-1n the situation, which @rally be said to depend on the relation-

P 4
ship between the speaker and hearer. This dimension should be seen

as a continuum. The field, mode and tenor are inter-related and inter-
acting.

These three dimensions are broadened by Doughty, "Pear—e and
Thornton (19372). Field of discourse extends beyond the ‘jeneral con-

wpt o of that of subject matter to refer to what the participants 1in
the context of situation are act :ally engaged in 101nq: It includes
*hee institutional setting in which a piece of language occurs
Doughey ot oal., 1972, p. 185). 3ince field largely determines the
»

Tontent of what 1s beling said, 1t 1s likely to have a major 1nfluence
~n the selection of vocabulary, and also on the selection of gqrammati-
~al patterns.

Under field of discourse Halliday, McIntosh and Strevens
t1972) distinguish technical registers which lend themselves to
l anguage ‘Ethlty of the discussion type, where there are few related
nonlinguistic events, and nontechnical registers to functional or
)pwrat1unal~lanquaqe activity, in which languay -an be observed as
a means of achlchment. "Perhaps our most rely operational .languaqge

activity 1s 'pratic communion', the language nf the establishment and
maintenance of social relations™ (p. 153).

4 .
Mode refers to the rchannel of ~ommunication adopted (Doughty

50
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. . . . 4
et al., 1972, p. 185). The;ardgrlylnq question is what function

- -
language 1is being used for.' Language can be to persuade, to soothe,

- » .

- . .
sell, control, explain. Languaqe can be informative, didactic,

< NW
argumentative, or any one of a number of rhetorical modes of dis-
course (Halliday, 1974, p. 49). Mode of discourse also influences
the speaker's selection of mood, the kinds of statements he makes—
fearful, hesitant, gnomic, qualified, reassertive, asking questions.

Tenor or style refers to the relationship between participants,

Ly
not merely variation in formality, but such things as the degree of
permanence in the relationship and the degree of emdtional charge 1in
it (Halliday, 1974, p. 34). Examples of role relationships are
teacher/pupil, parent/child, child/child 1in the peer group, loctor/
patient, customer/salesman, casual acgquaintances on a train, etc.
It is the role relationships, 1ncluding the indirect
relationship between a writer and his audience, that
determine such things as the level of technicality
and degree of formality. Contexts of situation, or
settings, such as a public lecture, playground or
- playtime, church service, cocktail party and so on
can be regarded as institutionalized role relationships
and hence @s stabilized patterns of 'tenor of discourse'’
. -ty
(Halliday,¥"1974, p. 50).
Halliday., McIntosh and Stkev*(l972, p. 154) make the primary
, :
disfinction of style into colloguial and polite, and suggest that
other divisions could be casual, intimate, and deferential.

@he three categories are the features of the context of
situation which determine the kind of lanéuaqe used. They determine,
in other words, the register, the types of meaning that are selected

s

(cf. Halliday's notion of "meaning potential”), and their expression

in grammar and vocabulary. Both choice of vocabulary, largely a



matter of the‘%ielqnof discourse, and its distribution in grammatical
structure, mainly depéndent on the mode, are affected by factors of
the tenor of discourse. The types of social f%lationshlp, temporary
and permanent, between a speaker and his hearers, tend to influence
the level of formality and technicality at which tbe speaker 1s

operating, and hence lead him to prefer certain words over

others and to pitch his discourse ‘at a certain pbint on the Joosian
style scale" (Halliday, 1974, p. 51).

Halliday (1974, pp. 52-53) gives a description of a predictable
languaye setting, that of a novice playe; being taught a game.

Fieid: Instrucgtion: the 1nstruction of a novice

- in a board game (Monopoly) with
equipment present

o~ for the purpose of enabling him to
' participate

Mode: Spoken: unrehearsel

Didactic and explanatory, with undertone of

nonseriousness
. - with feedback: dquestion-and-answer,
correction of error
Tenor: Equal and intimate: three young adult males, acquainted

- but with hierarchytin the
situation (two experts, one
novice) L

- leading to a superior-inferior
role relationship

Field, mode and tenor of discourse have become standard con-

.

cepts among sociolinguists, and their use in the study of register is
- »
discussed by E11i##(1965), Philp (1969), and Verma (1969). Chiu (1973a)

o
places the three concepts in perspective in larlquage study in Figure 2.

Q.



LANGUAGE

DIALECT, or variety, according to USER J
[ T T ]
TEMPORAL GEOGRAPHICAL SOCIAL INDIVIDUAL
Modern English Australian English Class Education Mr. Greenc's English
Canadian English Mr> Smith's English
. . {
Middle English American English Upper f Mr. Dupont's English
' British English High
0ld English - Ireland Middle
- Scotland Medium
- Yorkshire, etc. Lower
Low
.~ |
REGISTER, or variety, according to USE

l

Manner of Discourse !

.

[

Field of Discourse

2

Mode of Discourse

—t—

Social Role Social Attitude Technical Nontechnicgl Speaking Writing
- father frozen rgf

mcther formal (

son consultative .

daughter casual

etc. intimate

v
Figure 2
’
. FIELD, MODE AND TENOR OF DISCOUKRSE IN KELATICN
TO REGISTER, DIALECT, AND LANGUAGE
(adapted from Chiu, 1973a)



e. Varieties Differentiation

Gregory (1967) places the categories of field, mode and tenor
v

of discourse in the framework of Halliday's distinction between the
user _and use of language. His dialectal varieties are distinguished
according to user's characteristics, and are what Halliday calls
dialect. The diatypic varieties are distinguished according to
characteristics of use, which Halliday calls register. The situa-
tional categories arise from the study of extra-textual features,
linguistic and nonlinguistic, which have high potential relevance
for statements of meaning about the texts of language events. The
context is made up of correlations of formally described linguistic
features, groupings of such featﬁreg within texts and abstracted from
them with those situational features thémselves constantly recurrent
and relevant to the understanding og language events (pp. 177-178).
All dimensions of situation variation thkat yield variation are clines
or continua. (See Figures 3 and 4.)

In Figure 5 the interest is on the relationships involved in
the spoken medium, but the interrelationships between the spoken and
written medium (modes of discourse) are an important aspect in
styles of speech, especially when one considers degrees of formality

?

and variation along a cline.

f. Formal and Informal

In a general account of style Ervin-Tripp (1971) identifies
two broad types, formal and informal. Style becomes a formal marker
for occasions of societal importance when the perso‘.“relationship

is minimized (p. 40). Informal style 1nvolves linguistic abbreviation,

54
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or ellipsis which, from a grammatical standpoint, is more complex
than nonellipsis. Semantic compression is a feature of casual
speech aménq intimates (pp. 41-43).

In an anaiysis of the interaction of lanquage, topic and
listener, Ervin-Tripp (1972, ovb. 193-197) sets out several com-
ponents which bear similarity to those of Hymes (to follow).

l. Setting: a sense of locale (time and place), and a sense

of situation (when people encounter one another).

2. Participants: status in society, sex, age, occupatlon;
roles relative to one another (employer-
employee, husband-wife); rolss specific to
the social situation (teacher-pupil,
hostess-gquest). Also includes the
addressor-addressee relationship, a%d
sometimes an audience. The role of speaker
is rarely distributed in egual time to all
participants.

3. Topic: the ;onteqt or referent of speech.

4. Functions of the interaction: (a) reguests for goods,

services, or information; (b) requests for social

responses; (c) offering information or interpretation;

(d) excessive éonoloques (expressions of joy, sorrow,

anger, talking to oneself, muttering); (e) routines

(greetings, thanks, apologies, offers of service):

(f) avoidance conversations (coffee breaks, bus stop

N

discourse) .
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These .six functions were developed to account tor the inter-
action of dyads. They are not intended to cover continuous Jdiscourse,
but initiations. The criterion of classification is the hearer

response which could terminate the interaction to f‘v satisfaction ot

the initiator. Formal features of communication are:
a. <hannel - spoken language, writing, telegraphic signals,
gesturing signals; ‘

b. Code or variety - vernacular, superposed variety;

‘. soclolinguistic variants - free variants or optional
variants within a code, that is, two different ways of
saying the same thing;

d. Nonlinguistic vocal signals - include the range of
properties called paralingulistic which lack the arbitrary
properties of linguistic signals.

Ervin-Tripp comments that the concern of linguists has

primarily been with codes rather than with the other three classes

above of formal variation.
'y

g. S5-P-E-A-K-I-N-G

This 1s the acronym used by Hymes to organize the components

of the analysis of discourse data in social situations. To begin

with Hymes (1964a, 1964b, 1972) identifies seven components or factors.

in speech events &s making up a descriptive analysis: (1) Sender
(source, addressor); (2) Receiver (destination, addressee);
(3) Message Form (kinds of utterance, such as question and commands;

genre, style); (4) Channel (speaking, writing, instrumental, surg,

body motion); (5) Code (languages, dialects, levels, varieties);

9



ti)

(6) Topirc; (7) 3etting (scene, sxtuatiun, Malinowskl's context ot
s1tuation). This set of seven types of factors 1s an 1nitial (etic)
framework.

Hymeé (1972, pp. 117-120) adds seven broad types of functions
which correspond to the seven types of factors above: (1) Expressive
(Emeotive); (2) Dxrec§1ve,(Vonative, Pragmatic, Rhetorical, Persuasive);
(3) Poeti1c; (4) Contact; (5) Metalinguilstic; (6) Retferential;

(7) Contextual (Situational). More than one function 1s usually
present 1n a 4given speech event; 1t 1s not at all to be assumed that
certain features are exclusive of a single fqngtlmn.

The focus on the part of tne linguist may be on any one of
the components of speech (Sumperz and Hymes, 1964). When the focus
1s on the addressor, for example, there 1s identification of the
source, an expression of attitude toward one or another comvonent or
toward the event as a whole, or excogitation (thinking aloud). sSuch
runctions %ay be 1ntended, attributed, consclous or JUnNCoOnNsclious.

The various components are organized and arranged in the code

a

word SPEAKING (Hymes, 1967b, 1971).

{S) Setting or 3pace - time and place of speech event, also
-~ psychological setting and cultural definition as a type of
scene
(P) Participants, or Personnel - addressor, addressee, audlence, etc.
(E) Ends - ends in view (goals, 1 .: oses), or ends as out. omes

(results).
(A) Art Characteristics - the form and content, or the message-form

and topic, of what is said.
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of the community, specific behaviors and prorerties that may

Hoompany  acts of speech.,

5 ENres = Categorles Or types o! steech acts and Steech eventy,

TOr example, Conversation, ongrse, fraver, lectare, galeg

tltch, eto,

OOrer 11969, 1. 202) structures the relationships amang <o o=

lingquistic Mponents in a somewhat d1ffoerent, but nor necessarily less

valuable, way than does Hymes. In Figure 6, Many -omponents are the

same as Hymes and otherg have 1dent1fi1ed, Value Cluster 1s the Sert
[ N

il

of community values: Domain 1g the cluster of soci1al sitaarions;

Network Type Orgn or closed) 1s the cluster of roje relationshios;

soc1al Situation g the encounter defined by the Intera t1on f setting,
) 3

*1me, and role relationships; Role Relationshins 15 the act of
L]
culturally defineqd mutua]l

rights and obligations; Intera .+ 1on 7o o

"an be rersonal or transactional.

n.  Fishman

Fishman (1765 qog many of the same Omponent s of sreeon

events, and the same terms, as io Hymes, sUMperz, “ooper, ‘azden,

fa) Sroup, Situation, Tou
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vne of the controlling factars 1n langquage choiceé 1s group membership.

'
.

This factor must be v1bxed alse 1n the swbjectiv. saciopsychological
sense of reference gro \membershxp. {b) s1tuation, or Setting.

3ituatidns may be restricted with sespect to the participants present,
o
the physical setting, the topics and functions of Jdiscourse, and the
. "
style employed. Situational styles pertain to considerations of
intimacy-distance, formality-informality, solidaritv-nonsolidarity,
. . . ,
status or power, ecuality-lnequality, etc. (c) Topic. Under some
cir::g)kan;es, even when reference roup and situation agree 1n

e ring a particular style, it is not Uhcommon to find that toplic

suc reeds 1n bringing & different style to the fore.

1. Berhstein

Although Bernstein (1964) links his definitions of speech
forms to contexts of social situations, they are still basically
codes, being much more global than register or style. But his con-
cepts of "now-coding" and "highly-coded" have sociolinguistic 1imnort.

There 1s the "now-coding utterance,” one in which speech is
specially and often newly created to fit a varticular referent. There
1s also the "highly-coded utterance" which consists of attaching

]

ready-made terms or phrases as well-organized seguences to_designate
a referent (for example, comments about the weather; the opening

’ »
jambit at a cocktail party).
An 1ndividual will shift from one type of utterance to another

lepending on the context of a socig‘;SLtuation. According to Bernstein,

a system of communicatisn dominated by highly-coded utterances is the
t

—_——

!
tare form 9f a rublil language, or restricted code. A system that



'
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permits and encourages now-coding utterances, or one where they may
a

be frequently signalled and elicited, is the pure form of a formal

language, Or elaborated code (p. 252)

j. Jakobsen
Jakobsen (1960) sets out six basic functions of verbal
ommunication and six corresponding "schemes" of the functions.

In this he 1s ver¢ close to Hymes (1972), who uses seven broad tvpes

ot furctions an even corresnondxn: typgs of fiﬁtows The corres-
. Q"

ponding schema of {the functions are shown"h a%'nnheSés -

] .

Context (Referential)

Addresser Message (Poetic) . Addressee

(Emotive) Contact (Phatic) (Conativa.

Code (Metalingual)

. The dl@gram can be understood thusly® focus on the message
\ . - ’

'd)’r' its o&n . ‘sake 1s the poetic ﬁmctlon of language. Focus on the

)

addresser evokes the emotive or expressive function, which aimg at a

direct expression of the speaker's attitude toward what he is speaking

about. . \
;
k. Ha%an

Pl

~ N
Hasan (1973) us?é the\Bnitish terms to describe register, hut

\ P
\ S
with some additions and/one notable deletion. She talks of f;::\\

factors wiwich form the ;Btal set correlating with the varieties off'
//
) \
register. 11Y*§GEY;;t-matter of discourse. Thls‘
. v

- “,

fqptor(controls the

64
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range of the lexicon from which selection may be made. - (2) Situation-
type for discourse. (3) Participant roles Qithin d15coursi. Roles

are always.sociblly defined positional roles, and hence involve role-
relationships. —In some respects the factor of versonal distance is
built into the meaning of the items of a set, for example, intruder,
stranger, acquaintance, friend. '"All things being eaual, the p;rtlci-
- -

pant roles and personal distance together act upon the lexicon and
the syntax of a given re;ister" (pp. 277-278).

Hasan states that as the institutional aspect of role is
stressed, and persoﬁal distance increases, the more likely 1t 1is thét
high-level semantic ?omponents such as positive/negative tentative-

ness, .and nositive/neggLive uncertainty, would be relevant to the

‘text, the vositive pHr negative sign signifying the dominated and

dominating role. TAis mé{hod of analysis would apply to whole state-

ments,
.
(4) Mode of disc ‘se. Most effectively reflected in the
mood choices of the clauses/in the text. It 1s possible to make

.

predictions regardin ryctural characteristics associated with

different types mede. (5) Medium of discourse. Affects the syn-

tactic cholices ¢f a text, wtth spoken texts generally displaying

greater complexity th written ones.

Hasan avoids thel use of the term tenor of discourse. She

thinks it is a particular suitable term to refer to the "tonal

-

quality” of texts in various\varieties. "The tonal quality itself

is the product of the inter-4ction of the five factors listed aqd

-

discussed above" (p. 281).

5 B 1

65



l. Functional Styles

v
Butler and Hartmann (197¢) categyorize components of style
Ll

according to their ,function in the‘standard language. Their
R v ¢

% classification scheme is as f.ollo';vs: e
A. According to the specific purpo%e of the response:
1. matter-of-fact communication, information T
2. ethrtation (appeal), suasion
3. general explanation (popular)
4. technical explanation (exposition, proot)

5. codifying formulation

B. According to the manner of the response:

v »
private - public ,yg‘ !
oral - written
, .
oral: 1. private: (monoloque) - dialogue

2. public: speechmaking - discussion
written: 1. private (diary)

2. public: (a) notice, poster

. »
z\‘ s (b) jouznalistic
—~\\E;\ (c) book writing (magazine

writing)

At this point in the discussion of the literature it is

necessary to draw togather important ideas from the socliolinguistic

literature and to focus them on educagional issues. The major section

. .
to follow attempts to form the links between sociolinguistics and

educational aspects of language.
»
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10. SOCIOLINGUISTICS AND EDUCATION
In his Introhhction to Cazden et al. (1972), Hymes makes the
comment that it is conflicq and confusion as to norms of interpreta-

tion that is the root of much of the difficulty in classrooms todav.
Community norms of interpretation are embodied in speech.

To a considerable extent, then, the use of language

that is of conc¢ern in the classroom has to do with
stylistic or sé6cial, rather than referential, meaning.
It is not that a child does not know a word, but that
he pronounces it in one social rontext, rather than
another (p. xxx). )

»

.The fact that community norms cf interpretation are emvodied
in.~spedch leads us to unde‘nd that it is not from the languaye of
tha classroom that the child learns about the culture into whifh he

1s born. q;lliday (1974, p. 4) observes that it is the most ordinary
’; .

VT L apAet

everyday @#es of language—with parents, sibLinqs‘iﬁeithourhood
r " . . ‘
children, !h taf street and park, in shops, on buses—that transmit

to the ch}ld the qualitieé ;‘g the nature of social being. Hallidaw

“u
sees the school as a ‘corﬁunicétmn netw% . .
. -~ tant
One way of deciding whether thd particulay type of ® S
situation is of interest or not is to congider . ' "
whether it is of any significaﬂcé for the cializa-
tion of the child. . . . the pupil, in the cdurse af
his education, is expected to become sensitive to } .
the use of language in differegt situation types, d

and to be able to vary his own llnguxstfc behaviour ¥
in response to them (p. 55).

.

Halliday (1974) sees the ability to use language in abstract
) .
andyindirect contexts of situationLQS that which Qispinguisheé the

speech of adults from that of children. One can infer that language
. . <
dgvelops as the child explores and experiences more social contexts,

and the broadening of social contacts is concomitant with a broaflening

AR
A .

67



+ -Purpose of tea}acing one pattern of Qctivity, already successfully

{
i

- e

of language use and functions. "Learning language consists in part

4

of learrming to free it from the constraints of the immedjate environ-

ment" (p. 29). As experience moves away from the .here-and-now, so

does language. One would expect that as the chilq‘Pecomes aware of

a sense of past and future, language tenses develop which accompany

and complement this general cognitive development.

o
'T,l concept of "high"” and "low context" (Erickson, 1969) was
elaboraté% in section 9(c). Kochman (1972) develops this further.
.4

ich a child views his environ- [N

He sees the range of famlllarxty ﬂ ith,
Red ‘&

ment and 'the people in 1t as bmote the development of

-
- “.A:."

'0. -
p 1ri‘h1gh to a dxmlnlshlnq )

those language styles which’.'

e, casual. and consultative

high gontext, . example, fhe v

styles of®¥ ochman believes that it rem%ins for education to 2y
. - .

#anguage used in reading and writing, ‘which largely

-

reflects re elgporated spyles, that is, formal and frozen.
- L ] .

. .

Since style, like vocabulary, xé ,pot an integral

feature of a dialect but one that is responsive to \,’
. social context (situation, topi¢), it is important

to create low contexts that make the greatest

demands on’verbal’ response§ of the child (p. 237).

-
e

This idea of }(Q&Qman's is exptessed more fully and with wider t

imleiday, McIntosh.and Strevens (1964), who in

Chapter 8 note three approaches\to language teaching. The. first, the
' l
Productive, is the teaching of new skills. It includes the greater
. . . . - :
part of foreign language teaching, and certain aspects of native

language teaching, of which reading and writing is the most obvious.

The Prescriptive approach‘;nterferes with existing skills for the

4

[ ’ . LY 4 A
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acquired, by another. It is restricted to the native langquage. A
1 4

- bescriptive approach demonstrates how language works and involves

: : $
talking about skills already acquireda withoyt trying to a&ter them,

but showing how they are used.

R
Unlike prescriptive teaching, productive teaching is
designed not to alter patterns he has already acguired
but °to add to hie resources; and to do so in such a
way that he.has, the greatest possiblé‘raﬁ§e of the
potentialities of his language availabfb to him for
appropriate use, in all the varied situations 1T, S ~e <

whi’l he needs them (p. 241). ‘ v . ad AN

Halliday et al. (1964) go on to state that the ¢hild #Qﬁds to sni" v
v T ek

. -

be taught the varieties of the language appropriate to different

situations: the range ang use of its redlsters. .The focus of S a
~ .

productive language teachékeuis.the range and use of different

varieties of the natjve l"huage, rather than the introduction of

£ | | ]

new patterns and items.
The need for the extension of cgifdren's register range is
‘.ilso stated by Gumperz (1971).. The mo rrowly defined the sphere
’ . . R

of the individual's activities, and the more homogeneous the social .
. . . .
. @
environment within whieh he interacts, then the less his need for

verbal facility.

©

Recent wprk . . . indicates thﬂthe failure of some ' "I

self-contained groups to inculc¥te facility in verbal
manipulation is a major feature in failures in their
children's'performancgs in public schocl systems
(p. 992). . . .

- | »

The importance of register and style variations in language

» teaching is stated yet another way by Doughty, Pearce and Thornton ‘ :

Y
(1972). They see the role of schoolé%ﬁh teacher as that of first

. or.

refognizing variety in spoken language, to discriminate between the

3 R
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casual style of discussion about, for kxample, means of transportation.

.
Language in use always involves a gontext of languaging, a message to
W

sonvey, a role in which to convey it, and an audience to be addressed.

.
~

The student whg is &sked to eak Or write 1s always
likely to do a better job if he is clear about all
four of these factors.. This ijp turn may call for a
‘greater degree O Ytnesst about them than some

teachers are accustol to (p: 186).

»

. At thxs point it is useful to return to Halliday's concept of
meaﬁiﬁq potiFtiat because i§ W jmport for the understanding of the
;hild's possessi®n of g set of restricted language vatieties, where

the internal form of langquage- reflects directly the function that it

is being asked to serve. Halliday (1973&) states that what a child

does with language tends tb detesfaine its structure. The relatively

“ Y., —di r4 .
e and fungzion can be* btought out by a ¥.

» -

close match between struc
»

functional a *s of
unct )na na"s of t

sysfen in terms of its meaning potential.

The social funct?® which language is servinqwin the
_life of the child defermine both the options which he
creates for himself d their relations in structure.
We see this clearly in the language of young children,
once we begin to think of language development as the
development of the social functions of language and
of a meaning potential associated with them (p. 34).

The following quotation from Davies (1969) sums up how socio-
linguistics can make a valuable°contribution to the education of
children. v

Common sense tells us of th;\existedtg in our language
behaviour of register. My argument has been that our
study (and our teaching) should be of register not
registers, and that the most fruitful way of doing

this is to concentrate on points of difference,

places where we switch registers, and ask ourselves

why switching happens here. Our job as English
teachers, I suggest, is not to teach our pupils how

to béhi!g but to make them aware of the yange of human
behaviour in so far as this is mediated through. i:

[ 3

S

(a0
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language and to do this it is not catalogues we need
but critical points, the careful selection (and
delineation) of areas where switching is likely

(p. 76). ' ’

THE RESEARCH

L J

This major 'section will examine the research undertaken in

the field of sociolinguistics, and variously called linguistic ecol!,

and ethnomethodological linguistics. Pertinent studdes of the oral

4 o . language of'childreﬁ and adults are ;ncluded where thereé-is some

’;t ‘;, atfentiqn paid to register or style ;ifferentiqtion.

fg_' ' An ;;fty study of the content and form of,.ﬁildren's language ﬂf

dy .

g ; \‘{ag under;aken by Hahn (1948) using first grade children. Although I

;_vli. not a sociolinguistic study, spontaneous speech was recorded and ’i:;
analyzed from vo{unteer talkers during éhow and tell iime, and later
while‘deécribing small toys and objects and éellinq a story abogt a' i‘

-
. picture. ‘Hahn concluded that longe® responses and greater speech

‘ practice can be frequently obtained by the manipulation of the
. .
immediate speaking situation.
& Other conclusions reached involved the length of children's
tothl responses and sentences, and completeness of sentence structure. -
Hahn not;d that these factors depend guite extensively on the immediate
- B
) situation in which th: child speaks, and the topic.

¥l
It follows, then, that the classroom teacher can do
mugh for the continuous development of the child's

language by careful{;‘anipulatinq the situation in
whicl#he response 1s %o occur (p. 365).

Gump, Schoggen and Redl (1963) set out to study the behaviour

of the same child in different milieus. Detailed records of what one



boy did and said were compiled over a typical day at camp and a °

«
typical day at home. Another study which showed sociolinguistic
promise was that of Dyck (1963) who analyzed the social contacts of

children with their parents and ‘pachers. From sociological analysis

t

he identified the Social Contact, a unit which contains one subject,

one agent, one raison d'étre, and one continuous topic. These
- -« »
~©o@mponents reappear 'in the context of situation, sometimes with

different labels, and as described by Firth, Hymes, Fishman, Gumperz,

etc. ) .

Some of the most promising research into situational language

3

use and speech styles has been done with\bilinqual speakers, and so

has focused on diglossia rather than idiolect. Neverthelkss, the samé=

variables were used as would be in specific register studies. Ma anq/
Herasimchuk- (1972) studied the speech styles of Puerto Rican bianqgal

L .
speakers. Interviews were designed to elicit speech samples for each
: +

laﬂquage (Puerto Rican Spanish and English) in terms of a style i
continuum with five discrete points from formal speech to free aﬁdh
casual conversation. Six well-de.féned clusters of variants (’Sctox’s)l
emerged which were speech styles in the‘Puerto Rican community. Then,
by inter-correlating the speakers based on théir linguistic behaviour,
four behaviourally different groups known as Q-groups emerged, with
each group correlating with distinctive demographic and glopal
linguistic characterist}cs. Q-group analysis, a statistical method,
vields groups of speakers which, on the one hand, are maximally alike

* : :
in their linguistic variation and, on the other

nd, are maximally

different {n their linguistic behaviour from other groups of speakers.



Along very similar lines are two studies by ‘reenfield and
+
Fishman (1971) whicg focussed on situational measures of normative
language views of such variables as person, place, ani toplc amony
Puerto Rican bilinguals. In the f108¢ study, five domains were
M .’ S 1) .
jeneralized: family, fe¥@ndship, religion, education, and employment.
Then, in order to collect self-report data on normative language use,
) »

L]
1 situation was selected which seemed typical of each domain, each .
wiap a congruent situational interlocuter, place, and topic.

The s8tond experiment featured a design which enabled the
study of the independent effect of each of the threﬁ.iltuatLOnal
components of person, place, and topic. This experiment found that
of the three components only per§on was independently and significantly

® ¢

related to reported language preferences. A problem with both

experiments was that they described hypothetical conversations.

Soskin and John (1963) descyribe a pilot study undertaken to

develop techniques for gatheri amples/éf.spbntaneous talking

- L -
behaviour in unqp.trolled settings. and to explore methods of analysis®

. ¢
’ é
of such samples. In their experiment, using as subjects two young
o . I O - ot
. @

husband-wife pairs on vacation, miniature radio transmitters were
worn. The experimenters noted that m&ch of the essential information
in a situation is lost ié one has access only to the verbal material;
much of this material is incomprehensible without facial expressions
and gestures, without knowing the physical environment, or who some of
the nonsubject participants are.

A similar means of collecting language was used by Horner

(1968), who used as subjects two three-year-old Negro children from



toor, lower--lass backgrounds in a gJhetto area of New (ork state.

Two days of audible events were colle~ted. laiwe Sookin and John,

[
she riti-ized her study thus:

As anticipated, the principle short oming ot *he tudv
1s the lack of visual 1nformation. -.ne cannot sce what
1s happening. Thus, the Jdata are less complex than
wouli be desirable under 1deal ~1r-umstances and
interpretation must rely too ireatly on inference

(. 176).

Horner termed the study "ecolodical” because the’v~rbal
samples were 1athered in the natural settinags 11 whith they v -turred,
without the 1ntrusive presence of Hbservers and any restri -t1ons on
the movements of the subjects.

The Chlld'g network of verbal interaction was letermined
along with the frequency of interaction with various jroups and
individuals 1n the environment. Using a Skinnerian onerant frame‘k

-
of mands, tacts, echoic and xntrave{bal responses, an analysis of
the functidps of verbal behaviour for the child and the interlocuters
was carrieé out.

Horner and Gussow (1972) present a diagram which shows an
interesting waf to describe verbal interaction of a particular sub-
ject. The diagram, of John at home, is based on the Horner study of

-1968. (See Figure 7.)
<

Of studies carried ocut in school settings, there are very
few. De Stefano (1972) asked the qhestion of how much of the Lahguage
Instruction Register have Black children who live in the ghetto and
speak the vernacular acquired by grade one, three, and five. The

Lanquage Instruction Register (LIR) is the one connected with middle-

class culture and literacy learning. The study demonstrated that

. S
L} N . B I . Z\“
JORE AP, T R S GRS T

~4



Nad d\r’

Unspeci1-
fiable

Figure 7

NETWORK OF VERBAL INTERACTION AND FREQUENCY
OF VERBAL EVENTS, WITH JOHN AS SPEAKER,
90 MINUTES, WEEKDAY MORNING

(Horner and Gussow, 1972,

p.

172)



itven the Sonc1al LY Mt Al es g rorrpate ot LIN bback Paldren

who Lpeak the verna o alar prodactively  ontr ol 4 Tarae namber Potorms,
.

which are paart ot thar
L)

1.ter . hese haddren ol b respond
-

Linijupsty glly tferen
> \ W

oet1al ettt g s therr lives, and thenr

I anhrje ot y»-~“~;teryc~.-m(-d to be imvreasing.

e
’ .
Falney et 1’ cln i et oout o dpsover o and descrahe ot e

switching of fhe teacher's speech 1n oa Head Start D an o o Ll dren
- .
about five years ot age. speech was examined tgr ocontrastind :aies,

ind farrs of allomer:ns were plentitied, with tormal aed e ormal
labels assigned. It was found that the teacner 1iorrted g 0 wirh

a larger number f 1ntormal features wren she want.od o iraw 1oy

to the pupils. Her speech onrained a jreater frerien vy ot 0 pmal
-~

features when she was malntaining 1 reater distan e,

. ) ‘ .
Two studies concerning the oral lanaguage of ydiits will te

t
reviewed at thils point of the discussion. Horowitz and “Newman (1964
set out to test the Jdifferences between snoken ind written oxXpressions.
The data from two experiments were analyzed 1n WO matoer waye.  Parst,
a psychological analvsis was made to -ataloa the Lleas and *o lotar-
mine differences 1n other aspects of “ontent between *he *wo Modes,

Second, type-token ratio analyses were made.

f
o

[t was found that spoken expression rroduced siini, -anelw

N

more 1deas and subordinate 11eas. Ti're was far areater reperielon

of words 1n oral expression as well as greater . =", n ¢ i1 aces

PO - el
.

- - L ]
and large parts of sentences. "It was common 1n e spoken Samp Les -
t !

tor the subject to state an 11ea and "hen "o restate .t “edrly

verbatim, partially for emrhasis and rartially ¢ 1 -0 abe ra* o A 1

.
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The psychbloq1cal fActors included inhibition, deliberétenéss, memory
for what was said, Spdrive tc prevent silent intervals.

Chiu (19713b, 73c) reported on a large TESL study be{nq
carried out by the Sgaff Development Branch of the Public Service:
Commission of CaAada, ;hicH analyzed the lihquistic characteristics
of Written and spoken'thlish that federal qovernmént emp)ﬂ?%es used

1

at wor‘. Lexical verb anilyses wers conducted as well as syntactic ¥
analyses and a study of fixed expressiénsf Although the findings are
really not applicable to elther .register or' child ®#8nquage study, the
‘
“ariois methods of analysis showéd promise for such studies, particu-
larly the analyses of lexical verhs using the type-token ratio, and

N

that of fixed expressions such as "T think," "well}" “"right," "kind
of," "you see," etc.

The only real research undertaken in register per se 1s that
of Ure (1969, 1971). In the 1969 article she discusses the usefulness
of the language-in-action register, wthh is‘needed by non-native
language learners who are exposed to, and recuired to use, language
for everyday practical Q{rposes, and for research scientists and .
students needing to acquire technical know-how. Conversational texts
were collected for classroom use to 1llustrate appropriate fanquaqe
and to serve as models, and as a Pilot research proiject on which to
base a deeper knowledge of reglster in general.

;ames were chosen as an approprilate situation because they
provide a relaxed atmosphere and are replicable. As a contrast to the

lanquaquiAraction, a second section was included where language was

¢ , X R .
less 1mmediately connected with action, for example, describing a

77
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bottle opener with hands behind back, or screened from view. The
. 1nvestigater counted the number of "ands, " and the different fre-
quencies with whieh it occurreq in different situations. This
separated two registers from the GOorpus: consultation héd only 2%
in both spoken and written‘media, whilg spoken na;rgtlve had 6 17/2%.

Consideration of the "apds" with the "buts"” 4nd "ors" that

serve to link clauses gave a fuller set of distinctions. 1In terms of

vercentage frequency to tetal number of words, these registers were
-
isolated: written narrative 2 L/Z%, written consultation 3%, <uoken
action 3 1/2%6 spoken consultation 4%, spoken narrative 6 1,/2%. The
counting of adjectives shbwed that written texts when matched against
spoken bnes had more adjectives.
In Ure's [971 article she discusses lexical density and

register differentiation in sets of texts chosen on the princirle of

.

Sltuational contrast, and for their usefulness in illustrating a wide
rénqe of th® kinds of registers likely to be needed by the two groups
of people previously menticned. Much of the findiqgs of this analysis

have been described in section 8(b).

The situational classification by social function is as

follows: .
A. Language in action B. Narrative
(1) Immediate - doing (1) Entertainment
. (2) Consulting (2) Information
(3) Non-Immediate - Describing (3) Exposition

L}

(4) Directions

(5) Disgussion (from Table 3, p. 45)])
/J

/



These represent lexical densities from lowest (Al) to highest (B3), v
There was a clear correla&ion between lexical densit; andflanquaqes—
in-actiop. Situational types are characterized by typicai lexical \
densities.

Ure ge(s the ?indinqs of register variation as being applicable
to language teaching in, two ways. First, using a situational approach,
we may devise the best methods of teéchinq students a command of e
language for specific sbcial pQrpq;es, for exampleﬂ‘conSultation,

exposition, etc. Second, along the lines of problems of presentation-
”

we may look to find in the results of our

of language itself,
research ideag on the best method of presenration of fhe various
features of lexis and grammar that we need, as teachers, to put
across” (p. 457).

¢Ure found that though there was a fair number of sentences
with no lexis at all—they could be described purely 1n terms of
grammar—it is still possible that such sentences provide the key to
one o% the main features of the patterning of English language-in-
action.

In the final part of her 1971 article, Ure makes an important

statement for those undertaking register research.

[

The fact that a regularity of patterning is more
clearly to be perbeived when the language of all
. participants 1s taken together is one arqgument for '
treating register as a feature of language events
7~ - as a whole, rather than as a feature of individual
speakers (p. 452). . '

Jensen (1973) compared selected features of the casual and
4

careful oral language styles of superior and average fifth grade boys

and girls. Fluency was considered as auantity of language, lexical
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dlversity,'lex:cal uniqueness, and freedom from mazes. Grammaf®™cal
- .
control was defined in terms of structural complexity (C-unit length,
clause length, ratio of clauses to C-un% » the occurrence and fre-
quency of basic structural Patterns, and mastery of the ~onventional
English usage of the region. The lanuaqe function categories included
expressing tentativengss, asking questions, issuing commands,
! ) v
expressing disagreement, and relafinq personal experiences.
Language style proved to be a differentiating factor amohq
. . .
sample subgroups more often than did either ability or sex. It was
conc ludegd that increasing the formality of the lanquage setting fa{}ed
to increase the effectiveness of 'language expression. Jensen found

that the barrier to communication imposed by large numbers of mazes

was especially apparent within the careful style.
SUMMARY

The emphasis in this chapter has been on the theoretical
and conceptual underpinnings of soéiolinquistics, in general, and of
register and sp%?gh styles, in particular. It was considered
necessary by the writer to synthesize the extensive literature on
the subject and to present this in such a manner that the rationale
for the present sﬁudy 1s clearly presented.

The second part of the chapter has focused on the more
salient studies which are of interest in the present research con-

struct and methodology.
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: Charter 3
\/ . .

<

' DESIGN OF THE STUDY
1

INTROPUCTION

Chapter 3 is concerned solely with the design and piloting
, .

of the study, while procedures for transcription and analysis form
ﬁhe subject matter-for Chapter 4, In this chapter a beginning 1is
made with' the selection of the subjects. Since sampling procedures
were not applic&ble to this study, further selection criteria are
delineated in the task descriptions.

A discussion of the development of the tasks follousf and
this includes some theoretical framework explanation. This geads into

the actual task descriptions and their admin ion. Each task

description includes information on subject selectiop and criteria,

e e

preparation required by and for the task, th¢ actual task wording as
.presented. the situational aspect, and the me{hodolo y for data
collection. Since the technical aspects were quite complicated a
.subsection then follows on technical ecuipmeng. )

A final subsection describes the administration of the full
pil‘b study and the szsequent changes that Qere made for the main

study. Two appergdices supplement the information contained in this

chapter, and are included as appendices for chapter brevity.

81



SELECTION OF THE SUBJECTS

The children used in the study did not comprise a sample
drawn from a papulation of children; rather they were selected
according to criteria developed by the investigator. Four key
subjects provided the data for the stully, though other subjects
were used as well ;nd'thedacaprovided by them.played an important .
role in éhe various systems of analysis. For the purposes of the
study it was essential to follow the language usage of key subiects
through the fo@k gask situations. The focus on several subjecdts
throughout squestc'in part a case study approach.

The study was conducted in a large suburban communyty
adjacent to a western Canadian city. The Supervisor of Language
Arts and Reading and the Assistant Superintendent of Curriculum and
Instruction selected an elementary school considered representative
of middle socioeconomi¢ status. The investigator then met with the
principal of the school and the three sixth grade teachers, all of
whom agreed to cooperate. As the three classes were homogeneous, one
was randomly chosen to provide the key subjects, and a second randomly
chosen to provide the subsidiary subﬁects in Task 3.

A pilot study was conducted two months prior to the main
study, and similar selection procedures were followed. ‘The school

® .
was similar in size and socioceconomic environment to that used in
the main study. The only difference was that the prhyﬂ&al invited
two particular sixth grade teachers to participate, which they gladly
y

did. All other procedures were the same as for the main study. The

pilot study was a full-scale rehearsal for the main study.
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The teacher of the sixth grade class used to provide the key

c&ubjects was asked\fo

N\

ntify dyads of the same sex. The criteria

f

used are those det!iled or Task l.. This provided a core of subjects
- -8

to be used throughout the study, comprising two girls and two boys

igator, wheq\ij:isinq the teacher of .
e individuals™be linguistically ‘

N I

L J . .
al language situatidns. The investi-

gator also asked that1 in the “teacher's opinion, the individual

subjects be average to above-average students. .

No other specific criteria were used, such as IQ range, range

-

of scores on standardized or achievement tests, or sociometric survevs.

The investigator considered that, this being an initial study, a range

-
of variables among the subjects was an important feature which should

not be restricted or controlled at this-stage. However, it was

essential to have dyads who were very close friends, who knew each

other very well, and who were %mfortable and able users of oral

langquage.

4

The final selection of the two dyads was made by the investi-

gator in an interview where, through discussion w*ti—fach pair, he

was able to gauge degree of intimacy and willingness to cooperate.

The interview was of an

grounds

and experienceés

The teacher was

situation, the criteria

informal nature which focused on shared back-
of the two individuals of each dyad.
then asked to select subjects for the Task 2

for which are getailed in‘Task 2. At this

point the investigator conducted a sociometric survey among all the

childre

in the class.

The results of the sociometric survey validated
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with no discrepgncy whatsoever the §e)ﬁhor choices of subjects, in
paired situations, for both Ta§ks 1 &nd 2. This perfect correlation
between teacher perceptions of social donds and the children's own
social preferences was found in both thé‘N‘and main study classes.

At this point the investiqator.drew up a schedule for data
collecti?n,and sent this, along with an explanatory letter, 8o the
parents of thg key subjects and the main subsidiary subjects, that
is, those four subjects who entered at Task 2. All parents gave their
§ug%ort, and the subjects showed enthusiasm for the project. (Appendix
A: Letter to Parents.) m

Four ta'sks were designed around t t four of th*
speech styles identified by Joos (1960, 1967). The four tasks were
designed to each create a context of situation and to elicit situa-
tional language of either an intimate, casual, coﬁsultative, or formal
nature, to use the terms Joos chose for the four speech styles. The
final speech style, frozen, was abandoned because it is the style of

.

written language.

AN Each task déscription to follow describes the subjects,
w

se n criteria for the subjects, the task wording as directions
to the subjgcts, preparation required for the task by both subjects
and investigator, the situational aspect of the language task, and the
methodology for data collection.

The tasks incorporate four scales of language determinancy,
and the fourth one can be considered as the social distance between

the addresser and addressee. The addressee in most circumstances,

except for intimate style, should be considered in the plural.



Diagrammatically the four scales can be shown thus:

SPEECH €TYLE

intimate casual consultative formal

GROUP SIZE

dyadic T larqé

ADDRESSEE/ADDRESSOR RELATIONSHIP

intimate formal

ADDRESSEE/ADDRESSOR DISTANTIATION

téte-a-téte distant

The correspondence between the various scales does not always
hold true; and the design of the tasks reflects this. An intimatee
'addiessee/addressor relationship can hold within a large group, but
one would not necessarily expeci as a matter of course that an
intimate speech style would be employed. The design of Task 4 will
demonstrate this. Likewise, dyads might converse in a formal style,
as would likely occur in a student-teacher interchange over a Matger

of discipline.
THE TASKS AND THEIR ADMINISTRATION

The investigator spent several days in the classroom acting
as a teacher Bide, hgiping individual pupils and groups of students,
even teaching several social studies lessons. In this way he
familiarized himself with the children and likewise allowed them to
become accustomed to his presence. The investigator introduced him-

self to the class as being from the university and as having an
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Interest in how children in grade six talk amonyg themselves,  He also
outlined that he would be videotaping some children while they talked,
$d most children in the class at the end.

During the description of each task to the children the
Lnygstiqatow attfmpted to create as relaxed and calm an atmosphe;e
‘as possible. This was reasonably assured because of the familiarity
between investigator and children after several days toqéther 1in the
classroom. The investigator stressed that each task was 1nformal 1in
the sense that he was not particularly 1interested in the factual
content of the tasks, the “"correctness" of lanquage used, or even the
specif;c topics the subjects might consciously or subgonscxously
settle on. .

A gepeéral and broad subject matter theme was chosen for all
tasks. This was sports, games, hobbies or special interests. This
range of subject matter was considered broad enough to appeal to all
of the children in the study. After completion of the pilot study the
investigator talked informally with the key and main subsidiary sub-

Jects who all stated that the subject matter of the tasks, as worded,

was quite appealing and not restrictive in its range.

TASK 1: INTIMATH SITUATION
Subjects: two groups, dyads.
1) G. G
(1) 1 2
2 B
(2) Bl 5
Selection Criteria:

Children wHo know each other very well. They may live in

Close proximity to each other, play outside of school hours,
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*

be very close friends 1n the playground. They might <t
tlose to each other in class, work together on . lass
projects, etc. They most dikely will have been 1n earlier
[ )
grades together. The classroom teacher was asked to 1dent (fy
such pairs, who are also linguistically competent and tluent
speakers. The investigator seleéted the two pairs after
talking with each pair to gauge Jdegree of intimacy, willingness
to talk and willingness to cooperate.
Preparation for Task:
None. The task was presented orally by the investigator at
the time o/ data collection. spontaneity was a reauisite of
the task.
rask: |
The two key subjects forming the dyad left the room with the
investigator. After some informal and friendly talk on the
way to the room set aside for the investigator, the sﬁbjects

were seated at a round table, and the task described.

and » Ybu know each other really well, and there

must be lots of things you've done toqether_that you really
enjoyed and that were really exciting. Maybe you're thinking
of some right now. Why don't'you have a chat about something
you both did together, or maybe something you're planning to
do together. It might be about sports, games, hobbies or

a special interest you both have.

(The investigator began audio and video recording as soon as

the task was presented.)
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Sltuational Aspect:
. ]
Dyadic, 1n a room other than the < lavsroom. I'tee parr 1,

seated together at a round table.
Methodology for Data collection:
{1} Audiotape recording UsS1Ing one miorophone (wxl'.lblt-, ‘lr?f
4 cassette recorder.
(2) Videotape recording using one microphone on table.  The
video -amera 1s located at a distan e from Jabrects 5o

that the presence of the amera 1o minimized. The

*elephoto lens feature ompensates for remote tlacement .

‘n

TASK 2:  CASUAL SITUATION
Subjects: two groups of four subjects vach,
?
\ (1) 7) and B3 G} who are friends of olther ‘
».s 5., Or both.
(2) B, B_ and 84 G4 who are friends of either
B, B or both.
Selection Criteria:
The teacher was asked to identify friends of Rl, 82 and of
e 5y The friends may play together 1in the playground,
work together in class projects, apd play sports and aames
together in school or neighbourhood tivities. The friends
must also be on friendly terms with each other.
(A sociometric survey was carried dut to validate the ~hoices
made, and 1in both groups teacher choices were totally

validated.)

X8}
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Preparation tor Task
None.  The task was presented orally by the et bgatar at
the time ot fata rollection. penrtancity ot ral Language
- .

was 1mportant .

Fask :

P .
The two key Subjects plug the two substdiary sulires te, |ate

the classroom witl the (nvest garor Atrer 1ttt rmal o and
triendly talk on e way fo tre b g, v e Qe e PIER
aateed at o round table. e Apperctix 0t eat b 1 arndd

teochng al arrangereme g
The task was then jresenred.

, , . and ,ovon all o know o eeah e
mite well, ind [ juess that there are thanis trat oo all

Like doing together at times, <uch as Sports, oHroojames,  or

maybe hobbies or some special interest. Maybe you'i Like 'o.
have a chat about a sjort, or jame, or robby or some nhec1al
interest that was really ex.c1ting. r maybe vyou'd like to
talk about something yéu‘ro planning to o or L lay soon.
(The 1nvestigator began audio and video recArdln? as soon
as the talk was presented.)
S1tuational Aspect:
“roup of four, 1n a room other than the -lassroom. Tre Iroup A

15 seated at a round table.
Methodology for Data “ollection:
(1) Audio recording using two microphones on table, and a

cassette recorder.
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(2) video recording using two microphones on table. The
L}
video camera is located as far as possible from the
group, using thd‘:élephoto lens to compensate for remote
placement.
TASK 3: CONSULTATIVE SITUATION
.

Subjects: two groups with six subjects per group.

(1) G G B_, G, and BS' GS who are children of the

17 720 Py vy

same general age but from another jrade 6 class
within the school.

5 84, 64 and 86' G6 who are children of the

same general age but from another Srade 6 within

- .
the sgpool. «
Selection Criteria:
The consultative situation 1s the norm for coming to terms
wlth strangers so chil@ren were included from outside of the
classroom. The outside children are known to a degree by
other members of the group, as they are of the same grade
level and general age level in the same school. The classroom
teacher was asked to select the two mixed-sex pairs on the
basis of the individuals be ing linquxstlcally competent and
-
romfortable speakers, and average to above-averaqe Students.
The 1ndividuals in each pair had also to be on friendly terms
with each other.
Preparation for Task:

On the day before the group convened, the investigator .

informed each group member that he/she would be getting
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together to plan a sports event for his/her grade, and that
some children from another grade six class had also been
invited along to share their ideag. Group members were
assured that no preparation was necessary, and that it would
be their ideas at the time that would be important.

Task:
The four subjects as used in Task 2 left the room with the
investigator and were introduced to the two subjects from
the other grade six classroom. After informal and friendly
words on the way to the investiqator's room the six children
were seated and the task given.
['m sure that you » and _+ and » and ’
and , and know that this summer the Commonwealth
Sames are coming to Edmonton. Probably some of your parents
havg tickets for some of the events. Let's say that all

1

grade sixes in School are going to have a

Commonwealth Games afternoon. You are the group to set it
ou'll probably want to talk about how you would plan 1it,
at events you would have, and who you would need to help you.
¢
(The investigator began audio and video recording as soon as
the task was presented.)
Situational Aspect:
Group of six, in a room other than their reqular classrooms.
The group is seated at a trapezoid table so that all members

can see each other yet be at an angle appropriate for qoo )

quality video recording. (See Appendix B.)



Methodology for Data Collection:
{1) Audio recording using three microphones placed on the
table, and a cassette recorder.
(2) Video recording using three microphones placed on the
table. The video camera is placed as far from the group
as possible using the telephoto lens to compensate for

remote placement.

TASK 4: FORMAL SITUATION
Subjects: four individual key subijests to present to a iroup

of twelve rpeers.

1

G

(2) 5
(3) Bl
(4) B

Selection Criteria:

-

a

The same key subjects as were used for the intimate situation

(dyads) and which have been featured in all tasks. The teacher

was asked to select nine pupfls from the class which, when

added to the three key subjects not presenting, would con-

stitute th2® audience. The ratio of boys to girls is 4:5.
Preparation for Task:

The task was assigned one week before the presentation date.

Adequate in-school preparation time was given, 1in consultation

with the classroom teacher. The four key subjects met with

the investigator the day after the assigning of the task to

discuss their self-selected topics. Each subject was thus



aware of what others were presenting so that overlap and
repetition could se avoided.
Each subject was asked not: to prepare a full written text of
) 1

his/her presentation, though brief notes could be made which
could then be consulted during the presentation. The
investigator asked Fp see these notes before the preséhtation ’
day, at which time he determined whether or not the notes

1
constituted a text which could be read. If such was the case
the investigator and subject jointly reduced the notes to
foint form.
The subjects were advised to present at a. fairly slow rate so
that the audience could ask guestions during thé presentations
should members wish. The subjects were asked to invite
questions at the end of their presentations.
The 1nvestigator also informed the class of the presentations
several-days 1in advance.

-

Task:

The investigator will 1nform the presentors of the task.
In the small groups you've been in , you've been talking
about (sports, games, activities, special interests).
It's been very interesting listening to you all talk; vyou
seem to know a fair bit about (specific sport, game,
activity and/or special interest). It would be really good
1f you could share some of your information with the class.

I'm sure they would be very interested. Maybe you could

prepare some topic about sports, games, hobbies or some special

33
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interest, something that you are really interested in and r
you think the class would be too.
You can have pictures to show, use the overhead projector,
and use filmstrips with your talk if you like. Think about
what you'd like to tglk about, and we'll meet again tomorrow
and you can tell me what yoﬁ have in nfind.
Miss (classroom teacher) said that she will give you
some class time to prepare for your talk, and I can get
books, pictures and filmstrips from the university library

for you to use.

The investigator will~inform‘the class of the presentation.
On (day) , <n55é> will 'be giving a talk. to a lot
of you on an interesting topic about sports, games, hobbies
or a special interest. ée‘d/She'd like you to ask some
questions while he's/she's giving his/her talk, or straight
afterwards, so don't feel shy about asking or saying something,
will you§ (No response intended.)
Situational Aspect:
Single speaker standing at a desk, in front of a chalkboard,
presenting to a group of twelve seated about bten feet away in
two equal rows.
Classroom, other than the subjects' classroom, is the site
used.
Methodology for Data Collection:
\

(1) Audio recording of the presentor, using a clip microphone

worn by the subject, and using a cassette recorder '



operating out of a sound mixer.

(2) Audio recording of audience members using two microbhoneé
on floor stands, and a cassette recorder operating out of
a‘sound mixer.. B

(3) Video recordinq'@ith mixed sound and employing a camera
behind the audience focused on the presentor. .

(4) Video recording with mixed souﬁd and employing a camera in

front of and to the side of the audience, capable of

zooming 1n on any one subiject.
TECHNICAL EQUIPMENT

Technical aspects of thé recording situation for each task
appear in Appendix B. All microphone inputs were channelled through
a sound fmixer to a cassette recorder and into a videotape recorder
(VTR). In Task 4 two VTRs were used, and an audio line was run from

-
one VTR to the other.

The cameras used were Sony CVI-2100As on tripods, each with’
a zoom lens feature. The VTRs were Sony AV-3600s, and the cassette
recorder was a Sony TC-110B. High éuality, low noise Sony'c60
cassette audiotapes were used; all were brand new tapes. Memorex
videotapes were used, andsthese were also brand new.

The microphones employed were two Sony F-540s and'one Sony
ECM-150. When used on tables they were held in cushioned Shure table
stands; when used in Task 4 the two Sony F-540s were held in floor

stands, and the ECM-150 was worn by the presentor.

Before each recording session all heads on the audio and video
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recorders were cleaned and all equipment was tested out. A portable
television monitor was used to test outﬁpoth recording and playback

of the VTRs and the videotapes.
. THE PILOT STUDY

Some two months before the main study, a pilot study was
conducted, the main purposes of which were to determine the efficacy
of the tasks, including the subject matter, and to test out the
effectiveness of the recording arrangements and equipment. Since the
situatjon is different for each of the tasks it was considered
necessary to conduct the pilot study as if it were the main study,
and so all four %asks were tested with two groups based on the two

/
initial dyads.

The pilot study was carried out in an elementary school
which in all aspects was almost identical to the school in which the
main study was to be conducted. There were six important outqomes
of the pilot study. The first was the abandonment of the live‘coding
scheme oriqiﬁally proposed. The investigator had planned to live
code all nonlinq?istic features by having the coders.;peak into hand-
held microphones 4ttached to cassette recofders. Experimentation of
thié procedure demonstrated that it was impossible to code all the
features of one subject, and that good quality videotaping was a
superior method of capturing nonlinguistic features.

| It was also necessary to experiment with different seating

arrangements in each task situation. Children had to be able to look

at each other, be close to each other, yet also be in full view for
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video recording. The seating arrangements des;ribed in the tasks and
pictured in Appendix B, proved to be the optimum conditions.

There were many technical aspects which were refined during
the pilot study. The distance of recording equipment from the micro-
phones was crucial. VTR units must be placed as far as possible
from microphones so that the noise generated by the recording equip-
ment is not picked up by the microphones. Ideally all such equipment
should be hidden from view behind a screen, and there should be a
technician on hand to monitor equipment dperation and sound recording
levels. It is also essential to clean the recording heads of VTR
units regularly. Testing all pieces of equipment thoroughly before
each recording session can prevent the  loss of excellent data through
equipment malfunationing which Ys not evident until videotapes are
replayed.

It was found that the optimum length of time for the first
three tasks was fifteen to seventeen minutes each. After about
seventeen minutes it became evident that the subjects were tiring of
the situation, and the subject matter of their discourse became
repetitive and stale. Consequently, for the main study the decision
was made to allow.the‘first three tasks to each run for fifteen to
seventéen minutes. In Task 4 there was no reason to control time, and
each subject tended to speak and answer questions for up to ten
minutes. At times, it was thought necessary by the investigator to
ask one dr two questions of the presentor so as to elicit more
language from him or her. This was only done once in the main study.

From the pilot study the investigator developed a suitable
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procedure for transcribing the audiotapes of oral language and for
vcodinq nonlinguistic features from the videotapes. These procedures
are described fuily in Chapter 4. The investigator also developed a
key for transcribing the audiotapes. This key was developed from the
stress, pitch, intonation and pause cues provided by the subjects, and
proved to be more useful in this study than the fphonoloqical unit"

method of segmentation used by Loban (1976, p. 104). The transcrip-

tion key method of segmentation is detailed in Chapter 4.



Chapter 4
TREATMENT AND ANALYSIS OF THE DATA

INTRODUCTION

@

This chapter gives the detailed information of ho; the data
were treated after having been collected on both audio and videotares.
The process of transcribing the tapes and organizing both the
linguistic and nonlinguistic features of the contexts of “situation
is described, and then the lengthy processes of analysis are desc;ibed
in the order in which they were carried out. In order to place the
whole system of analysis in pérspective the chapter begins with a
situational categorization of all the sociolinguistic variables which
make up the task situations. It can then be readily understood which
variables have been partially controlled in the study, and which

variables are focused upon in analysis.
THE ANALYSES IN PERSPECTIVE

For each task the same four key subjects are involved, though

in three of the tasks additional subjects were introduced ta the '
[,

}anguage situatdion in accordance with the four language dsaqe scales
described. The detailed analysis of the oral language of the same
key subjects across all four task situations allows a controlled
comparison of situational language use according to the contexf of

'

situation.

It is necessary to take into account the situational aspects
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of each task in order to account for possible differences in lanquaq?
usage. The investigator therefore considered it essential to emp loy
several different types of analysis so as to account for all major
aspects of the context of situation. Formal analysis will focus on,
but cannot be restricted to, the language samples of the four key

subjects in each task Situation.

SITUATIONAL CATEGORIZATION

A global overview of the task situations from'a sociolinguistic
perspective will yleld information about the context of situation
pertaining to each of the tasks. Within this overview all of the
detailea and systematic parts of the discourse analyses can be
recognized. A discussion of the components of the situational
categorization of the lanquage tasks sets the individual analyses in
perspective. The method to be used is a synthesis and refining of
those schemes of stylistic identification as described by Enkvist et
al. (1964, pp. 86-89), Halliday (1974, pp. 3§-36, 48-53), Halliday
et al. (1972, pp. 153-155), Doughty et al. (1972, Chapter 11), and

Ellis (1966, pf. 79-95) .

Field of Discourse:
1. Subject matter of the text, and the content of what is
said. (Subject Matter Analysis) »
2. The institutioﬁal setting in which the language text
occurs.
3. The whole activity of the speaker(s) and/or participant(s)

in the settind; what they/he/she are/is engaged in doing.



The noplinguistic features of communication.
(Nonlinguistic Features Analysis)

4. Distinguishing vocabulary items.
The field of discourse largely determines the choice of
vocabulary. (Lexical Diversity Analysis: Type-Token
Ratio; Contractions, Compac¢tions and Truncations:

Colloquial and Standard Forms of "Yes")

Mode of Discnurse:

1. Channel of communication adopted: spoken, written,
graphic, etc.

2. Function language is being used for: persdade, soothe,
sell, control, explain, inform, teach, argue, etc.

3. Degree of spontaneity or nonspontaneity/preparedness.

4. Lexical density. '
Mode of discourse largely determines the density of the
lexical content. (Lexical Density Analysis)

5. Grammatical features and patterns,
(C-unit Analysis; Elaboration of t-unit Analysis; Lexical
Verb Analysis. Also Extraneous Linguistic Material, to

be treated separately.)

Style/Tenor of Discourse:
1. Degree of formality (Joos): intimate, casual, consultative,
formal, (frozen).
This dimension must be seen as a continuum, with no points

between the two poles of extreme formality and extreme
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Informality capable of being defined with ANY 1 recision,

2. Rolp-rnlarlunshxps between Barticipant;
A.  permanence of the relat ltonship,
b,  Jdegree of emotional charge, ’

Broad roln—rolariunshlps can be defined by tupal ‘pupar 1,

child/child 1n peer group, casual Aacqduaintances, et

3. Nature of feedback :

a. linquistic dominance. (Lingurstic Dominan e Analysys)
b. nonlinquistic features of TOMMUNT gt pon,
{Nonlinquistic Features Analysis: Functional and

Nonfunctional). \

All camponents of the context of si1tuati;on are accounted for
In both the design of the study and 1n the analysis of the linjuistie
.
and nonlinguistic features of communication. A 1iscussion of each
component 1n the situational Tategorization w111'c1a?1fy how earh 13
treated in the study.
Field of Discourse: 4
1. The subject matter, broad though 1t 1s, remains the same
across the tasks. In some sense the subject matter is a
rredetermined variable, with the directions {sports, games,

hobbies and special interests) broad enough so that the

Subject matter would fit comfortably into each task

%

situation.
The Subject Matter Analysis looks in detai]l at Subject
Mmatter switching and maintenance_across tasks.

2. The institutional Setting is in al] cases the school which



i,
-

4.
Mode of

1.

2.

A ]
) -w
all subijects at tendet. Thas tha s varitable temarne.
o
CTonsstant Nootormal analy o,y 1 revjurred .

Phe o tivat e iies) ot e, cheaker G0 and o part o ant ()
Phoeach task sitoaat 1on was Lecorded and synochr ongzed

with the spoken language. In the transoripts oy 1Wpears
4
\

A5 nonlingur st o Featuyre., . The Nonlinguy-.t e Fovat gges
. ‘-

Analysis Arals with hoth franctional and nonf ot ronal

AnDedt ot these featgres .

The tope vorabiulary vxie ted o to b goed bt e ke

vibyects onstrained to Lome oxternt Dyt e Suboveot

matter, which 15 standar g zed Aross tasks. Vocabularey

1tems, both in range ;D)‘*VV', dould te hifferent aorog.

tasks, and the Lex:i al Divergyre Analysis measured by tho

Type-Token Ratio 1s an Aaccepted measure of vocabaldg oy
.

breadth.  Tyre of vocabulary ase ! 13 oxamined 1n A res-

tricted manner by the analysis f Tontractions, Compa?rions

and Truncations. The legree Of subiect swit ‘hing would

make deeper analysis of type ¢ vocabulary too open to

)
t

competing variables.

Discourse:

The chann&1 of -ommunication 1s a -ontro]]ed variable, and
1s spoken.

The function that languaage s being used fcor ~hanges even
within tasks, and a subanalysis quht'look at language
functions in relation to subject switching and maintenance.

-

In the first three task Sltuations lang%eqe functions to
v
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recall, reconstruct and share experiences, to plan and
to some extent persuade. In the fourth task situation
the dominant function is to explain, i1nform and teach.

Experiential bases is one method of looking at language

-

-

functions.

3. The degree of spontaneity was controlled to a large
extent by the investigator as necessary for the functioning
of each task. The directions given subjects for each task
s1tuation describe the Adegree of spontaneity preparedness,

and further analysis 1s not called for.

4. Lexical density is measured by the Lexical Density
Analysis scheme. The lexical density for each key subject
Tom
can be compared across tasks. _
5. The grammatical features and patterns are analyzed via

several different methods for each key subject across
tasks. The C-unit Analysis is the basic measure, followed
by the Elaboration of C-unit Analysis. Lexical Verb
Analysis considers the use of verbs through application

of the type-token ratio, and auxiliary verb forms are

also analyzed.

Style/Tenor of Discourse:

1. The degree of formality is a controlled variable, and is
the variable through which the task situations are desiqgned
and presented. In methodological terms 1t is the dependent
variable whilst all of the methods of analvsis to be

appli®d are independent variables.
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2. Broad role-relationships can be defined as peer/peer.
Although the permanence of the reLatlonships remains
constant for the key subjects across tasks, different
subjects added to each task situation change the role-
relationship of the whole group. The role-relationships
were largely controlled by the investigator through the
criteria for subjects in each task situation.

3. The nature of feedback is analyvzed 1n two ways.

Linguistic dominance as measured in the Linguistic
Dominance Analysis gives an ;ccount of the degree of
linguistic presence of each key subject. Nonlinguistic
features of communication, as measured by the Nonlinguistic
Features Analysis, describes how nonverbal communication
operates between participants in a sociolinguistic setting.

The reporting and description of the data will be undertaken

in the same corder as the analyses are described in this situational
categorization. In some circumstances much more understanding can be
gained by looking at several analyses side-by-side, and using one to
complement ané_;qd power to another. Where this adds to the findings
i1t will be employed in Chapter 5. The next major section of this

chapter describes the treatment and methods of analysis of the data.
TRANSCRIBING THE DATA

LINGUISTIC FEATURES

4
All linguistic material was recorded on both the audio and

videotapes. Where the sound quality of the videotape was superior



to that of the equivalent audiotape, a dub was made. This only
occurred once. The quality of the mixea sound was, in all other
cases, very acceptable.

The first step in transcribing was for the investigator to
listen carefully to the Task 1 tape for one group in order to
familiarize himself with the tonal and inflectional aqualities of the
two key subjects. This, it was found, facilitated the‘seqreqation of
voices in the second and third task situations. Once the investigator
could clearly distinguish each of the two voices, written transcription
began. A Sanyo Memoscriber, Model TRC 8000 was used, along with head-
phones and the foot control. it was found that turning the speed
control towards minimum made word discrimination easier.

A hand-written transcript was made and checked until all
sounds on the tape were accounted for, and each utterance ascribed to
a subject. At this point the tfanscripts were typed on the right
half of the page to later allow for the recording of nonlinguistic
features. With the typed transcript the investigator then used the
videotape to check against the transcript, replaying it as many times
as was necessary to fill in all gaps and identify each speaker's
utterance with certainty.

At times a word, several words, a phrase or sentence was
unintelligible, regardless of efforts to comprehend what had been
sounded. Another person was then asked to listen to the audiotape,
One who was experienced with the transcribing of children's oral
language. Where he also found the uEterance to be unintelligible,

1t was so marked in the transcript. Episodes of laughter, both



individual and mass laughter, were noted, along with the person or
[rersons who laughed. On the occésions where all children in the
qroupilaughed, Ehe description "general laughter" is found, except
.in the first task situation where "both laugh" appears. There were
occasions when sound other than.lauqhter was made, and in such cases

-

the sound was described, as was laughter, in parentheses and with the

-

user ldentified.

e.qg. (from Group 1, Task 1, p. 15):

the sounds the boys made)

Where there was a ong pause between utterances, such as
occurred when a topic had been exhausted and a new one yet to be

.

found, the word(s) "pause” or "long pause" appear(s) in parentheses.
On several occasions several subjects spoke together, or there were
two conversations occurring at the same time. The description "mixed
interjections” is used for such instances. All other descriptions
which appear in rarentheses are self-explanatory.

The pilot study enabled the investigator to détermine the
best method of transcribing the audiotapes} and of coding %the non-

linguistic features, and the method described above proved t?:pe most

efficacious. From the pilot study the investigator also was able to

develop and refine a system for transcribing the recorded oral language

of the subjects, and this was used in the main,study. The transcrip-

tion key appears below. ¥ ’
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(period)

108

Transcription Key
L
denotes a short pause in the speaker's discourse.

dénotes a long pause in the speaker's discourse, though
the speaker still carries on with the theme and/or
sentence pattern which preceded the pause. The pause
gives the speaker time to think what comes next in the
course of events being described.

denotes the end of a speaker's statement, theme, or
response. Intonation generally significes the termina-
tion of the statement, theme, or response.

Capital letters to begin a statement

- (dash)

indicates that the speaker is beginning a new statement,
theme, or responée which is quite different from that
which immediately preceded it by the same speaker.
Capital letters usually are used when a speaker begins
an utterance immediately following another speaker.
Where the speaker is continuing his/her discourse after
having been interrupted by another speaker, a capital
letter is not used in the continuing discourse, except
for proper nouns, or to denote quoted speech.

‘denotes where the speaker changes the theme, adds informa-

tion which breaks the thought and sentence pattern, or
abandons the theme to begin an entirely different one.
Sometimes the speaker will also abandon the sentence
pattern begqun, and will restate the theme in an entirely
different manner. (See the edit maze/false start in the
Extraneous Linguistic Material Analysis.)

denotes that the speaker uses actual words spoken by a
person or persons described, or who are taking part in
the course of events being described. That person might
be the speaker him/herself.

denotes that the intonation pattern of the speaker
suggests that a question is being asked.

denotes that the intonation pattern of the speaker suggests
that a rhetorical question is being asked, one which is
intended not to be answered. Rather the speaker is
maintaining or eliciting the listener's attention and is
asking the listener to recall the experience or the situa-
tion, which is a shared one.

denotes, through the intonation of the speaker, emphasis,
affirmation at times, and at other times nonfamiliarity
with the course of events introduced. Also denotes v
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points where the speaker will correct him/herself, and
where he/she shows surprise. Also used to denote when
the speaker suddenly remembers the situation or course
of events being described.

In order to check the efficacy of the transcription key and
the accuracy of transcription of the audiotapes, a sample from each
of several tapes and a copy of the transcription key were given to a
doctoral student in language arts. This person was also using
transcribed audiotape data and so was familiar with the transcribing
of children's oral language.

There was a high degree of agreement on the identification
of words and sounds, such as make up some of the extrané;us linguistic
material. The major area of difference, though still relatively high
in agreement, was in the length of pauses~and in tﬂe deciding of
where periods should be placed. Since it was not inten@ed to count

utterances such as sentences and statements, or length of utterances,

this type of disagreement was not considered to present a problem.

CODING THE NONLINGUISTIC FEATURES
After having completed the transcribing of the audiotapes

the videotapes were usig to code all nonlinguistig¢ features. The
left half of.the page was used to note all nonlinguistic features.
Each feature was matched not only with the speaker, but also to the
exact point in the speaker's discourse. Consequently when the final
transcripts were typed up theAnonlinguistic features matched exactly
the speaker's words horizontally on the page. Appendix E contains

examples of transcribed data pages.

It was necessary to go through the videotapes many times, and

L]



to repeat segments over and over again, especially in the third task
situation where six children were interacting. It should be remembered
that nonlinguistic features were coded not only for the speaker, but
for all subjects in the first three tagk situations. In Task 4, the
formal presentation situation, afl nonlinguistic features were coded
whether or not the behaviour wés noticed by another group member or-

by the presentor. The investigator tried to be as thorough as possible
in coding all nonlinquistic data, however insignificant it might have
seemed.

The nonlinguistic features codel included eye contact, Nhnd,
head, arm, bodytAand leg gestures or movements, raised eyebrows,
facial expressions, eye movements and fixations, manipulation of
objects and materials, and who is.beinq addressed by a particuiar
spe;ker. fhis latter feature was coded because ii was important for
eye contact.

The investigator attempted to be as objective as possible_in
his coding of the above features, though it is realized that the
interpretation of a facial expression involves -an individual assess-
ment on the part of the observer. Thé investigator would make the
point that having known the children for one to two weeks, and having
viewed the videotapes for many hours, gave him the advantage of being
able to quickly recognize and even predict behavioural traits and
habits in individual children.

In order to assess the reliability of coding, the investigator
had two doctoral §tudents who were experienced with coding from video-

tapes, code a random selection of the videotaped data. The



,A}nvestiqator instructed the two coders by demonstrating to them how
and what he had coded on one of the videotapes. The two coders then
individually coded a different selection each. They were given as
much time as they cared to take, and several days later the investiga-
tor checked his coded data with that of each coder. Pifferent words
were often used to describe the same features, but on very few
occasions was there disagreement over the intent of the subject or
the meaning of the nonlinguistic feature.

Just ai it was misleading to quantify nonlinguistic features
in the stuéyvéo it was difficult to present discrete agreement ana
disagreement features in the reliability results. Where the investi-
gator used "expression of distaste" to describe a facial e#pression
another coder used "grimaced" and another "frowned." Upon mutual
viewing of the tapes all coders agreed on the intent of the facial
expression. All coders agreed that it was of great benefit for the
transcriber/coder to be present during actual data collection. The
opportunity to interact with and observe the subjects in réal life
makes for a greater degree of competency and understanding when

coding from the videotapes of those subjects.

¥

ANALYZING THE DATA

At this point the data, typed and declared reliably trans-
cribed, were ready for formal analysis. To make the task of analysis

easlier the investigator colour coded the utterances of key s»m‘

by using light colour felt.pens. This rendered the language ¢

key subjects outstanding in the transcripts. , . -
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1.  EXTRANEOUS LINGUISTIC MATERIAL

The first step taken in analysis was to isolate and categorize
all extraneous linguistic material. Thi§ material is what Hunt (1965)
called "garbles" or "extraneous matter," and which Strickland (1962)
and Loban (1963, 1976) called "mazes." Walker (1573) preferred to
call such material "extraneous material, or noise," while Anderson
(1972) used the term "maze" and the categories developed by Strickland
(1962), defining the maze as "unattached words or word fragments which
are not semantically or grammatically a part of the C-unit" (Anderson,
1972, p. 7).

This researcher, after careful consideration of the data,
adopted an eclgctic approach to the analysis of this material, and
the four categories used are borrowed variously from the literature.
The term "extraneous linguistic material” is preferred to "mazes, "
as it is clear that the speaker is not always tangling his words.
"Filler" words and phrases often are used to emphasize a point,
agree with a previous speaker, or signify that the user is attending
to the theme of the conversation.

The extraneous linguistic material found in the language of
the four key subjects was fouhd to be made up of fdur types. Each

is defined below, with examples.

a. Audible Pauses

Audible pauses are used to confirm or affirm a speaker's
words, or simply to signify the ongoing attention of the listener
in the spontaneous language situation. They are also used at times

to signal surprise or to emphasize a statement or response.



Examples of audible pauses: er; um; ah; oh; err; hum, hum;

uh, uh; uh; mm(m); um, um; uh, huh; heh.

b. Filler Words and Phrases

Filler words and phrases are those expressions that speakers

often use to cover a break in the discourse while they are structuring

their utterance or trying to recall a name, word, or thouaght. Some-

times they are also used to elicit an affirmation or confirmation

from the listener(s), or to engage or maintain the attention of the

listener(s). Sometimes a filler word is used with an audible pause,

as- in these examples: Oh man; Oh well. w v

Each example was counted as one filler utterance.

Examples of filler words and phrases: such as: like; kind oft;

well; for all you know: you know; man; what is it; I mean; what was

1t; Ho-1ly;
something;
tha‘t.

In

identified

3.
4.

5.

what happened next; what did we do: hey; anyways; or
or somebody; maybe; I think; let's see: kinda: after all
the transcribts filler words and phrases were isolated and

as follows:

F

. we were on the pole') over
£ .
they were bad.

F

I felt really tired, I told you I had a headache
F
and the . . .. . . we were

E

remember that thing,Traceg did?
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£
6. her teddy bear, and herrr . . . -« pirllow
F
a
7. and ., ., we played that .iame

F

8. there was a picture of this girl, and, (um, what happened next,
umy)

C. Repetitions °
Repetitions are sometimes parts of edit mazes. They signify a
I/

a

language tangle or hesitation, or a restructuring of a !houqht.
Repetitions can B\ of words, part of words, or of phrases. Sometimes
a repetition will include a filler word or an audible pause. In such
cases the utterance was counted as one repetition.

Examples of repetitions and their identification in

transcripts:

Kep. -

1. Carol Newton
. Kep.
2. . . . and then she didn't,
Rep.

3. That was good). . . that was really good

F

Rep
4. . - probably there's gonna becold,
5. You know when we . . helped Jeff with his papers?

d. Edit Mazes
Edit mazes are also called false starts by Walker (1973,

P. 224). These are words, phrases, clauses or sentence fragments that -

¢

are suddenly abandoned and a fresh start made. Edit mazes are usually

—

followed by a corrected version of the original start which is tangled
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and sometimes repetitive. Edit mazes often 1nc}ude other types of
eXtraneous linguistic material, such as audible pPauses and ‘or filler
words and phrases and/or repetitions. In such rases the types are
not counted separately, but the entire utterdnce is counted as one
ed1t maze.

Examples of edit mazes and their identification In trans-

cripts:
EM
1. ((they showed my mom)- they showe® Lor;
. ) EM

2. and then, in the morning, um . . - N0 g n ‘the middle)- and

then at . . ,

Em
3. that trick - he did? ¢ )
EM

4. I liked that part where we were sz'ttinu'-

on the steps

EM
5. Yeah, but (I don't have). . . I don't really have that much.
EM
6. . . . service desk,- but that was so funny.
EM
7. — when I first walked in to
Procedures Followed in Special Circumstances
— =7 1 »bkecial Circumst
a. audible pauses .
Where two audible pauses occurred together, as in
"um - oh," it was counted as one instance of an audible

Pause occurrence.
b. filler words and phrases

Where two filler utterances occurred toqether, as 1n

-



w'llke I mean,™ 1t was counted as one 1nstance ot t1ller

All

usage.

repetitions

some repetition is wused deliberately for em

and is not an example Of maze-type lanquage.,
e.g. Right, right, right.

In the summer. In the summer.
Such obvious and deliberate repetition was not
an extraneous linguilstic material occurrence.

extraneous linquistic material was circled and

phasis,

marked as

1denti1fied

by one of the following four descriptors. The exambles 1ysed for each

type of extraneocus linguistic material 1in this section show the use

of the descriptors.

AP

Rep

EM

- audible pause
- filler word(s) or jhrase
- repetition

- edit maze

2. SEGMENTATION OF C-UNITS

When Loban

transcripts

of children's oral language he found that the

(1976) 1solated the maze-type material in his

remaining

material constituted a straightforward and easlly recognizable unit

of discourse. Such was not the case in this study. In the Loban study

the children's language had been collected individu

of an adult

ally in the presence

investigator. In the present study children are 1inter-

acting among themselves with no adult present.

Loban defined the C-unit as each independent clause with its

116



-~ -
modifiers.  The ¢-ungt, dnd‘x?w variant the T-uny &0 ”mlhlmdl
terminable unat"™ (Hunt , 1965, o D) has been goed 1 the b oanat
Porosyntactie analysis because it bas been a macbi-naed and rebrabile
measure of  -ha ldren’s oral language. O'Donnell (1976), 1n 1 review
And critigue of the current 1ndices of syntactlo matuarity, Ltated
that the T-unit Probably remains the most usetul and useable 1ndex ot
syntact 1o Jdevelopment over a wi e A4e randge.

To aceount for the utterances 1n the present stoady, o whi h on
many 1nstances d1d not  clear ]y "Anwtltufv 1 re ognirzat e oy ot 4y -
L4 -
‘our se when extraneous linquistic materi1al was 1aolated, 1t owas foong
aset 1l to iti1lize the gquidelines oat]lined by Loban in f1s oinatial
tesearch report (1963) . Also, the titdelines adop ted by Anderoaon
(1972 and Walker (1973) froved helpfual in the drawing i of giide-

lines for thrs stuly.

The tollowing four rules, then, gquiled the Investigator 1n

the segmentation of “-units. They are reported by Loban (1963, (. 19y,

1. Every utterance must -ontain at least one "-unit. There-

fore an utterance whic-h 1s not an 1inderendent -lause byt
which is preceded and followed by (terminal) silence on
he part of the speaker is arbitrarily lefined as a

C=unilt.

r

The material hetween terminal silence and terminal silence
ontains at le@ast as many ("-units as 1t -ontains
1ndependent¢‘gauses. Every 1ndependent ~lause 1s 3 -unit;
no -ufit contains more than one independent clause.

3. In a stretch between terminal si1lences, material which



precedes, separates, or tfollows independent clauses
constitutes® . ither extraneous linguistic material or
further C-units. Every stretch of this material which
constitutes an elliptical independent clause (such that
1t could be expanded into an independent clause by the
simple repetition of words from the context) is a T-unit.

A -

A word such as "vyes" or "no" is a separate C-unit when
’
1t could be replaced by an 1ndependent clause. It is not
4 separate unit when 1t could not be replaced by an
independent clause but merely 1ntroiuces such a -lause.
Contractions of two words into one counted as two words.
5lash marks (/) were used to enclose C-units in the transcripts, and
both the number of C-units and the number of words per C-unit were

computed for each key subject. Loban's directions for count ing

Motations were adopted by this researcher, as detailed 1n Append: x

of the 1376 research report. Actual quoted sequences were subjected
to -'in1t segmentation and C-units were counted, then one additional
vmunit was allowed for the total guotation. In addition to, or

expanding upon, the above four guidelines, the researcher leveloped

the ones to follow.

suiderlines for Segmentation of C-units
faa)Y ‘
1. LoeTre were many 1nstances when fragments and 1ncompleteo
Sentences were glven as answers to questions, where the
speaker was 1nterrupnted before he/she could finish an

utterance, or when another child interjected to supply a

phrase or sentence fragment to complete the previous
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speaker's utterance. In these cases the interrupted

utterances were counted as C-units, since they were

complete units of communication within the overall con-

text. Where another speaker completed the previoug

speaker's utterance, the completion was counted as a

separate C-unit.

"So" began a C-unit if it could be subBstituted with

"therefore."

When "#Rcept" was synonymous with "but” 1t began a new

C-unit.

e.g. It's just l:Ike handball,/except you use a racnuet.

Having a C-unit embedded within a larger C-unit was

possible. .

e.qg. (The embedded C-unit falls between the double slash
lines.)

F
/and . . . after we left -// I walked
Rep

with Debbie - //fand after we left)Debbie looked

at me /
When the meaning of an utterance indicated that a sub-
ordinate conjunction had been omitted, the clause 1involved
formed a new C-unit and the omitted conjunction was
inserted and not counted as a word in the C-unit word

count.

WHere two "yeah" or "okua," etc. utterances occurred
together between terminal silences they counted as only

one C-unit.
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e.g. 'kay, 'kay.
‘
Right, riqght.

Yeah, yeah.

’ ’

3. NUMBER OF EXTRANEOUS LINGUISTIC MATERIAL UNITS
All occurrences of all four types of extraneous l;pguistic
"
material were counted and totalled for each subject in each task
situation. The number of ELM units was the number of occurrences of

. . . . ‘ . .
extraneous linguistic material in the transcripts. This count was

separate from the count of all extraneous linguistic material.

4. COUNT OF EXTRANEOQOUS LINGUISTIC MATERIAL

All those items defined as extraneous linqexstic material,
that is, audible pauses, filler words and phrases, repetitions, and
edit mazes por false starts, were counted and totalled for each key
subject in each task situation. 1In other words, the ELM count
included all individual items within EILM units. The procedures for
counting all words that were segmented with ELM units are the same
as for the Lexical Word Count.

= count of 3

count of 2

b4

>
Q
m
\
ALY
1l

5. LEXICAL WORD COUNT

The lexical word count was used as a measure of linguistic
dominance and was also \v to compute lexical den§ity. Lingquistic
dominance is defined as social dominance or role dominance expressed

N

in the quantity of language used in the situation. The lexical word



count is the number of words other than extraneous linguistic material
in the transcripts. Extraneous linguistic material is not included
because it has been accounted for in a separate count. All words in
the lexical word couht form parts of C-units. Each orthographical
(that 1s, spelled) word or word part was counted. Words or single
utterances, including parts of words, were counted. The one exception
was hvphenated words, which counted as two words.

Lexical word count should not be confused with either the

.

Lexical Content Words Count or the C-unit Word Count, the latter being

used for syntactic purposes.

Procedures Followed in the Lexical Word Count
7
1. Hyphenated words counted as two or three words.
e.g. what's-her-names; six-fifty.

) .
Hyphenated parts of words counted as two words because

they are uttered as distinctly Separate‘;honoloqical items.
e.qg. Gate-way; Fusi-rama. L
2. Contrac%ions were counted a word.
e.g. where's;_%f'd; you've; Mrs.; I'd; ad (advertisement).
3. Compacted words counted as one word.
e.g. 4gonna; 'em (them); 'n (and).
4. Compound words, unless hyphenated in written transcribed
form, counted as one word.
e.g. Storyland; everybody; Battleship; pingpong; righthand.
5. Acronyms or initials counted as one word, since the letters

are not separated.

e.g. DI; MPC; U.S.; D.
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6. Numbers counted the equivalent number of words as spoken:
e.g. 2% = two-and-a-half = four words

7. Foreign words counted as they appeared phonologicglly.
e.g. £l Rancho = two words

8. Where a word was unintelligible but the part of speech
was clear, and it was obviou; that only one word or part
of a word was missing, it was counted as one word.

€.9. Professional ship = two words

6. C-UNIT WORD COUNT

The C-unit word count was used to compute length of C-units,
and then averaged togive mean C-unit length. Thus it functioned as
an indicator of syntactic complexity. The directions given by Loban
(1976) in his Appendix B were largely followed, but there were one or
two important differences. Conseaguently the inVestiqator will provide
in detail the method used for counting C-unit words. All words were

counted according toetheir full spoken equivalence. .The following

examples will illustrate this.
£

l. Counted as one word: maybe (perhaps)

/ OK (yes) - =
ain’'t (this word now appears in ("\\\__—
dictionaries as a one-word
lexical entry)
2. Counted as two words: kinda (kind of)
don't (do not)
haven't (have not)
gonna {(going to)
wéﬁna (want to)

/all other common contractions
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3. Numbers counted their full spoken equivalence.
e.g. 2001 = fourvﬁords
4. Acronyms or initials counted as one word.

e.g. IMC = one word

7. LEXICAL CONTENT WORDS COUNT .
The lexiqal denéity measure required a count of all content '
words in the texts, and so this count was used for the lexical
density measure. The four parts of speech which define lexical content
words in this study are nouns, single word adjectivals, verbs, and
single word adverbials. These were categorized and counted for each
key subject in each task situation. ‘
Single Word Adjectivals is used instead of "adjective" because at
times the noun modifiqs appears in isolation inlan utterance,
and also at times in an unconventional syntactic position.
Single Word Adverbials is used instead of "adverbs" because at
times the verb modifier will appear in isolation or in an
unconventional syntactic position in an utterance. d
The "single wo}d" gualifier is used to distinguish both

\

items from phrases and clause§ which fulfill the same function.

ProCedures Followed in the Lexical
Content Words Count

Functional words such as "yeah," "yes," "no, "okay," "yea,"

"good," "right," "yep" are cdunted separately, and discussed in

separate functional analysis.
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o
Nouns: Proper nouns, place names, titles and brand names were all

counted as one noun item, even when several words formed part

of the noun unit.

€.9. Greaser Days, Carol Newton, Storgianq\Valley Zoo,
Farrah Fawcett-Majors, Star wWars, Bilig Jack, Head and
Shoulders, Chomp and Bite
each counted as one noun item.

Where a word was unintelligible, but clearly a noun, such as

the name of a character or a person's name, it counted as one

noun item.

Verbs: All attached auxiliaries and negatives were counted along with
. the verb stem as one verb item or unig. In the case of
contractions, the fu&l verbal form was considered when counting
verb units.

€.9. where's; we'd go \\\\

each counted as one verb item.

Single Word Adverbials: 1In some cases the adverb is redundant as
used and in such cases was not counted as a separate adverbial
item. These instances were not common.
€.9. woke up; smashed up; divide up; 1lift up; set up.

These counted as one verb item only.

Single Word Adjectivals: Where numbers functioned as adjectives,
and were guite long in written form, they counted as one

adjectival item.
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e.9. six hundred and fifty v

five hundred

Each counted as one adjective.
Hyphenated'adjectives counted as one adjectival unit.
e.g. medium-sized

full-grown

seventy-five T

8. CONTRACTIONS, COMPACTIONS AND TRUNCATIONS

The transcripts revealed what is best described as much
evidence of short cuts being taken in oral language. Occurfences
were common enough to suggest that a separate analysis be made, and
a classification and counting of such items used by key subjects was
carried out. Some words may be simply a result of poor articulation
and lazy speech habits, but the majority are standard word fo;ms used
by all native speakers, that is, contracted word forms. Many of the
truncated word forms might be acceptable to the majority of language
users in spoken discourse, but would be clearly unacceptable in
written form. The accebtability of compacted word forms in either

oral or written language is doubtful, though for children the issue

of acceptability is not an issue.

a. Contractions
These words could be identified only after transcription of
the oral data. Contractions are all words which have an apostrophe
denoting missing letters belonging to the verb. Apostrophed words

denoting ownership were not counted. Most contractions are commonly-
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used words in both oral and. written language. Several contractidn§
are more colloquial than common, and are categorized accordingly. The
decision for categorizing either as a common or colloguial contraction
was made by the investigator in consultation with a professor of
speech.
Examples of: (a) common contractions

couldn't, didn't, can't, won't, it's, he's,

haven't, weren't, Tracey's picture's, I'd,

year's

(b) colloquial contractions
o what're, that'd, what'd, this'd, ain't,

there'd, wet'l]

b. Compactions

These are compacted word forms and result when two or three
. U 4

words have been compacted together. Each word loses phonetic and N\\

morphemic_elements, and in all cases phonetic substitutions have

beenimade. In no cases is an apostrophe used to denote missing

elements.

Examples of compactions: gonna (going to)
i wanna (want to)
whadda (what a)

gotta (got to)

hafta (have to)
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c. Truncations (truncatéd word forms)

Such word forms appear when the initial, medial or final part
of a word is lopped off, or cut out, and an apostrophe denotes the
omission. Consequently there are three types of truncations: initial,
medial, final.

l. Truncation of the final letter(s).

Phonetically this usually results from a phonetic substitu-
tion of the final phone%e "n" for the phoneme "ng."
e.qg. flyin'; somethin'; sittin'.
However, some result simply from the deletion of the final
consonant.
e.g. an' (and).
2. Deletion of the initial phoneme.
e.qg. 'em (them)
‘cause and ‘cos (because)
3. Deletion of the, or a, medial syllable or sound.
e.9. s'posed (supposed)
prob'ly (probably)

Several other truncations result from taking the first
syllable to stand for the en;ire word.

e.9. ad (advertisement)

ed (education)

Two truncations, ya (yoﬁ) and ta (to) substitute a short

vowel phoneme for a longer vowel phoneme.

Where a truncation falls within a name or title, for example,

tug-o-war, Puss 'n Boots, it is not counted. :



No subcategorization of truncations was made, though the .

\
[ 4
several forms are easily recognizable.
L

9. ELABORATION OF C-UNITS

This method of analysis examines dependent adjectival,
adverbial, and néun clauses, as well as prepositional phrases. Sub-
ordination was chosen rather than simple coordinate statements
connected by "and" or "but" because it is a more mature and complex
form of syntactic structure. Subordination makes possible a more
coherent organization of related statements.

It was decided to include prepositional phrases because theye
are the most prevalent types of phrases used. Speakers (and writers)
replace dependent clauses with phrases of all kinds, with preposi-
tional phrases being most common. & more detalled analvsis of
syntactical elaboration, qoiﬁq beyond cl;Lses and prepositional
phrases, was considered unnecessary following Loban's finding. He
reported that his complex and time-consuming elaboration index
validated the much simpler and easier count of average words per
C-unit (1976, p. 59). Consequently the measure of average words
per C-unit was preferred for use &n this study.

Clauses were considered to be those expressions that contain
a subject (or coordinated subjects) and a finite verb (or coordinated
finite verbs). The distinction between main clauses and subordinate
clauses was made on the formal basis discussed by Hunt. A sub-
ordinator relates its clause to another on either its left or right,

whereas a coordinator relates its structure to another on its left.

A coordinator can relate across a sentence boundary whereas a
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subordinator never can (1965, pp. 74-7?). Roo;dinatogs can relate
C-units to ogg angther whille subordinators can only relate their own
Plau?fs to another clause.

All subordinate clauses within C-units were underlined in the
transcripts and the subordinate clause(s) was/were identified by type:
N for noun clause, Adj. for adjectival clause, and Adv. for adverbial
clause. Prepositional phrases were underlined with a wavy line and
tdentified by PP. Then a count was made of all subordinatg clauses
by type, and of all.prep051tional phrases, for each key subject 1n

each task situation. The length of each subordinate clause was also

recorded.

10. TYPE-TOKEN RATIO
A useful method of looking at lexical breadth is the type-
token ratio (TTR). It is a measure of the diversity of vocabulary,

and is the ratio between the number of different words used by a

subject (types) and the total number of words fn a sample (tokens).

~
The TTR has been used by a number of researchers a fognq to be a useful
measure of lexical diversity. (See Fairbanks, 44; ban, 1963;
Horowitz and Newman, 1964; Walker, 1973).

When computing the TTR an important characteristic of the
measure must be considered. glnce the number of djifferent Wprds
.(types) decreases as successive increments are édded to a language

2
sample, the number of tokens used in computing the TTR must be kept
constant in order to make the ratio compatible from one samole to

another. On hundred words has been accepted as the standard number

of tokens, and this number will be used here.



Procedure for Computing the TTR
In each task situation for each key subject the franscribed

oral language was divided into 100-word segments beqinning with the

first word and counting only the words forming C-unit<, that 1s, all
extraneous lingquistic material was omitted. The procedures outlined
for counting words in C-units was used in this ‘omputation. In

o~

addition to the C-unit word count proceduryes 1t was necessary to adopt

and apply these additional procedures:
1. Truncations count as one lexical 1tem along with their
full form.

e.g. yoin' 1s counted with jo:ng

"em 1s counted with them
’

2. Contractions count as one lexical 1tem as they appear

orthographically.
e.g. wasn't, didn't, can't each count as one token
3. Where both occur in a TTR segment, words with apostrophes

Y
of ownership count along with the same noun without the
apostrophe.
4. a. Yea, Yep and Yeah are counted together.
13

b. Ya and You are counted together.

5. Numbers count as one token.

e.d. 2% = one lexical item, except where the full wording

occurs, viz.

-

Six hundred and fifty = four tokens.

6. Hyphenated words count as equivalent single tokens.
o .

e.g. six-fifty = two lexical items

1130



wrnss‘-'uounrn/ = two lexi1cal 1tems
tull-grown T otwo lexiocal jtems
7. Plurals ot words count along with the singular of the
same word. ’

The number of TTR seqment s (of 100 words each unless spec) -
fied) 1s shown 1n the following Table 1.

Prom Table 1 1t -an be geen that with the exception of two
~ells the minimum number of TTR segments avallat le for analysis et
cell 1y four., Therefore 1t was Jdecided to use tour seament s from

)
each task situation “or oach key subject to provide a ratio, and then
7€

- . _ N\
to average the four ratios for a final measire ¢ Eomharison.  Where

there were less than four seqgments, all segments and harts of seqg-

ments were used. h cells having e1ght to eleven seqments, eversy

d . In the cell having nineteen segment s every
L.

seth}! seqgqment S
fourth segment For Task 4 the TTR was ompipted separately
for the presentation part and the aquestion-answer rart, 1n both

Instances using all segments and parts of segments where the numher

of segments was less than four,

11. LEXICAL VERB ANALYSIS
The lexical verb analysis 1s a useful di1fferentiator betwogg
speech styles. Lexical verb analysis was used by Chiy (1973) 1n her
study of speech styles in the administrative Correspondeatb and hoard-
room discussion of Canadian federal government employees. As in the
present study she éomputed the number of lexical vetb tokens and the
number of lexical verb types (number of different verbs). Chiw found

this analysis to be a useful register differentiator.

1yl

>



Table 1
>
NUMBER OF TTR SEGMENTS IN EACH TASK
SITUATION FOR EACH KEY SUBJECT
Task Situation
Key Subject 1 2 2 4
M. 9 4 -
(+93 words)
Ba. 19 3 (42 wor is. c
C. 11 13 1ne 3
e words)
By. 11 5 (70 words) 3

(+9% words)



»,

Lexical verb analysis is ; measure of the use of verbs by o
key subjects in each task situation. The type-token ratio (TTR) is
used to compute the measure. All single verb words are couﬁted, e}
that auxiliaries and negatives all count separately, and contractions

4
count separately also. Thus the procedures for counting verb units
in the Lexical q?ntent Words Count are not applicable in this analysis.
The lexical verb analysis gives another means of analyzing the use of
verbs.

All single word verbs were extracted from the text and
divided into segments of 100 words. Table 2 shows the number of
Segments availablé for analysis. The first three full or two full
and partial segments in e;:h task situation for each key subject were
used to compute the TTR. In most cases this comprised the total
number of verbs in the text. Where a partial segment contains 50 or
more words it is computed. If it contains less, it is considered too

small a sample. In Task 4 the first two full or partial seqménts were

computed for both the talk segments and the question-answer segments.

12. SUBJECT MATTER MAINTENANCE AND SWITCHING
In order to determine the‘particular subject toprics chosen
\\
by the speakers, and how subject topics were sustained and switched

. ,‘~ . '. .
durify the course of the task situation, the investigator carefully

analyzed each task situation. He considered all language 1n the tasks,

+
.i. Y
not just that of the key subjects. Each instance where a new subject

topic was introduced was noted, along with the subject matter, for
example, #10, Being Chased in Playground Today (Gl, T1). From the

lanquage context it was also possible to classify the subject matter

133



Table 2

NUMBER OF TTR SEGMENTS AVAILABLE

FOR LEXICAL VERB ANALYSIS

Task Situation

4
Talk' O-A Combined
Key Subject 1 2 3 Segment Segment Segment?
b b
M. 2.50 1.20 1.11 1.11 0.77 1.88
b C
Ba 4.80 1.06 0.19 0.50 0.46 0.96
c 2.90 2.68 2.60 n.83 n.41° 1.24
b .
By. 3.04%  1.49 0.13 0.60 0.34° 0.94

N

a . .
Combined Tglk plus Question-Answer segments
Task 4 TTR segment.

to provide a total

v

Where a partial TTR segment is less than .50 no analysis was made.

Too small to calculate.

3



’
as a shared personal exderienqe, a shared school expe:iencq,:an’
individual experience, a shared rersonal opinion, a shared planning
experience, shared huﬁbut, etc.

Therefore, each task sitdation was scanned for subject matter
content. Whenever a new ®iMect topic appeared it was noted, named,
and classified according to experiential base. The investigator then
looked for groupings of subjéét matter, includihq returning to previoﬁs

subject topics, as well as grouping of experiential bases. It was

<.

hoped thét'pat uld appear that showed predominance of subject

topics an 1 bases.
The data upon which discussion of subject matter maintenance
and switching is based is to be found in Appendix C, and the cate-

gories of experiential bases appear at the beginning of the subject

maintenance and switching discussion in Chapter 5.

| »”

The system as developed by the investigator from the trans-

Validation of the System of Analysis
of Subject Matter

Cripts was given to two professors of ‘language arts. Each professor
was also given one-half of the data. The system validated consisted
of the material which makes up Appendix C, that is, all of the subject
matter categories, as well as the categories of experiential bases,
which appear in Chapter 5. Each validator was given the following
questions with which to undertake the task of validation:

1. Is the system developed descriptive of the data?

2. Are the cateqgories representative of the data, that is,

are the implications for experiential based/;nd subject matter valid



136
ones? ,
] e
3. Is the sys;e&jﬁeveloped and its categories fully inclusive
of the data?

In answering these questions several important pojnts were
made which enabled the investigator to discuss the analysis more fully.
The necessity of grouping the subject topics by theme and then looking
for general themes which were pervasive was discussed. It was also

) . ) i -
noted that a child calls on several different experiences at one time,
and at time several experiential bases have been used with one subject

-
topic.
There were real problems which arose from the categorizing of
; >
subject matter, and most of the issues raised concerned the experi-
ential bases categorization system. One validator suggested that a
-3
direct/indirect system might be another way of describing the
&
experiences from which topics arose. There was confusion about the
general categoé' @f Personal and its subcategory of Personal experience.
"ln
These were charfged respectively to Self and Individual experience, and
.
this solved mawy problems. One codgg suggested that it would be
»
Bt
4
helpful to have divisions of Individual experiences. 84

One coder suggested that it might be necessary to distinguish
between an activity and an experience. This coder referred to the
Planning experience category, and his point was that the activity is
planning, but the experience needs to be identified. This same coder
also stated that/the Humour category could be subdivided into humour

that arises from the present situation, and humour that arises from

the recalling of past experiehces such as television and movies.



A final point was made regarding the subject ma%ter. One
coder noted a tendency which she called a "subject maze," where the
children talked around in a maze-1like maﬁner before getting down ta
the heart of the topic. She thought that what the children were
doing was thinking around £6r the particular point wﬁich they really
wanted to discuss. She noted this tendency in the topic descr;bed as
Gradg Four in Task 1, Group 1 (girl dyad).

Both coders agreed with the investigator that the system needs

to be developed further, and that such a development would constitute

a worthwhile study in itself.

13. NONLINGUISTIC FEATURES OF COMMUNICATION

A scheme for classifying and categorizing all nonlinguistic
features was developed from the data which was fully descriptive of
that data, that is, af all subjects in all task situations. Non-
linguistic features include eye contact, hand and arm gestures, leg
and foot movements, head movements, Body movements when seated or
standing, eyebrow movements, and faciallexpressions. The system is
described in detail in Chapter 5, and egamoles of the categoriés and
types are provided in Appendi; D. Validation procedures were carriéd
out and are described below.

Three major points need to be made about the system for
describing nonlinguistic features. The emphasis in coding is on the
active features where there is movement either of a functional or non-
functional type. - Passive features, such as hands clasped in lap, or
resting head in right hand, elbow on desk, are not meaningful as non-

linguistic features; they are merely physical poses of the subjects.

137
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Second, phonetic features such as tone of voice or stress
patterns afe phonostylistic feg:ﬁres and are not considered part of
nonlinguistic material for coding. In the transcriptions of non-
linguistic features references are sometimes mage to voice tone and
stress, and these are included only to enhance the description of
nonlinguistic features.

The third point cdncerns the degree of explicitness of certain
of the nonlinguistic features. Some feature€ are dquite explicit and
appear directly related to the speech itself. Other features are less
explicit and require a degree of inferepcing on the part of the coder.
In such cases of inferencing the linguistic context is of great help
to the coder, as is the action of the speaker and other speakers which
lead up to the particular nonlinguistic feature being focused ug?n.

The system devéloped is equally appropriate to all the tgsk
situations created in the study. Several problems had to be overcome
in arriving at an all-inclusive system. The major problem arose when
the investigator attempted to quantify the features and occurrences of
each. One particular instance of nonverbal communication might, and
in some instances must, be coded in several different ways if it is to
be fully described. For example, a narticular instance might involve

-
eye contact, head movement, and hand gesturing all at‘bnce. It also
became apparent that individual traits and behaviouf patterns, as well
as pe;sonalit& factors, pl!&ed a major part in the types of non-
linguistic features used py subjects.

No attempt is therefore made to cuantify the data. The system

is to be considered a des‘Ve one. The presentation of the data



is made in such a,K way thag it is fully descriptive of the nonlingufst&c
features of communication, both functionally and nonfunctionally. It
allows for discussion of trends within and between task situations,

and it allows for consideration pf the personality characteristics of
individual key subjects.

Validation of the System of Analysis
of Nonlinguistic Features

]
The system as developed by the investigator was given to two

doctoral students in the fields of curriculum and language arts, both
of whom have had considerable experience'in the videotaping of children
and coding from videotapés. Eacﬁ coder was also given one-half of the
data. Along with the system for identification and classification the
investigator gave examples of the categories, and demonstrated how he
had identified and categorized the features. -

The investigator asked each validator to answer each of the
following questions:

l. 1Is t;g'§y§tem‘developed descriptive of the data?

2. Atd;fﬁe categories developed representative of the data,
that is, are the implication; made from the nonlinguistic features
valid ones?

3. Is the system and its categories fully inclusive of the
data? ’

The coders were able to answer these questions to their own
and to the experimenter's satisfaction and at\the same time provided

e \

some important refinements which the investigator has incorporated

into the system. One concerned the addiiion of a functional and a
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nonfunctional category for movement of feet and legs. Others con-
cerned the need to make explicit the fact that phonostylistic refer-
énces were not part of nonlinguistic features, that active and not
passive features were the focus for coding, and that degrees of

inferencing were at times necessary when interpreting the intent of

non;inguistic features.
RELIABILITY OF ANALYSES

:}eliability checks were carried out on the four most
difficult types of analysis, and five reliability procedures were
undertaken. Three raters were asked to identify all extraneous
linguistic material in five pages of transcripts, and then to identify
each type of ELM in two of these pages. Using the same five pages
the coders were then asked to unitize'the language, minus ELM, into
C-units, to identify noun, adjective and adverb dependent clauses,
and finally to identify prepositiqgig*phrases outside of dependent
clauses.

The three persons used as reliability coders were doctoral

students, two in the field of reading and one in language., The

-
¢

investigator used two additional pages of data to illustrate each of
the procedures, and the coders ;ere given one additional page of data
as a practice page. Those who wished could check their codihg on
the practice page with the investigator before précedinq with the
five paéé;. The five pages were made up of two pages from the girls'

intimate group and one from a girl's formal Presentation. There was
g

one page from the boys' intimate situation and one from a boy's formal

140
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presentation. These situations provided a maximum of linguistic
material and gave examples of eaqh type of énalysis.

No major proble@§ were encountered by any of the raters.
The five pages used for the reliability procedures appear in Appendix
E as examples of coded data sheets. Agreements and disagreements
between each of the raters and the investigator were computed, and
this information is given in Table 3. Using the Arrington formula
(in Feifel and Lorge, 1950),‘percent agreements between the investi-
gator and each rater were computed, and are reported in Table 4.
In the Arrington formula, agreement between rater and investigator
is doubled and this figure is divided by the total of double agree-
ment plus disagreement, that is:

2 x Agreements o
(2 x Agreements) + Disagreements

The frequencies for types of EIM were too small to apply the formula,
and the information contained in Table 4 shows high agreement. The
percent agreement for the rows of totals in Table 4 range from 85 to

100, and this indicates a satisfactory reliability of coding.
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Table 4 , (

RELIABILITY OF FOUR ANALYSES
PERCENT AGREEMENT WITH INVESTIGATOR(A)
USING ARRINGTON FORMULA
RATERS A, B, C, D

T Percent Agreement
with Investiqgator
‘ ——— e — e
Analysis Page AB AC AD
]

1 Tl p.7 932 9 HBé

Extraneous ‘

Linguistic Gl ™ p.15 86 ) 823 190

N Gl T4 p.2 90 <8 170
Material .
(EIM) G2 Tl p.11 =0 100 130
G2 T4 p.7 94 89 190
Total 90 37 38
Gl Tl p.7 93 ‘ 90) 90
51 T1 p.15 - 91 38 90
« /

C-Units Gl T4 p.2 97 4 97
G2 T1 p.11 92 97 37
G2 T4 p.7 94 95 95
Total 94 93 34
Gl Tl p.7 86 93 36
Gl Tl p.15 80 7 67

D dent

g?:ESEZ Gl T4 p.2 100 86 100
G2 Tl p.11 100 100 170

52 T4 p.7 100 ¥ .92 g%

) : Lo - kL
..(\'\ “ o 24 ‘ .‘,! “
Total 94 80 & . wmdf *

G1 T1 p.7 67 RN - G |
. Gl Tl p.15 100 150 ; 10
b ¢
repositional Gl T4 p.2 100.. 89 | g5y
Fhrases . ., v
G2 Tl p.1! 86 S oIpos T 86
‘ G2 T4 p.7 106 3/ s S50+ " 00 ¥

Total 95 90 » 32
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Chapter 5
" THE RESULTS OF THE ANALYSES:  FINDINGS
™
L 3
INTRODUCTION °
-

-

In\this Fhapter the results.of the analyses are 1l1s.oussed 1n
the {Iwht’bf thelr vower to di1scriminate between the task s1tat1ons.
The methods for reporting the analyses vary. some of the analyses are
of quantltdtxvvéﬂ?}a, and 1n such -ases ratios, percentages and Jraphs
are used. In Jégi)cases 1t has been necessary to ase frequencies ot
feature occurrence for 1ndividual key subjects as well as poolgd
trequency data. Other analyses are reported descriptively rather
than nqurxwally. ‘

The analyses are reported 1n the ~hapter in the <ame orier is
they appear 1n the Situational ~ategorization in chapter 4. The
first two analysis results described are those of the sublect matter
and the nonlinguistic features of communication. These two analyses
make up the first part o{{thxs chapt@r. As the two analyges are

. ' >
mutually exwvansive of one another some cross-referencing 1s made.
The other analyses are reported as per the situational categorization
J
outlined 1n Chapter 4. They make up the second part of the chapter.

In the discussion of 1ndividual key subjects names are not

1sed.  The 31rl dyad 1s made up of 5, and 5_. o 1s 1dentified by M.,

1 2 1

and », by Ba. In the boy dyad Bl 1s 1dentifi1ed by . and Bz by By.

<
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. PART A: SUBJECTIVE ANALYSES ‘.

“BJECT MATTER MAINTENANCE AND SWITCHING

The content of the discourse in each task situation was
analyzed to identify the subject matter topics which the children
focused upon. The subject topics were then furthe{ analyzed to

“wdetermine what topics were maintained, and to what extent switching

from one topic.to another occurred. ToplcCs were also clustered
arouni themes such as games/sports/activities in school, soclial events
1n school, and special interests.

The secondary analysis of subject topics was in terms of the
expcriential bases upon which the topics evolveéi The categories

whi-h were derived from the data are presented below.

Experiential Basis Categories

shared (when two or more children contribute)
{a) Shared personal experienge (b) Shared school experience
shared personal opinion Shared school opinion

Shared personal feelings

{¢) Shared planning experience {(d) Shared humour

Self (when only one child contributes)

Individual experience

Another way t9 represent the experiential bases 1s by means of

temporality.
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b4
Past - Present
Shared personal experience Shared personal opinion
Shared school experience Shared personal feeling

Individual experience red .school opinion

ared humour

Future

Shared nplanning experience

Each subject topic is ;dggzzfied with an experiential base,
and sometimes several experiential bases are used to identify one
subject topic. The data on which these analyses of subject matter
and experiential bases are based‘appear in Appendix C. The subject
matter analysis was applied to the total text, that 1s, the trans-
cribed discourse of all children in all task situations, ﬁot merely
the key subjects. Each of the task situations was between 15 to 17
minutes long, except for the formal Situation, which was much shorter
for each of the four key subjects.

For discussion purposes subject t;pics are grouped by themes,
and experiential bases are grouped temporally. The discussion is
firstly by task situation, beginning with the intimate situation.
Within task sigggtion the discussion is first of the girl dyad group,
followed by the baey dyad group. The group discussions focus first on
subject topics used, then on experiential bases, and finally on the

degree of’ subject matter maintenance and switching which occurs.
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TASK 1 ’
. . t
a. Intimate: Girl Dyad g
X - - .
The subject topics of this pair of girls could be clustered
Yy .
around four themes, which are dasoribed below along with the number
of topic occurrences in each. A topic occurrence is each time the
same topic pccurs in the same task situation. There was a total of
31 topic occurrences in thés particular task situation, which averaged
half a minute in length.
1. Games/sports/activities outside of ®chool: 4
2. Games/sports/activities in school: 3
3. Social events outside of the school: 11
.
4. Social events inNsghool: 13.
The data revealed that the girls focused most of their talk
on social events, which included ﬁarties, the doings of younger
children, party games, concerts, mutual friends, and events in
earli?r grades. There was equal weight given to school settings and
settings.outside the school for subject topics.
The experiential bases for subject topics are heavily weighted 5f
-y
towards tﬁe shared schoo?kexperiences, with a total of 15, and the {

shared perseonal experiences wit“. Individual experiences accqunted

» . . .
for four occurrences, and shared planning experience just one. 1In

terms of temporal classification, shared past experiences accounted
)

for almost ®11 of the above subject matter.
L4

o An analysis of the data for maintenance and switching showed

that subject topics were not sustained for any length of time but

three subject topics in particular were dominant. M.'s birthday
i
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party appeared.as a Eppic five times, and led into a reminiscing of
another birthday party on one occasion. A particular party game was
to reappear once as a topic, and school social events of the previous
year reappeared many times. These three subject topics all had as

experiential bases shared personal and school experiences.

b. Intimate: Boy Dyad

There were 26 different subject topics in this task situation
which could be clustered into three thematic groups, one being

a

‘\dominant. The themes are as follows:

Games/sports/activities outside of school: 6

Events in school: 4

Special 1interests: 16.
From thé data it seemed that thegboys focused their talk on shared

. .
interests, and these were model rocketry, science fiction, and certain
.

television shows. Unlike the girls, events of a social nature and

events and activities concerned with school seemed to hold little or

no interest.

L

All the types of experiential bases are represented thouqh_
one is dominant, that being shared persanal experiences with 15
* LN

occurrences. Shared planning experiences accounted for five occur-
. . ~

rences, while for shared school experiences and individual experiences
the counts were four and two respectively. As with the girl dyad.

group, past experiences were predominant, though planning for future

.
experiences was a second major concern. Present experiences were the

®

fewest. Individual ﬁ*’oﬁnts were used very sparingly and accounted

for a very small peréentage of the speaker's total‘lanquage. It is
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probably true that in tha intimate situation shared experience and

knowledge is esgential.

. |
In terms of subject maintenance and switching it appeared

that three topics were being constantly brought back for discussion.
K

The scout camp featured twice, science fiction topics featured six
times, while television shows and movies (other than science fiction)
m&dé up five topic occﬁrrences. Thus one-half of the subje%t topics
were maintained, the other half were the result of desultory conversa-

. . . . . lﬁ
tion. Science fiction material and certain television programs were _
\ Y

a shared interest, so there was considerable maintenance of these

topics in the task situation.

l, i Xdk
TASK' 2

Ed a. Casual: Girl Dyad + 83, G3

For these four subjects the first difference is that the

number of subject topics is less, at 24, compared to 31 in the
+

intimate situation. The topics clustered into five general groupings

as follows:

Games/sports/activities outside of school: 1 <

. People and ewents in schooi: 9
Imagination and humour: 2
People a;d events outside of school: 5 '
Television and movies: 7
The shift in subject topics is from personalized and shared subject

matter in the intimate situation (Task 1) to more generalized topics,

such as school-related and media-related ones. All members of the

casual group are certain tq have had. experiences with such subiject
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matter. School-related subject topics predominate, and these are

perhaps the most common topics among group members.

L4
The range of experiential bases also shows a generalized

pattern. Experiential bases for the topics can be grouped as follows:

Shdred planning experiences: 5

Shared school experiences: 5

Shared personal experiences: 7

‘Individual experiences: 6

Shared humour: 2
Shared personal opinions and feelings are grouped with shared persénal
experiences, which results in the total of 25 rather than the subject
topic total of 24. The temporal grouping of experiential bases shows
that talk about future events has been given greater emphasis over

-

Task 1. These future events concerned school-related rather than
ind;vidual or outside events. The prelenc% of humour is noted,
springing from individual experience. The increased (over Task 1)

number of individual experiences as bases is worthy of note.
A\

There was strong evidence of subject maintenance, and less

subject switching, along with the decreased number of subject topics

compared with Task 1. Greaser Days, both as reminisced and anticipated,

occurredras a topic four times. The squirting ‘toothpaste episode led

. +
into a humorous occurrence, and the general subject topic of television
L 4
and movies accounted for seven occurrences, one after the other. This

one general subject topic was maintained for almost one-third of the

whole tagk situation.
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b. Casual: Boy Dyad + 84, G4

In subject topics the trend to a lesser number from Task 1

is again present with 18 compared with 26. The topics clustered in
the following manner:
J

@ Events and interests outside school: 9
: Favourite activities and interests: 6
Humorous accounts: 3
Following the trend of Task 1, and of the girl dyad group in Task 2,
the subject matter consists mainly of events outside of school.
Presumably the three boys in this situétion had had many outside
experiences together. Unlike the girls, the boys' interests seemed
to be outside of the school environment. It could be that nonschool
topics were being chosen which mirrored the qenerélized experience
base. The occurrence of humorous accounts, based on individual

experiences, 1is again worthy of note.

The experiential bases also reveal a shift from Task 1.

<
Individual experiences totalled nine, shared personal experiences were

10, and shared plannind experiences were two. In terms of a temporal
classification, past experiences once again predominated. Since
humorous accéunts arose from indivieual experiences that count is
also high. Often an experiential base® was coded twice, once as a
. shared personal experience and then as an individual experience, as

individual children talked about their own experience arising from a

4 shargd group experience. Shared planning experiences involve the
‘nticipation of future events, or the imaéin&iive extrapolation from

LI
a shared experi*;,.such as ‘Monopoly to Anti-Monopoly.
b - L

3
P .
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The maintenance of subjecf‘m&tter was heavily pronounced, and

there was less sw'ing than occu;red in Task 1. "E‘a\vourite games
made up the topic of three o&currences, the scout camp appeared twice,
favourite activitijes twice, the joke shop twice, and humorous accounts
three times. In three‘of the above the subject tépic was maintained
in sequqnéial Occurrences, which was the trend evidenced in the girl
pyéd qrp&p also. The five maintained subject topics accounted for

two-thirds of. all subject topic occurrences.

e,

TASK 3 . ¢
a. Consultative: Gjrl Dyad + B3, G}, BS' G5
8 In this situation both the girls' and boys' groups were given

a specifie topic, that-of planhing a Commonwealth Games afternoon.

&

The subject matter®™remains constant, and the topic was maintained

steadfastly throughout the task situation. However, there were many
subtopics within the main topic, and these were worth analyzing.
There were 24 subtopics, all involved with planning for a Commonwealth
Games afternoon.

For experiential bases of subtopics, altAhouqh tl subtopics

involved shared pPlanning experiences it was evident that the children

often referred to past school exper;ences when planning, such as sports
days. Consequently there was 4 common experiential base. Along with
such references to pagt experiences there were also references to
individual or shared team experiences, as well as references to local

sports sites. These also made up a common experiential base.

An analysis of the subtopics for subject maintenance showed

that athletic events appeared twice, individual and team competition



three times, and trophies and medals four times. There were no
sequences of subject topic maintenance as occurred in Task 2. It
will be recalled that the one subject topic was maintained throughout

the task situation; there was no subject switching.

. i : + ’ ' ’
b Consultative Boy Dyad B4 G4 86 G6

Once again the subject topic of planning for a Commonwealth

Games afternoon wls sustained throughout. Unlike the girls' group,
which was more diverse in its coverage of subtopics, the boys' group

covered sixteen. Shared planning experiences was the almost exclusive

’
.

experiential base, with very few temporal references being made to

past shared experiences.

*

[ ]
The incidence of humour is there as it was in Task 2, though

this did not occur with the girls' group. Humour may have occurred
primarily as a result of bravado and the quest for acceptance and
popularity in the peer group; there were ﬁhree subtopics dealing with
humour. The predominance of the key subject C. in this situation
offers another explanation; he is regarded by others in the group as
the leader, and much of the humour emanated with him.

There was considerable evidence of subject maintenance of

subtopics, but there was no sequencing of subﬁopics. Athletic events
occurred twice, humorous episodes three times, division of‘tedms‘twice,
timetablinq of events twice, and games celebrations twice. The boys'
group did not attend to the task as seriously as did the girls, nor

did1they view the task in as broad a perspecsgve. This was evidenced

by the episodes of humour and the lesser n , gf of subtopics.

Hy
]
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TASK 4

a. Formal: G G

1’ 72

In this task situation all four key subjects addressed’an
audience of twelve in a formal setting. The subject matter had been
preselected by the key subject but fell within the general subject
matter criteria. falks were prepared in advance. M. chose to talk
about her intgrest in Boxer Dogs, while Ba. talked about the sport
of Badminton. The chosen subject topic was the only one discussed.

There were no subtopics to analyzé as the task requirements
.resulted in a presentation which was logically ordered with a
tightly-interwoven factual content. At times both speakers referred
to individual experiences to illustrate a point or to provide an
example. This was not unexpected because the topics chosen were of
bParticular interest to the individual presentors. At times shared
personal experiences were related, though these experiences were

shared with People other than audience members, that is, family or

personal friends. Subject maintenance was total, with one subject

topic being maintained throughout.

b. Formal: B B

17 72

Much of what is described for the two girls is also true for
the two boys. C. chose to discuss his favourite topic of Model
Rocketry, one which hid appeared prominently in the other task situa-

tions. C's dominance as a leader in all §i§uations is evidenced by

the choice of subject matter in task situations. By. chose a

personal interest of his, that of Domestic Shorthaired Cats. Subject

maintenance was total; there ‘was no subject switching.
- -enance :
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Both key subjects introduced individual experiences as means
of illustrating their talks. Both speakers also used shared personal
" experiences, and both related these experiences to each other, so that
in the talk cC. elicited the attention and confirmation of By. by
alluding to a shared experience with rockets, and likewige By. with
cats. This phenomenon is of much interest because even in the gtrmal

Situation the intimate nature of a social bond overshadowed subject

matter and situational constraints.

SUMMARY

The analysis of subject matter allowed for differentiation
]
between task situations and thus levels of formality. “The levels of
formality represented)in the ;tudy ranged from intimate to formal
and include intimate, casual, consultative, and formal. These are
the descriptionsiused for the four task situations. Subject matter
was fore diverse and greater in number of topics in the intimate .

situation, and decPeased to the one subject topic in the formal situya-

tion. Subject topics were tfully maintained in the formal and con-

sultative Situations, but less so in the casual and intimate situations.

Subject matter was able to range freely in the first two task

situations but not in the consultative and formal Situations.

Shared personal experiences dominated the experiential ba§es
of informal ;ituations while there was greater use of individual and
Planning experiences in more formal situations. The girls' groups
tended to-focus more on school events and social events outside of

school while the boys tended to prefer individual interests, hobbies

and sports activities. Television shows and current movies held the
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interest of both groups in casual situations.

Humour was uged to maintain some degree of igformaliby in
formal situations, but if used at all 1n an informal situation it 1s
in a low-keyed.manner. Humour was also used by the boys' group to
foster peer group relationships. 1In the intimate situation humour
was covert, and the presence of humorous experiences was instantly
shared without need for overt verbalization.

In larger groups and in more formal situations a common
experiential base was usually sought, ang school-related events or
the mass media usually made up this base.

In more formal situations subiect maiatenance was total or
Present to a much greater extent than it was in informal situations.
In more formal situations subject topics or subtopics were sequenced
to the point of total maintenance in the formal Situation. With thi§
progression to total subject maintenance there was also a shift from
shared personal experiences in the -informal situations to individual

and planning experiences, and humorous episodes, in the formal

situations.

-~

NONLINGUISTIC FEATURES OF COMMUNICATION

An analysis of nonlinguistic features was undertaken 1n order
to capture the meaning and information tha* 1s conveyed in situations
but which is not aveylable through transcriptions of language. 1In
the development of :jlystem for analyzing nonlinguistic features
several difficulties had to be overcome. The sample data given in
Appendix E illustrate how the problem of recording and matcﬁing both

linguistic and nonlinguistic features was tackled. In Appendix D

]
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linquistic features analysis. In this chapter tH}‘SYStem ana}ysis‘u;'. -
& : . S

is described as it was developed from rhé”data. The data ard comt .
N ‘. . ‘.\ k

tained in t}ne 187 pages of transcripts which have been pr.epare&f LR LR

The 1nvestigator began with a count of ésch nonL{nguTsticA

; N '

feature, identifying 1t as functional or nonfunctional, and then
assigning the feature to a subcategory or creating a new subcateqgory
for it. It was found that several features were used simultaneously,
sych as eye contact with hand gesture with facial expression, and so
one instance could be recorded in three djifferent ways. After all
nonlinguistic features had been coded it was evident to the investi-
gator that rather than looking for distinct differences across tasks
which could be attributed to tgask differences, personality differences
between key subjects were more salient and'interestinq.

The categories developed for nonlinguistic featpres are
descriptive ®f all four task situations in the study. 1In the dis-
cussion following the description of the system of analysis, the
particular characteristics of features in each task situation are
focused upon. Individual behaviour in nonlinguistic features of
communication makes up an important part of the discussion.

Description of Nonlinguistic Features
of Communication

A. Functional Features

Functional features fulfil a semantic function in that they
add meaning to a linguistic utterance which 1s synchronous with the

nonlinguistic feature, or they supply the total meaning when there is
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no Linguistic utterance. Fanct 1onal t‘&urw. torm an 1ntear el art
ot the utterance or of the communication.  They are an adjanct to, ot
|
2 substitut® for, words. w»
o ,
a. Positive Eye Contact
' l. to engadge the attention of a listener or listeners;
2 to Jdisplay interest i1n a speaker's words; .
1. to mutually agree about and recall/share an 1ncident;
4. to seek -onfirmation of a statement or to contirm a
statement; to eliclt reaction;
. to address a question to a listenep:
b to 1nvite a listener's contribution or question.
e
b. Negative Fye contact (looking Jown or away)
1. when thinking of an i1ncilent (e¢.g. ""an't remember .
now—what 2" ;
¥
. 2. when Juestioning the statement ot a speaker;
3. when expressing surprise or .i1squst {(e.g. ""h well!™);
4. to signify a characteristi - such 4s 1nnocence Qr
i1sinterest or disengagement. )
5
. c. Eyebrow Movement (eyebrows raised or lowered) ¢
1. to Jdisplay surprise;
2. to display sudden and extracordinary interest;
3. to question and’‘or dlsagree;
iy
. 4. to emphasize a word or point;
5. to seek agreement. .
4. Facial Expression (other than eyes and eyebrows)
1. to show distaste and displeasure when unpleasantness "

enters 1nto the —-onversation;

e



2. to articulate words quoted from another person;
exaggeratéd lip movements, and mouthed words:

3. to m\mic expressions.used by ether people, or even

" " of anymals;

4. to question a statement (frowning), and to express
' uncertainty;

5. to show enthusiasm or excitement, even surprise;
to show suddenm understanding; a

6. to show disapproval;
7. when thinking dgﬁply (frowning) ;

~’/>. to signify "I don't know," equivalent to shrugging of

shoulders;
A \\\\ 9. to show concern; -
10. to denote seriousness or graveness.

e. Gestures with Hands and Arms to Signify Objects and
Incidents

1. type of:
2. size of;
3. shape of;

4. movement of (plane of movement, speed of movement,
type of movement) ;

5. direction of movement (up, down, forwards, backwards):
6. counting off objects or incidents as named;

7. location-of, direc;ioﬁ of;

8. manipulating and using object (e.q., gesturinq J;inq

key to unlock a door);
»

9. describing incidents by "drawing" with finger(s) on
_table;
:3 10., holding up objects for djéflay (in Task 4).

Often the gesture replaces or is a substitute for a word.

somet-imes’'the gestyre is used and the word cannot be brought

n

160



| o . 161

to mind. In such cases the listener will usually supply the

word suggested by the gesture.

f. Gestures with Head Movement
: .

l. nodding for a "yes" or "no" (agreeing or disagreeing);

2. to functionalize or dramatize, when often the action
substitutes for words;

3. when in thought, pensive (head lowered or raised
toward ceiling);

4. when sudden thought occurs; sudden agreement or dis-
agreement (toss of head back);

- “‘ V*
5. nodding to indicate dir&c¢tion; " e -
e tgT

. .
v
6. to count off objects or repeated words,®by 4 nod of .
the head for each; 4
-2
7. nodding head to a listener to ‘indicate recognition to
speak.

g. Gestures to Suggest Movement and Actions of Peopie

1. demonstrate type of movement (crawling, walking,
running) ;

2. demonstrate direction of movement (up, down, rising,
faLﬁing, backwards, forwards, enteming, leaving);
, L%y < ’
3. ¥*t&, cbunt off people ofthe actions of people;
)

4. mimic another person and/er his actions.

h. Gestures to Gain the Attention of Other;,in the Group

1. to invite a listener to recall a sha;!d experience
(remember when?) ;
. ) |
2. o add new information to a curremt topic or incident;
N
3. to introduce a/new toplc or to close a topic;

\
4. to emphasize # point or to display excitement;

wn

o seek aqrée t; '
vl

6. to interject in order to speak (e.g. s t@p‘j.l‘p Rinqegs
* ‘ o L) >

a
-

é’ ‘e . o 1 » .l'A
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on table, waving arm in air);

7. to recall a piece of information (e. q by clicking

fingers together);
[

8. to imclude or embrace a llstener in a friendly, even
-intimMate way.
-

i. Torso Gestures
l. shrugqing of shoﬂlders
- a. to &efend one's wogds‘when challenged;
b. toAask a guestion, which is often rhetorical:
C. in an "I don't know" attitude: { y
2. straigﬂt?ninq up
a. to introduce a new topic or incident;
b. to strongly agree or disagree;
€. to show sudden interest and enthusiasm;
3. leaning forwar%
a. to'share in a mutugl experience;

b. to agree with or show extraordlﬁSry interest in
a topic of incident;

4. leaning or sitting back
a. to jindicate surprise or shock *

b. to addsess a question to a listener

C. to emphasize & opoint.

j. Foot and Leg Movement

1. ‘when correcting one's self.

k. Laughter and Crinning _

l. to share a humorous statement or incident;

2. to denote derision of a statement or opinion;



’l

\ . .
3. to share an embarrassing situation, sometimes as i#

to expunge it;

v .
4. to snicker at one's self when a self-evident statement
1s made. )

.
L

1. Total Meaning .
» o
No words are exchanged or uttered, but the gestures and

actions carry full and mutual understanding as evidenced

by thq reactions of both persons or all persons.

B. Nonfunctional Features

Nonfunctional features do not offer any meaning and are not
useq to convey meaning. Thus they are not necessarily synchronized

with any linguistic utterance, and are quite likely not even recog-

Y] &

nized by the user or other participants in the laquaqe situation.

Many nonfun 1 features are made up of nonconscious actions, and
T . .
may be nervo “habitual actions. Some may function in the same way

as do filler Aords and phrases, though a full-scale study in itself
L J o
wonlﬁ/pé'needed to determine that. Personality characteristics play

big part in the adoption and use of nonfunctional‘ nonlinguistic

]
features of communication.. .

o

a. Negative Eye Contact (looking down or away)
A personality characterjstic, e.qg., C.
l. "to cover a temporary lapse in the conversation;

2. when looking down to notes when talking (Task 4) or
to read directly from-notes/xTask 4).

b. Movements of Hands and Arms

l. to scratch h%ad or another part of the body, to touch
another part of the body, to adjust hair, rub nose,
eye, etc.; '

163
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2. to Adjust glasses on nose;

- 3. to adjussﬁclothing, e.g., pulling down sweater;
to play with clothing;

4. to play (conscibusly or unconsciously) with objects;
5. to fold and unfold arms;

6. to tap fingers on table out of ‘nervousness, impatjence,
or petulanqe. :

, C. Movements of Feet and Legs
*

1. to shift weight from one foot to the other.

~
.

d. Torso Movements
. l. to rock body fr.side to side;

&
2. to sit back, when a subject withdraws fram the ongogng

. \discourse;

- %
* 3. ,to sit-forward, when a subject includes himself again
R ,ﬂqi ‘in the ongoing discourse;

. 4. 3 move body in the direction of another. @erson in
q.; to” llsten 1ntenbly .

- \

- . ,
Differencés in Nonlinguisglic Fe%tures
quigiic Feat "o,

Use across Task Situations

L ]
There are distinct features which stand out in varjous task
L) b
situations that are true for all the key subjec@s, to varyi degrqsf.

It is these generalizable features that form the subject of this $ ?

*

discussion. As mentioned befofe, also of imterest are the types of ?

-

nonlingwistic features that predominate in the behaviour of individual
L4

key subjects. A discussion of this second important aspect follows

s - -, 0
the present discussion.

] .» :
- - f-s..



“ 165
“a . _ | C &
Task 1
In Task 1l eye contact is a dominant feature. With two, people
seated close togeéther at a table‘%he oné;inq close eye contact helps
. to establish the intimate environment, which is also evilpnt in the
subject matter chosen. In the two dyad groups‘there was always one

e

person who kept almost constant eye contact while the other tended to
, .. o 4
use eye cont&cﬁ’upariuqu. The maintenance of eye contact, or the

tendency not tg make eye contact, seems to be a personality factor.

Along with eye contact were eyebrow mq:ﬁ:eng

nd facial expression.
4 . : ]

These features were often used to g ’ to the speaker where

in other situations verbal feedba

Gestures 3lso.

- layed.an i rt, particularly those
® = ’
arm and hand g

-« consonant wit

ich signified objects and events. This is a
-
d personal experiential base, where géstures

. have an, immedia ning §prsthe ather person in the dyad. " Humour is
. ’ hd .

evident from facial expressions such as smiling aﬁg often by breaks in

.
the*discourse where both children smile contemplafively over a shared

-

e Lperience, or laugh overtlwether. Head m%ements were used
. ’ L

‘ -

: , ~” -
often, usually to signify agx;apment, and this allowed feedback without t

interruptw
-

Total meaning ifistances were Yaumerous; in fact, virtually all

of these instances occurred in the intimate situation. The mutually

. ’

shaer experiential base'allowed\for this, where meaning céuld be

drawn from past experiences signalled by a gesture. Whispering also

occurred in this situation, and in no others, and this was in con-
L -
0 junct}on with bodily movement closer to each other.

of . ) ’ .
’ 4 : *
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In the intimate gituation there was no evidence of the type

of megative. eye contact where the person sat back contemplatively or
P . L}

looked elsewhere in thought. The progression of discourse,wa‘3too

]

- : .
rapid, and consecutive turns had to be taken in speaking. Thus the

.

onus was on the listener to attend carefulli{/:;Vhis_con;ributxon had

L)

oo
to follow in the same topical vein. \\\
. . . A ' e
, ‘ <
‘"Task 2 a e

Eye ceontact '1 the casual situation was less important as :ﬁ _

.

* P
feature used by the speaker, but when someone was speaking it was s
' " . *

[
usual for all others to look to him. This was especially so when

.

the speaker was the dominant m r of the group, such as C. was.

v

It should be sade clear at thi §016t that the key subjects were not

nécessarily the dominant qfoupﬁmbers. C. was a leader, but By. was
X}

definitely subdominant as was Ba., particdlarly in t‘é group situa-
. ’ o ‘ -
tions other than the intimae€ situation. 3
»
“—‘ The interesting fe%ture of the casua‘tuation is that when

4 a speakerrmade an utterance that utterance was usually addressed to
L ] Y L)

& particular person in the group, though of course it was intended
for everyone. This was not always the case and the transcripts

sometimes teaq’"speaking B0 no one in particularfigor "addresses no

one in particular." Th?&e were also oc¢casions when conversations

sbecame split and two ‘nreams‘of cohversation pérsisted together. vSuch
occurrences did not last long. On another occasion one pair of ".ff
children would converse together while the ot@:F two looked and

listened. This tooc was shortlived.

[ 4
Bestures to gain attention appeared in this situation. To
A N i . .
N - : & S

o e



gain attention to speak it was at times necessary to tap on the table.

Linguistically the same function was ferfo'rmed by raising the voice
’

volume. Gestures involving the hands and arms to signify objects
. L]
and events were prevalent. As evidenced by the subject matter there

was a strong base of common expefien§e, and s9 such gestures were
' ’
appropriate.

-

3w“{':§
A

" To signify agreement and dutual ﬁndetstanding head movements

were often supercedid by eye cgnh.’t‘ sO that a mutual glance sufficed
to confirm-or agree. This might occur betyeen a speaker&and a
listener or between two listenersy. \

With the subject matter shift to a more common experiential
base from Task 1 to Task 2, n&mely‘;ﬁlevision shows and movies, the
| ] i a e e
gestures which signify the movegments and i%tions&of beople became
X B ) ' :
dominant. "These 3i:tures carry le#s meaning than do many other
2. !
gestures because they depict a character or event, and they act as

-& reminder of vicarious experience rather than personal experience.

Such gestures entertain rather than impart meaning.

Whole torso movements were also apparent in this task situa-
tion. Children were more likely to sit back or forward on their
chairs, and to turn their heads in the direction of a particular
person whom they wished to address. Leaning back sometimes‘ﬁad the

» \ .
function of removing one's self from the ongoing discourse, while
leaning forward,re-engaged participation and interest in the ongoing
discourse; The casual situation allowed a person to contemplate and

think without sabotaging the conversation.

Gestures to signify when another person in the group is to

167



be addressed, or requesting a response or attention from another member
of the group, also occurred in this situation. The gestures were 1in
the form of pointing a finger or elbow, and leaning toward or tyrning

toward the person.

Task 3

. ’

In the consultative situation eye contact was made primarily
when one_person was addressing anotﬂg}. fNonspeakéré often looked to

. athe speaker, particularly if the speaker ,was a dominant group member,
‘ ' A ..

3 , v ) w
fyakin te the chairman of a committee meetjng. Eye contact was also

- . :
gfg used to €licit sgpport and agreement, and the child's i‘osest ally or

¢
4 I’l i’rieﬂd was Ehen chosen. When a Speaker was making a general statement

»

: he would look at no one in particular, and would even look away or up

| SO
R AN
ard the ceiling or down to. the table (negative eye contact).
eT . Gestufes were used not only to gain attention but also to .’
ey :

) gp ;mphasize points. Nodding agreement was commonly used, which had the

.

effect of spurring the speaker to_cqng*pue his talk. Gestures were
alsg used té ?reak up the odd private conversation, which was usually
basedbon a dis:gteement .

Torso movements were used considerébly, not merely to engage

.or diseng3ge one's self with and from the ongoing conversation, but
v e [ 9
to hAgree, disagree and emphasizé. Nonfunctional movelents were also
P

in evidence as nonspeakers shuffled and showed, at tineg, boredom and

-

disinterest. - ( ‘
*» .
Private meanings still took place unobtrusively in the con-

sultative situation. The two people involved used facial expressions

and eye contact to effect shared. mutual feelings about a topic or a

©



169

comment. In these instances nonlingquistic features carried a lot of
4
meaning and substituted for many words.

. There was“cohsiderable latitude for thought and contemplation
in the consultative situation, and sitting back in one's seat
functioned to allow for such mental activity. Although private
meaning took place, total meaning features were virtually’absent, and

this was true for Task 2 also. The common experiential bases were not
rq .

-

available for such nonlinguistic features to function.

Nonfunctional features of a nefvbus and habitual nature came
into glay in this Situation. The level of formality was obviously

sﬁch that some children felt nervous when their turn came zoqsay some-

\ .
thing, ot‘zijg/ehé; were dissatisfied with their contribution. .

Alth h a child might have been reticent in the consultative situation,

there inevitably came a time when a verbal or nonlinguistic cue was
. . *

. ’ . . ' - -
given him to contribute. Censuring one's words was also evident, and
2 . b

once again this was the result of the level of formality of the. situa- -
tion. Nervous actions such as scratching and adjusting clothing wiis
‘quite prevalent in the consultative situ‘tion.

Laughter was certainly le;s prevalent than it was in the’
intimate ;nd‘casual situations, aﬁd sometimés laughter was selff
deprecatory, arising frqm self-embarrassment. When a dominart speaker
made a humorous statement all other group members usuall? laughed.
Sometimes when the discourse drew to a close ;nd a pause ensued,
children looked to each other, and especially to the _person unofficially

. L 4
chosen as the group leader, to restore the flow of disc >
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Task 4
« .
In this formal situation each of the key subjects was standing
behind a desk and before an audience of gwelve classmates. Three of
the four key subjects had oqﬂgélt to show, and these were placed on
the table. All four had notes to follow, and these were likewise
placed on the table. Indi&xdual styles of formal presentation varied .
greatly but there were ;alient features common to all four speakers.
\Eye contact was a feature used very liFtle. Glancing around
the audience was the general method of visual éontact, but at times
a speaker looked towards a certain segment of the audience, probably
because that segment was comprised of, (a) close friend(s) who could
of fer Sd'bért in the formal situation. Eye contact was made with a

specific audience mefmber only ‘when a question was directed in either ‘

direction. When the question came from the speaker it was inevitably

to elicit support; e.qg., both C. ah d rhe%?lical auestions

of each other in their respective tal ely to seek support ind an’
2

4 )

. ) ) . . 3
easing of the formality in what was a somewhat tense situation for ,
[l TR 4 - et

them. When the question came from the audience ;t was in the question-
answer segment after the task.

Eyebrow movements and facial expressions were minimal. This
was basically because the distancing of speaker from audience did not
allow these visual features to be of effect. Such features were
appropriate in the informal situations bu£ not in the formal ones.
There was a notable exception. At times two audience meémbers would

turn to eath other and raise eyebrows in a knowing manner or make some

type of facial expression denoting derision, disbelief, eﬁc. This



~d
—
o

1

lntimate type of nonlingquistic communication took place within an
overall formal situation. e

Eye contact with audience members was often broken. Speakers
would look down to their notes, look up to the cei1ling when searching
for an appropriate word, or look at the gbjects about whi—-h they were
speaking, Only one speaker felt comfortable making sustained audience

»

eye contact.

estures were likewise used sparingly, and this included
Jestures of all types. Instead of gesturing to si1dnify obirects the
speaker had the objects there, so that hand and arm movements were
used only to display objects. C. had model rocket components while
M. had books on dogs and photos of dogs. Ba. had badminton birds.
By., who had nothing, did not gesture at all. Gestures to suggest "

the movements and actions of people were not appropriate to the subject

43

matter, and gestu;cs to gain attention were‘not appropriate in this
situation except-in the question-answer segment. In this segment
audience members would raise hands and await their turn, their turn
being signal;ed by the speaker, who would say the person's name, or '
look to him and nod his head saying "yes," intoned as a question.
Torso gestures were minimal, bg&ng used only ?6 sfep from
behind the desk when displaying an object or picture, or when turnig‘
to an audience member to address- his qhestion. The subcategories of
Laughter and Grinning were minimal. Laughter itself was not a_feature
to appear at all, while smiling and grinning were used sparsely by the
speakers. When used by audience members it was in the intimate total

medning manner as previously described. T

_ o
PR B _.4.-1‘;. jb el



In the formal situation the conveyance of meaning rested
almost exclusively on the linguistic utterances. This 1s why “such
features\as volce quality, 1ntonation patterns, stress, timbre, and
the physical qualities and personal appearance of the speaker ‘ga o¥

such importance.

Individual Ditferences in the Use of '\
Nonlinguistic Features |

Personality characteristics and behavioural traj; ht well
be of greater interest than iifferences between task 5'10ns 1n a
discussion of the use of nonlinguistic features of ~omMunication. Most
people are aware that certain persons are very effective grators and

speakers. "Orators™ 1s used here because the term. suddests the per-

suasive quality aof a speaker, while a "speaker™ might be considered

‘as one who addresses an audience, regardless of his effectiveness in

doing so. Likewise some people are competent social speakers, while
others are ‘accomplished pub&ic speakers. Some are comfortable in
cas%?l situations, others quear at ease in formal situations. There
aré‘ a few people who seem to be able to adapt linquisticmy to all
of the abovementioned situations.

The ;;vestigator believes that the same can be said for
children at the grade six level, though in general children at this
level are gquite. at ea;e in the casual situation among their beers, in

other informal situations with close friends and family members, but

not so in the formal situation, Some children obviously display

leadership qualities, and‘these qualities are very much linked with

their use of.laqguage.\ Dominant children in group ings are allowed

s 4 ) <
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to speak more, are expected to speak and to lead conversation, and

'

are attended to bY4)k1()fhﬁrS tn the qgroup.

In.khxsnfectxun the 1ndivifual sharateristics ot the four

key subjects are descr”j, not necessarily by each task situation
P4
but ragher arross all situlitions. !'ge of nonlingylistic featureg, and
tliosyncracies of such use, appear in all situations, whiroh adds
¢t
strength to the arjument that they are closely allied with persogality

traits.

a. M.

M. 1s a mature girl who 1s reswe ted by her :eers.  She 14

an adroit speaker 1n all situations, and was Jdetinitelw the most

impressive of the four 1n the formal situation. In the informal
sltuations she maintained eye contact to a high Jdegree and ised eye-
brow movements, head movements and facial exXpressions to rrovide
feedback as well as to convey total meaning. Gestures to signify
Objects were prevalent, but to suggest the moyements and actions ot
people she would use eye contact and head movements rather than hand

or arm gestures.
f
She was not an exoltablf.:19£ of person and so iestures to
. ©.-
gain attention were not a reqular feature. She would usially wart

for the natural termination of an‘tterance to speak rather than

interrupt the speaker. In the formal situation she woyl ! cover tene

.
o .

whole audience visually, and would address the entire aidien-e through

eye contact. She used pictures and personal anecdates ?<,lllJStr?fe

her talk. In the'question-answer segment M. addressel each speaker oy

name, thus infusing a degree of versonableness :intH *he 51% :a%10on.
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M. was leader and respected as such by- her peers, particu-

larly the agirls. he d1d not dominate discourse in the casual and
consultative sjit ions, and was not deferred to 1n these'situations.

In the intimate éituation she was not the dominant member, and she
; ~ ]

was able to use humour raturally and without affectation of attention® .

b. Ba. .

. h
] Ba. was a much quieter 3nd a more nervous girl than was M., ¥

wilth whom she was a very close friend. In the intimate si1tuation she *
i o
was at ease and animated, and in terms of overall expressivemess she o
. .

.

<

was iominant. But in the casual and particularly in the consultative
situation she became [rassive and subdominant, deferring ®o other
speakers. Ba., who used more qeétures than M.”/to convey meaning, was
more expressive with hand and arm gestures. M. focused insteﬁd on
linuulstlc vonstructions.  Ra. spoke very ragidly and often her utter-
ances became tangled, so that rapid gestures would often be :sed to
complete the intended meaning. h

She would use gestures to galin attention, but eye contact
was a seldom-used feXture. Even in the intimate situation Ba. wduld
very often be looking elsewhere when speaking. In the ca;ual and
consultative situations she would follow speakers by e;e contact,
and be in contact visually with them when she interrupted or voiced
a statement.

In the gprmal Sltuation Ba. was a bland and aujte uninteresting
speaker. She virtually ;ead from a prepared text, despite being

\

advised‘aqa1nst doing so, and thus her head and eyes were downwards
[}

as she read. Facial expressiveness is best described as being blank,



and humour was lacking both nonlinguistically (smiling) and linguis-
tically. This was true in all situations ¢x~ept the intimate. Ea.
seems to be a serious person As characterized b, bland facial cXpres-

si1ons and nonuse of humour.

Ba. engaged in nonfunctional, nonlinquistig features on .a

number of occasions. These were nervous actions and appeared in all
’
situations. Such features were not used as thinking pauses or dis-

course fillers, as is the womt of gome §peakers, particularly in formal

Situations. A
c. .
C. 1s definitely considered a leader by all the -hildren 1in
the ffrsx three task situaticns. This is espe~i1ally so among the

/
boys who in most cases defer to him. Where a boy arour member dis-
agrees with him C. betvomes critical or derisive of that person. In

this sense he is not only dominant but repressive of the group
, . < .
Situation?

C. usually uses humour effectively to assprt his leadership
position and his popularity. Only in tﬁe intimate situation 1s he
somewhat subdued and less overtly dominant, but he has control,
nevertheless, over tﬁe,subject matter, while the topics maintained
are those of his spec%al Intérest. To gain attention in a aroup situa-
tion C. tends to interject rather than use Jestures. He 1s also
effective at using torso movements to gain attention; for example, he
leans back in his seat in a manner that draws attention and deference.

C. maintains eye contact for brief periods only, such as for

one or two words.. He will look ahead, down at the table, up towards



the ceiling, or away to the side. Mostly he looks ahead, or his eves
wander over the person of By., but not making eye contact with By.
In the formal situation he makes bricf visual -ontacts with the
audlience but mostly he 1s looking at the assembled rocket parts he
has for dL%play.

C. 1s very seldom still and 1s always moving his fingers or

. ’ . N

hands, or shifting his body on the seat, and leaning backwards or
forwards. This is not nervou;'action in the éense that 1t results

‘rom social discomfort, but rather from restlessness. He 1s.particu-
]

‘\k L]
larly restless when others are speaki and he hrasn't spoken for a (
minute or more. His almost constant movements Jdo tend to focus the

attention of other group members on him.
= ﬁends to raise his eyebrows to give emphasis and to
indtcate his own personal attitudes and feelings. C. makes much use
of eyebrow movements and facial expressions. He doesn't laugh
overtly, but snickers in an overt manner, which can eas;ly be inter-

preted derisively. In the formal situation he smiled extensively in

order to elicit humour, but the audience d4id not respond.

4. By.

By. 1is qguiet and somewhat shy, particularly in the larqeijqroup

Sltuations. He is most ag°ease in the 1ntimate situation and least
in the formal situation. Even in the intimate situation he 1s sub-
T .

dominant to C. and defers to him, especially, in the casual an‘.gonsulta_
tive situations. By. maintains almost constant eye contact, and
establishes ey€ contact with the speaker. He ysually sits with folded

arms in all situations and, in general, 1s very stil].



. ® o . . .
‘>esgures are minimal, even those to gain attention. WBy. will
~

wait for a natural termination of discourse before making his contri-

bution. Nonfunctional features are "4 ually nonexistent, because
By. 1s a quiet rather thanm a nervous or restless boy. He looks ahead
only when self-conscious or in thought. Torso movements such as

¢

shrﬁgqinq of the shoulders is a common,feature, used to éxpress total
meaning. .

Even 1n the formal situation By. maintained eye contact
throuqhéut. His eyes roved to most members of the audi®nce. Being
9ncoqfortab1e in the formal situation was signalled by his vi51b£y
inhaling and exhaling deeply.. In tﬁe question-answer segment he made
eye contact witg ;Adividual members and with an upwardly-inflected

"ves" bade each to ask his question.

'

PART B: YUANTITATIVE-DESCRIPTIVE ANALYSES

Since the purpose of the study is to describe various
methods of analyzing the speech styles in children's oral language,
it is essential to look at differences, and the magnitude of
dif ferences between analyses, the task situations, and, at times,
individual children. Through discussion of differences, hypotheses
for further research can be suggested.

The limited number of subjects and the nature of the data
upon whT®f™the analyses to follow are based, do not lend themselves
to rigorous statistical analyses. Therefore the investigator must
decide what will determine the true and meaningful differences in

magnitude. Sequences, patterns and trends in the data will at times



\/

form the basis for analytical discussion. Use will be made of meaning-
ful differences, sequences, patterns and trends in orider to suagest
hypotheses for further study,” rather than to draw firm conclusions

from the data.

DISTINGUISHING VOCABULARY ITEMS

a. Lexical Diversity: Type-Token Ratio

The type-tokeé ratio is a measure of lexical diversity and
i1s one useful way of distinqﬁishinq vocabulary usage in different
task situations. Since the ratio looks at all lexical items in 100-
word units, this measure does not single out lexical items, and lexical
unigueness cannot be assessed. One aspect of lexical uniqueness forms
the second part of lexical analysis and follows the present discussion.
The type-token ratio has been successfully used in differentiating
between spoken language samples (Fairbanksr\L2§4), in analyzing

differences between spoken and written expression' (Horowitz and Newman,

.

1964), and in the comparative investigatigh of casual and careful
language styles of average and superior fifth qrige children (Jensen,
1973). .

The data, in the form of type—to&sn ratios, ‘are given in
Table 5. Similar results to those in the Jensen (1973) study can be
*nd from examination of fhe ratios in Table 5. Jensen found that
the casual language Style was characterized by a considerably more
diversified choice of words than was the careful style, and the differ-

ence was statistically significant. It must be kept in mind that the

casual language style of Jensen is not necessarily eauivalent with the
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“asual task situation of this study. Jensen used two broad language

styles, casual and careful, while this 1nvestizﬂ§><\fmployed four

— specific task situations, casual bei1ng one. {
N

The means in Table 6 were computed from all unit scores, s

and are not means of individual subject means from Table 5. An

inspection only of A s of pooled type-token ratio (TTR)

pon of no differences between task

N
L4

ould be misleading. The similarities

of combined group mpans might well result from statistical regression

towards a general TTR mean in this study.

An inspection of group means in‘TabIe 6 can provide another
interpretation. Gr;up 2 (boy dyad), on the whole, shows a higher TTR
mean, especially in the intimate and consultative situations. Rather
\\\ than a specific sex difference, the Task | difference miqh; be
explained by the subject matter choice of the two groups. The girls
(Group 1) chose to discuss general social events in and out of school.
The boys chose particular hot‘ies and interests where information and °
facts were prominent. The tendenc; towards greater subject matter
specificity might also explain the higher TTR mean for the boys'
group for Tagk 3. Subject maintenance was a more pronounced feature
of Group 2 than Group 1 in the consultative situation.

A breakdown of the type-token ratio scores is qivén in Table
5, and there are particular points of interest between task situa-
tions and between the individual key subjects. For both of the girls

the means are greater in Task 2 thanein Task 1. This is accompanied

by a shift in subject matter from the general topics of a social nature

/



Table 6

MEANS OF COMBINED TYPE-TOKEN RATIO SCORES FOR EACH

TASK SITUATION BY GROUP AND BY

COMBINED GROUPS ,

ask Task Task
1 2 3 Segment

——

Group 1
Girl Dyad .60 .65
Group 2
Boy Dyad .70 .67 .72 .68
Combined

Groups .66 .67 .66 .66

Task 4
Question-
Answer "
Segment
.67 .66
.67 .67
67 67

141



to more specific topics such as television, movies, and particular

events. The boys tended to talk about the same topics in both Bltua-

tions.

-

/
In the consultatjve situation (Task 3) the means in two

4
instances decline fr‘m Task 2 and approximate 1n two instances the
Task 1 means. Two means are considerably different; Ra's is ﬁuch
lower, and By's much higher, but these two means are not in fact means
but the scores obtained from one partial TTR unit. vonsequently they
are not as reliable as the means obtained for the other key subjects.
The lower TTR means in Task 3 c;hglikeiy be explained by the nature
of the task situation. In the ;onsultative situation, with a diverse
group of children including relative strangers, there needs to be a
degree of repetition of information, because there 1s a lesssr back-
ground of shared experiences than in less formal situations. Also, at
times speakers are interrupted, and to make their statements clear, or
to emphasize points and opinions, they will repeat phrases and key
words.

In Task 4 the TTR means were computed for both the talk
(monologue) segments and the Question-answeg segments which followed
each individual presentation. The difference between the means for
each key subject is considered major only in the case of By. By.
answered questions as tersely as he possibly could, in keeping with
his ten?ency to reticence. Conseguently he would answer with a "yes*

or no

whenever he could, and would only be expansive when further

.

questioned.

Combined means for Task 4 for individual subjects are:

172
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M. = .64
s\
Ba. = .67
C. = .64
By. = .69

These means are very close to the means for Task 2, which were found
tH be hiéher than the means for Tasks 1 and 3 for the girls but not‘
for the boys. The formal task situation, with its longer utterances
and monologue predominance, produced TTR means which were no higher
than those for the casual situation, and in some cases lower than
Task 1 and 3 means for boys. This is partially explainable by the
need for careful description in the formal situation, and the degree

of repetitiveness that goes with careful description 1n a linguistic

.
situation where shared background information is minimal.

Summarz

The results of this analysis of TTR supports in part the
findings reported by Jensen (1973). As measured by the type-token
ratio, there was, in general, greater lexical diversity in the casual
situation and in the formal situation, but there tended to be lesser
lexical diversity in the intimate situation and in the consultative
situation. When explaining these differe6ces 1t is necessary to look
at group composition (girls and boys) and the types of subject matter
chosen by group members. Experiential background factors are also
worthy of consideration in accounting for differential lexical

diversity between task situations.



b. vatravt;ongj_Cgmpafgipns7pnd Truncat 1enis

A study of the contractions, compactions and truncations used

by key subjects provides a measure of lexical uniaueness of these

1tems ik‘the different task situations which 1s one aspect of di1s-

_
tinguishing vocabulary items. Although formally defined in “hapter 4,
the words that make up these data will he briefly reviewed. contrac-
tions are made up qf the usual contracted forms such as "couldn't,"
""can't," "don't," "weren't," "he's," etc. plus lesser-used varieties
such as "picture's" for "picture 1is," "what'd," "they'a,"” etr.
vompactions are made up of two words compacted 1nto one in a
colloqulial type of usaye, for example, "wanna," "gonna," "gotta."

{

Truncations resflt from the deletion or substitution of 1nitial,
medial or final sounds, for example, substituting the final "i1n" for

Ying” (laughin'), aleo

an -, em,

"prob'ly." Truncations are
also known as reduced forms.

Tables 7 to 14 which follow allow a comparison of the differ-
ent lexical features across task situations. 1In order to place 1in
perspective their use in the transcripts, ratios of occurrence in
relation to the lexical word count are given. The lexical word couﬁt
is the count of all words which form parts of C-units, f}om which

P
extraneous linguistic material is omitted. The tables show frequen-
Cles, types, and ratios of types to frequency and freaquency to lexical
word count for each key subject in each task situation, then for
groups (girls, boys), and finally for all subjects pooled.

The only example of analysis of abbreviated language forms,

located by the investigator, was that carried out by Rainey et al.
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bexample, you

K]
(1969) . They looked at the style switchinq of a teacher's speech in
a Head Start class. Speech was examjned for contrasting pairs (for

It was found that the teacher adopted speech with a larger number of
informa} features~when she wanted to draw closer to the pupils, while
her speech contained a greater frquqﬁcy of formal features when she
was maintaining a greater distanée.

This discussion begins with a look at the pooled data presented
in the last table of the series, Table 14. 1In this table the measure
of most interest is Fhe ratio which shows the total number (of con-
tractions, compactions or truncations) to the lexical word count. The

¢
Total/LWC ratio column for contractions shows an increase from one
/

task’ situation to the other, with the intimate situation having the
lowest ratio and the formal situation having the highest ratio. An
increase in the Total/LWC ratio suggests that relatively more contrac-
tions are being usea in more formal situations. Superficially this
might suggest that the use of contractions signals language formality,
but there are other explanations. First, contractions are acceptable

-

langquage shQrtcuts, and most are no longer considered as shortcuts

but as standard language items. Moreover, the full linguistic form

of "isn't" or "can't" could be considered to be pedantic and affected
usage in any but the most formal situation. This iﬁvestiqator con-
siders that the use of more contractions in more formal situations
may actually signal more careful language use, that 1s, language
appropriate to the situation.

This statement is supported by the Types/Total ratios for

and "ya") and formal and informal features were assigned.
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contractions in Table 14. 1In Tasks 3 and 4 the ratios are lower than
are the ratios in the less formal Tasks 1 and 2, suggesting that a
lesser variety of contractions was being used. The same standard
contractions Were 5einq used several times, while there was decreased
tendency toward the use of certain colloguial contractions such as
"this'd" and "ain't."

The increased use of contractions w;s associated with decreased
use of compactions and truncations as the degree of formality increased.
It is the investigator's opinion that compactions and truncations
represent less acceptable use of language, and this 1s certalnly true
in more formal situations. While such use of language is tolerated
and used without guestion in informal situations such usage in formal
situations would be unaccgptgble. ‘

It would seem that the children in the study recognize these
fine degrees of use. The ratio of Total/Lexical Word Count for
compactions in Table 14 is lower in Tasks 1 and 2 than in Task 3,
while in Task 4 it is zero. In the formal situation the children
might well h;Ve thought it appropriate to drop the use of compactions,
these being the least acceptable of the three lexicad types. The
larger Task 3 ratio may'be attributable to a sex difference and Qill
be discussed later. The Total/Lexical Word Count ratio for truncations
shows the smallest figures for the two more formal situations.

The pooled data for contractions, compactions and truncations
by group (girls, boys) are presented in Tables 12 and 13. There are
some iMteresting differences, but distortions can result when

data are pooled from a small number of different (that is, not
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homogenous) subjects. The r;tio of Total/Lexical Word Count provides
the most useful data for discussion.

An increase from Task 2 to 4 in the ratio of contractions for
Group 1 (girls) is evident in the data (Table 12}, suggesting that

the use of contractions might increase as the level of formality moves

from informal toi%érmal) This same tendency in the yse of contractions

L

is true to a greater extent for Group 2 (boys); there is a more dis-
tinct difference between Tasks 1 to 4 for the same ratio of Total/
Lexical Word Count in Table 13. With the boys this increase is
associated with a decrease in the Types/Total ratio, which suggests

f ¢

a tendency towardslfewer types of contractions, and fewer to zero
colloquial forms. v

The ratios for compactions provide interesting discussion.
The girls (Table 12) ed no compactions at all in any of the task
situations, while the bo (Table 13) only dropped such use in the
formal situation. For b@ys the highest ratio is of Total/Lexical Word
Coﬁnt in Task 3, and this phenomenon will be explained when the tables
for individual subjects are discussed. In Tasks 1, 2 and 4, for the
boys the tendency is towards a decline in the use of compattions as
the leveluof formality increases. It could be hypothe;ized that the
Task 3 ratio would normally refléct this same tendency.

The rgtios of Total/Lexical Word Count for truncations show
a decline with Group 1 as the level of formality increases. The girls
in this study used fewer truncationsdwhen a more formal style of

langquage was considered appropriate. This finding is in keeping with

the acceptability of phonological correctness and attention in different
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/
S1tuations. The boys paid less heed to this principle of acceptability,
and the ratios for truncations in Group 2 suggest no particﬁlar trend.
It is difficult to explain why the Total/Lexipal Word Count ratio for
boys in Task 4 jis highest since both boys had high individual ratios
(Table 11). Probably it is the outcome of both boys having been
ner’!us and uncomfortable in the formal situation.. Both tried to
inject some informality in the hope of making the situation more
comfortable for thamselves. Earlier in the chapter reference was made
to the formal situat;on when each boy appealed to the other for feed-
back during their respective formal talks.

Examination of Tables 8, 9, 10 and 11 reveals individual
differences in the use of contractions, compactions and truncations
across task situations. Once again the ratio of total use to lexical
word count is the basic one for discussion. Beginning with M., no
pattern is evident in the use of contractions, except that use is
highest in the formal situations (Tasks 3 _and 4) and lowest in the
informal situations. Compactions were not used at all. There was a
decline in the use of truncations from a ratio of .012 in Task 1 to
zero in Task 4. Thus the use displayed by M. is very similar 4o that
of the pooled use previously reported.

Ba. showed an increase in use of contractionsiwith mﬁre formdf
situatioﬁs except in Task 3 where a strikingly low ratio was recorded.
In task 3 because Ba. was reticent to the point of speaking only 95
words, the language sample is very restrictive by virtue of its size.
As for M., there was no use of compactions in any task situation. The

truncations ratios show a decline in use across more formal task
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Situétions, with the exception again of Task 3, where the zero figure
ls probably the result of the very small sample.

The ratios for contractions show that C. used more contractions
with each task situation becoming more formal. The increase between
Tasks 2 and 3, and 3 and 4, i; substantial. It would seem as though
C. equated the use of standardized contractions with linguistic
formality. This is further suggested by the steady decrease across
task situations of the Types/Total ratio, which shows that fewer types
are being used, with fewer or zero colloquial types, in more formal
situations. The r;tios for compactions show no distinct trend except

-
- that C. chose not to‘use any compacted words in the formal situation.
No péttern for the use of truncations is discernible because the largest
ratio is for Task 4, the second largest for Task 2. Examinatioh of
the basic data shows that one truncation accounted for eight of the
14 occurrences in Tagk 4, the word being "ya" for "you." Careless
pronunciation of the word m{qht well explain the high incidence in
*Xhe formal situation. Likewise in Task 2, the Types/Total ratio is
low, with four words accounting for 17 of the 24 occurrences.

The ratio of total occu;rences to lexical word count for the
contractions used by By. shows the same trend as for the other three
subjects. There was increased use with more formal situations,
except for the Task 3 situation. The idiosyncratic Task 3 ratio might
well be explained by By's reticenc;, as it was for Ba. in this same
gonsultative situation. By. used a total of only 70 words, giving an

unreliable language sample. It could be hypothesized that, given a

reliable sample, the ratio could be expected to follow the pattern
L

.
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established by the other subjects.

In By's use of compactions thare appears to be an 1ncrease
" across tasks, excdbpt that none occur in Task 4. The difference of
-001 between Tasks 1 and 2 is too small to suggest a trend acrnss
tasks., The use of truncations i% also non-systematic. Their greatest
use 1n Task 4 may be explained by inarticulate speech due to'nervous-
ness. For example, By. F:}initely felt uncomfortable in the formal

Si1tuation.

Summar

A trend is evident with the use of contractions. The
children in this study used more contractions in more formal situa-

) I'd

tions. They also tended.to use fewer types of contractions, and to
use the same ones 3 greater number of times. The children may recog-
nize that contractions are an acceptable use of language, and because
they are acceptable are considered appropriate in formal situations.
Compactions and truncations are probably regarded by the children as
much less acceptable. Although the children retain abbreviated
language forms in all situations of formality, what they may be doing
is substituting unacceptable compactions and truncations for acceptable
contractions in more formal situations.
The girls seem to be more aware of the need to match acceptable
vocabulary forms with situations than do the boys. However, the boys
do use fewer or zero colloquial contractions in more formal situations
than informal situations, though these forms are prevalent in the

informal situations. Their intuition of appropriateness seems to be

evident at this level.
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Along the lines of examindation ot contrasting parrs, trom the
study of Rainey et al. (1969), the 1vestigator decided to contrast
and compare the use of two forms of "yes. " The two torms have been
classified as Collogquial and Standard. The Colloauial form incladesy

.
all occurrences of ",eah," "yea" and "yep."  The sStandard torm g

yes. An analysis of these forms gives another approach to the study
of distinguishing vocabulary items.

Frequency counts were made of both forms for each key subjeoct
In each task situation. Fach frequency ount was qlso Shown as a
ratio of frequency to lexical word count, which gave a reliable ind
vomparative measure of 1ts relative use in task sltuations. Table 15
gives these frequencies and ratios. The discussion which follows is
visualized in the two graphs which make up Figures 8 and 9.

With all but one of the subjects (Ba.) the use of the
colloquial form decreased from Task 1l to 2 and from 3 to 4, with an
overall decrease across task situations with the increase in level of

.

formality. The only subject whose decline in use 1is readily apparent
is M. With the other three subjects there was an lncrease in use 1n
Task 3, and this increase was a substantial one in the cases of Ba. and
By. "This increase might be related to the nature of the subject matter
and the function that language was fulfilling, that of planninmg. . The
Task 3 situation provided a high degree of agreement ahd disaqreemeng,
which was evidenced in the use of "yes" and "no" forms. The fact that

the colloquial "yes" forms predominated over the standard form might

have been a function of the degree of emotional charge in the Si1tuation.
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It could by hypothesized }hat excitement results in the use of more
colloquial language even in situations where normally it would not be
appropriate.

The use of the standard form is as might be expected. It 1s
hardly used, if at all, in the informal situations, but all subiects
except C. showed an increase in use from Task 3 to 4. (. never used
the standard form in any task situation, and in the formal situation
he avoided the colloguial form altogether. The mini%al to nil use of
the standard form suggests that for these children the standard form
in most situations is the informal form, what this investigator has
called the colloquial form. The children seemed to naturally use the
less formal forms in all situations except the formal. where "yes" was
considered the appropriate form.

There are other contrasting pairs which can be compared, but
the problem is to find their occurrence in a variety of task situations
by the same speaker. The use of certain informal forms that do not
form contrasting pairs, such as "okay," "good," "right," etc. can also
be considered. These three words were also counted for each key subject
in each task situation, and the trend was clearly one where there was
greater use in the informal situations, decreasing to little or no use

1n the most formal situation. This trend was more pronounced with the

girls than with the boys.

LEXICAL DENSITY
Ure (1969, 1971) found that lexical density was a valuable

register differentiation measure. Halliday (1974, p. 32) describes

lexical density as the proportion of content words to words as a whole



ln a text. This definition of lexical density, also used by Ure, 1s
applied in this study. Halliday postulates that in general written’
language is more highly lexicalized than spoken language; it has a
greater density. But register, being part of the speaker's communica-
tive competence, results in his knowing how to distribute lexical items

;n a text according to different kinds of language use.
.

Density of lexical content is largely determined by the;mode of
discourse, with lexical density being only one of the features of dis-
course attributed to mode. The lexical densities of the text of each

9
key subject in each of the four task situations were computed.
Comparisons were then made across task situations to determiﬁe 1f
lexical density was indeed a distinguishing measure of the language
used by these same children in different settings. The lexical word
count and the lexical content word count were the two frequency counts
used 1n computing the lexical densities. The lexical density ratios
(of lexical content words to all words) appear in the first column of
Table 18, and the present discussﬁzn deals with the ratios in that
column.

The pooled frequencies, in the first row of Table 18, show an
increase in lexical density from the casual to the formal situation.
The largest differences appear between Tasks 1 and 2, and 3 and 4. This
same trend was evident in the ratios for Ba., while C. and By. showed

.
the same trend except for one ratio which was discrepant 1n the rate
of progression. With M. the formal situation is marked by a higher

ratio than in any of the other three task situations.

Figure 10 shows the ratios graphically, including the ratio



Table 16

FREQUENCIES FOR TASKS AND KEY SUBJECTS
OF LEXICAL CONTENT WORDS COUNT

Subject

Ba.

By.

Totals

7k‘-3?sk 1 'Task 2 Task 3 Tgsk j% _Totals
\ 445 215 236 452 1,348
822 192 41 283 1,338

501 475 464 208 1,648

529 295 32 189 1,045
2,297 1,177 773 1,132 5,379

205



Table 17

FREQUENCY COUNTS OF LEXICAL CONTENT WORDS FOR KEY SUBJECTS ~
PER TASK SITUATION

N Single Word Single Word
Subject Task Nouns Adjectivals Verbs Adverbials
1 125 35 187 98
: 7
M. 2 2 31 87 25
3 81 75 70 10
4 159 100 147 46
1 251 92 345 134
2 70 30 79 13
Ba.
3 15 13 10 ’ 3
4 127 62 71 *23
1 172 68 206 55
R 2 150 66 200 59
3 162 104 171 27
4 70 28 99 11
1 193 69 207 60
Y2 97 58 117 23
By. }
3 “ 13 7 9 3

4 65 39 66 19
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computed from pooled frequencies. The increase in lexical density

across task situations is obvious in the lines marked Pooled and Ba.

~

The discrepant Task 2 ratio for By. and Task 4 ratio for C. are .

noticeable. Of much interest is the close range of ratios in Task 3.
Given data for more subjects the .460 ratio might approximate a norm
for the consultative situation. Except for one ratio, in each instance
the ranges in the Task 1 and 2 situations are narrow, suggesting the
possibility of norms being established with more data. ,,\g

The measure of lexical density may be a useful one in dis-
tinguishing between levels of formality in children's oral language,
but further study is required. The trend is towards a lower density
of content words in informal situations and a higher density in formal
situatiomns. The findings in this study are in agreement with those
of Ure, who found that lexical density was a valuable register differ-
entiation measure. The results of this study also substantiate the
theoretical construct postulated by Halliday where register, as part
of a speaker's communicative competeﬁce, results in his knowing how to
distribute lexical items in a text according to different kinds of

language use.

Lexical Content Words Analysis

Although the lexical density measure proved useful it was
degided by the investigator to deepen the analysis of content words™®
by computing ratios which would show the relationship of nouns,
adjectives, verbs and adverbs to all content words, to all words in a
text, and to each other. These analyses yielded some useful informa-

tion and showed directions for possible future types of lexical
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content analysis. All the ragios are given in Table 18. The ratioss.
using lexical content words are *based on the data provided in Tablés
16 and 17, The ratios gsinq all words are based on the lexical word
count frequencies which appeared in Table 7 earlier in this chapter.

It should be noted that onlybthe ratios which used nouns
provad useful; none of the ratios using verbs resulted in any
identification of pattern or trend. Consequently this discussion
focuses on the ratios of nouns to lexical count words. To aid in the
analysis of these ratios graphs were prepared, and Figures 11 and 12
present the data.

The ratios of nouns to lexical content words showed a con-
sistent increase from one task situation to another as the level of
formality went from informal to formal. The pooled ratios show this,
and the ratios for M. and Ba. follow this same trend. It seems that
as more lexical items are used in more formal situations, which the
lexical density measure showed, then more nouns are also used.

The ratio range of nouns to lexical content words is narrow
in the Task 4 situation, with the exception of Ba., and likewise the
ratio ranges in the Task 3 and 2 situations are limited, with one
exception each. This tren; suggest¥ that norms within these ranges
could likely be expected in large samples. What appears from the
data 1s that there are two patterns, one for the girls and one for the
boys. The trend displayed by the ratios for the girls is consistent
with those of the pooled frequencies, while both boys produced dis-
crepant ratios, with the Task 3 figures highest and the Task 2 lowest.

These two sex patterns might be explained by reference to the subject
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matter yhich made up the various group discussions in edach task s1tua-
iion. It will be recalled from previous discussion that the gqirls

used a wider range of subject matter. The boys' tendency to {nformalize
the formal situation, also previously noted; might have helped to
produce the low Task 4 ratios.

Figure 12 shows the gréphed ratios of nouns to all words
klexical word count). The pooled frequencies produted ratios that
increase steadily from Task 1 through 4, from intimate to formal,
with the largest difference between Tasks 3 and 4. This same trend
1s evident in the progression across tasks as shown 1n the ratios of
M. and Ba. "nce again the progression of ratios for the two boys was
dlscrepant; their Task 4 ratios are low, the Task 3 ratios highest.
Their attempts to informalize the uncomfortable (for them) formal
situation are probably again reflected in these low ratios. The two
sex patterns, as mentioned in the previous paragraph, are once more
evident in these ratios.

After the findings for the nouns to lexical content words

ratios similar findings might be expected for the ratios of nouns to

all words, as did occur. But the ratio range for different task
situations is narrower in the latter ratios, particularly for Task 3,
with the one exception By: The grouping for Task 2 is again close,
except for By., while the other tasks show groupings that are fairly
restricted in dispersion. Further research might well investigate the

possibility of establishing norms for different levels of formality.
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Summpry ~
The lexical lensity measure distainguished bhoetweoen et hy
situations to a limited extent 1n thy study . It uggeasted that e,

the level of formality increases to more tormal, o does the rat 1o

ot content words t(). all words used. Complement ing this measure are
two others that show similar troenda, Loth using nouns to o omingte e
ratios. As lexical density 1ncreases <o does the rolarive o ot
nouns. In more tormal si1tuations the children in thais Sty ised

more nouns, not only 1n relation to lexical content wor-da, tat o oqlso
In relation to all words ased.  The rati 8 adye ot realy ot nann,
might also ncrease a4 r1oss levels of tormality, bt o this requires
farther study.

.
. The same types,of ratios 1S1ng verbs 111 not g rod g tesults
that can be confidently reported. The ratios of verbs to lexical
Content words suggest that as the situation moves from informal to

formal the number of verbs used decreases. This suggestion needs

further study.

'RAMMATICAL FEATURES

Srammatical features and patterns make up the detailed system

of analysis. Along with lexical dersity and lexical —ontent words
analysis, they are part of the mode of discourse. Srammatical features
and patterns consist of three tvpes of analysis. The first 15 the

C-unit analysis, then_follows a study of elaboratimn of C-units
comprising clauzes gﬁd phrases, and last is lexical verb analysis.

In this sectiom each of these will be treated separately and 1n depth.
) ’
In computing the average length of C-units the C-unit Word Count was

)



used, which should not bte confused with the Lex1ical Word ount.
Details of the C-unit Wweri Count are given 1n chapter 4.
@&

The C-unit word ~ount tends tn be uyreater than the lexical
word count by up to 5%. Mean C-unit lengths were compared with those
derived by Loban (197¢) for sixth grade pup1ls.  The word count jiro-
cedures used 1n both studies are very similar, making for wvalid

\ -
comp.arisons.

a. Cmumat Analysas

Although the C-unit has not been used 1IN register stadles gt
15 a valiiated and proven measure of both the oral and written
ianquaqe nf elementary school children (Loban, 137¢; 'Lonnell, 19761.
The frequency counts of “-units, C-unit word counts, and mean T-anit
lengtny are given in Table 19, and the following dlscussion 1s based
on tre data reported i1n that table. In the final column of the table
the number 1n parentheses 1s the mean (-unit length for the talk seg-
ment of Task 4.’ The talk segment made up the majority of the subjects'
language 1in that task situation, but 1n some 1nstances, the mean for
the whole task 1s lower because 1n the question-answer segment the_
speaker used many single word responses or simple 'nelaborated
sentences or rhrases.

The firsr question to be asked 15 whether or not mean C-anit
lengt!r, fifferentiates between the language si1tiuations in this studyy.

L}

This <annot be answere:d definitively, but the trenis displayed in the
data suggest that as the situation becomes more formal the mean C-unit
length increases. This trend 1s apparent 1n the pooled data, though

t

one Jdisc-repancy occurs 1n the- Task 2 situation, It 1s necessary to
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400k at the individual means of both Ba. and By. to explain this,
. .

and a discussion along these lines follows.

Examination of the means across task situations for M. and
{ .
C. reveals a trend. Mean C’bnit»lenqth does diffefMentiate consistently
between task situations, and as the language situation became more
formal the children used longer C-units. They were mor® eareful in,
and cognizant of, their seﬁéence strdcturing in order to make their
language as clear and comhrehensible as possible. Although longer
C-units have generally been considered a sign of more mature use of
language, here it suggests a more careful, deliberate and formal use
of language. in tgis instance maturity 1is not a factor because the
language samples represent language use at ohly one point in time,
that is, they do not represent developmental stages.

Phe consistent means across tasks for M. and C.—while this
tendency is interrupted in Tasks 2 and 3 for Ba. and By.—poilnt out
a problem in register studies, particularly with children. This

-

problem deals with the consistency of language samples in different
language situations. When the C-unit word count numbers (Table 19)
or the lexical word count numbers (Table 7) for Ba. are considered,
it 1s noticeable that she was reticent in the Task 3 situation, and
this reticence resulted in the ‘kowest C-unit mean of all. Conversely,

—

Ba. was loguacious in the Task 1 situation, resulting in the highest
C-unit mean length outside of the formal situation.
The same tenc’y is noticeable in the results for By. His

reticence in the Task 3 situation led to a low C-unit mean of 3.083,

which consisted of many single word utterances of agreement ("Yeah"),

217



and short phrase or sentence utterances of agreement. Although he was

- v
more talkative in the Task 2 situation he was still subdominant to C.,

and his utterances ten to support or augment those of C. A
characteristic of the consultative situation may be dominance and
subdoﬁinanc§é>and this characteristic operates differently in the
casual situation. The reticence and shyness of Ba. and By. 1in the
casual and particularly the consultative situation tended to produce
small or restricted language samples which gave results 1lnconsistent
with what could be expected from trands.

A comparison of C-unit length with those reported by Loban
(1976, p. 35) is of interest. At the grade six level, for both sexes,

h group (high in lanquage ability) mean was 10.32, the random
'e

group was .82, and the low group produced an average of 8.57 words

per C-unit.

-

These figures were for oral language usage. When com-

v .
pared to the figures reported in this study (Table 19, range 3.M83 to
13.944) the Loban figures above seem high. However, when compared

)

with the means for the talk segment of Task 4 (range 8.820 to 13.944}

N

they are comQarable. It would ap that the means 1n the Loban
study are for oral lqasqaqe in forﬁal situations, and.this conjecture
1s borne out by the procedures used to collect the oral language 1in
the Loban study. Individual children were interviewed individually
by an adult and the responses tape recorded.

When determining measures of children's oral language use 1t

is essential that the language situations be specified. Since most

r

of the language that children use is 1in conversation with other children,

usually in informal situations, research which can produce adeauate

@



219

measures for such language use are needed.

b. Elaboration of C-units

The elaboration of C-unit analyses was broken into two main
components, the three majorfgipes,gj Clauses (noun, adjective and
adverb) and prepositional pﬁ{ases, Théachoice of these items for
analysis is explained in Chao¥e§ 4. Fo;\Fhe clause analysig, the
first to be discussed, the data are to be found in Table 20. The
first block of columns comprises all types of clauses.

The second block of columns gives data across task situations
for average length of clauses, that is, the clause word count (using
C-unit word count procedures) divided by the number of clauses of all
types. The poo{éd means (avéraqe clause length) show very little
difference across task situations, though the Task 4 mean is the .
highest. As with other analyses previously discussed, the pooled
data and the trends they suggest are mirrored in the data of one or
both of the girls. For example, the Task 4 mean for Ba. is also her
highest mean. The data for the boys correspond to pooled data less
often. Therefore it might be tentatively hypothesized that the girls

’ 1)
in this study were more able to adapt their language use syntactically
to fit the lanquage situation. It might also be hypothesized in this
study that the data obtained from the girls were dominant, in ways
other than frequency counts of linguistic items. However, another
eXplanation is also possible, and this will be put forward after dis-
cussion of the other means and percentages in Table 20.

The third block of columns gives the means for the average

number of dependent clauses per C-unit. No patterné across task
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situations were diswernible, but in the pooled data the average for
the formal task §}tuation is greater than for any of the other task
situations. This is also true for three of the four key subjects.
The meagure of average number of dependent clauses per C-unit seems
to differentiate.the formal situation, as did averéqe elause length
for two of the four key subjects.

The final block of columns gives percentages for the words in
dependent clauses in relation to words in C-units, or the C-unit word
count. Likéwise thefe are no trends apparent across task situations,
but as noted in the previous paragraph, this measure differentiated
the formal task situation. With all key subjects except Ba. the
percentage is higher for Task 4 than for any of the other task situa-
tions.

To return to the second possible explanation it is necessary
to note that in the three measures involving all clauses the formal
situation was diffeientiated, quité definitelt/(; the case of the
latter two measures in Table 20. Syntactically, then, it is possible
that the children in this study adopted only two broad speech styles,
so that the first three task situations could be classed as informal
and the Task 4 situation as the formal style. In the task situation
where there was conversation and discussioq, as opposed to explanation
and monologue, the utterances and C-units tended to be short because
monopolization of conversation is not normally appropriate. Where
monopolization did occur the situation was changed to a more formal one.

A third possible explanation concerns the preparation required

for the formal task situation, Unlike the other task situations key



subjects were given time to prepare their” talks for Task 4. All .

had prepared notes and, in the case of Ba. these were virtually read

to the audience. Therefore, the langquage displayed in the formal

‘ N 4

situation, though oral, approached that of written language, where
greater elaboration of language is a feature. The other three task
situations, with no preparation and no written notes, provided:samples
of what can be described as spontaneous, unprepared oral lanquage.
In this sense Tasks 1, 2 and 3 are similar and set apart from Task 4.
One final observation stems from the analysis of words in
dependent clauses expressed as a percentage of words in C-units. It

t

has been noted Previously that the percentages are géné}ally highest

in the Task 4 situation. But it may also be observed that the second

highest percentages appear in the Task 1 situation in the pooled data,

N -

for M. and for By. With Ba. the Task 1 percentage is the highest of
all. Aligned with this finding is the observation that language
samples were generally largest in the Task 1 situation, while the

er of words per C-unit was low or lowest in the intimate situation.
This correspondence suggests the possibility that the intimate situa-
t;on, with its high degree of shared and assumed experience and

information, is characterized by greater compression of thought and

language than it is in more formal situations.

The Use of Prepositional Phrases

Table 21 gives the data which describe the use of preposi-
tional phrases by key subjects in each task situation. Gross frequency
counts by themselves offer data from which no inferences can be drawn;

all syntactic features must be analyzed in terms of the total body of
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Table 21

223

F“EQUENCIES AND MEANS OF PREPOSITIONAL PHRASES
FOR KEY SUBJECTS PER TASK SITUATION

Number of
Prepositional Phrases

Pr

Average Number of
epositional Phrases
per C-unit

Task Task Task Task Task Task Task Task

! 2 3 . 4 1 2 3 4
M 24 15 9 23 0.12 0.16 0.11 0.21
Ba. 46 5 2 18 0.15 0.05 0.09 0.26
C 29 25 16 11 0.12 0.13 0.09 0.15
By. 34 11 2 8 0.15 0.08 0.08 0.11
Pooled 133 56 29 60 0.13 0.11 0.10 0.19




language produced. Therefore the second block of columns showing means
of phrases per C-unit is the focus for this discussion. The types of
comments that can be ‘made are similar to those for clauses (pp. 219-222)
so that the two measures are probably correlated.

The most important factor to be noted is that the mean for the
Task 4 situation is considerably higher than are the means for the
other situationg’when pooled, and the means are co;siderably higher
for two key subjects, M. (0.21) and Ba. (0.26). The Task 4 mean is
greater for one other key subject, C. (0.15), but to a lesser extent.
Consequently, this measure of prepositional phrases differentiates the
formal situation from the less formal situations, but does not differ-
entiate consistently between those three less formal situations.
Therefore, the comments made with respect to the clause analysis

apply equélly. For two key subjects, reflected also in the pooled .
/

mean of 0.13, the highest (By., 0.15) or second highest (Ba., 0.15) "
means occur in the Task 1 situatjon, and this same tendency was |
evident in the percentages recorded for dependent clauses in Table 20. ;
That this should occur in a situation in which the largest sample of (>
oral language was gathered, again points to the nrobable need for \\

-

large samples of oral lanfjuage for the salience of syntactic patterns !
to be present. There is also the possibility that the trend does
indeed show a real difference despite sample size in that there was \
more chance to pursue a topic or a broad subject matter base in Tasks v

1 and'4.



Summary
The _analyses of elaboration of C-units were able to differ-.
N
enptiate ogly the formal situation while the other threee less formal
situations were undifferentiated. Syntactic measures might therefore

be less valuable than other measures, primarily lexical measures, in

differentiaiing discrete levels of formality in language situations

involving children. It is also possible that syntactically the children

in this study adopted two broad uses in oral language, one for conver-

sation and discussion, the other for explaﬁation and presentation in
a monologque fashion. Use of the former might account for the
denerally lower numbers obtained for the firat three task situations,
while use éf the latter might account for the numbers obtained for
the Task 4 situation. The separate measures of clauses and preposi-

tional phrases suggest this type of explanation.

2

c. Lexical Verb Analysis: Type-Token Ratio

The type-token ratio (TTR) was used to compute this measure
of the use of a range of verbs by key subjects across task situations.
The procéduies followed in thisfanalysis are outlineq\i:\chapter 4.
An analysis of the verbs and aéverbs in the lexical content words
analysis reported earlier in®his chapter concluded that such verb
analysis was not able to provide th differentiatory power by which
one could describe differences between task Situations. The lexical
verb analysis using the TTR allows another method of examining the
use of verbs. A different method of counting verbs in used than was
employed for the lexXical content words count.

This second approach'to the analysis of verbs does not reveal

Lod
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N\
D any trends in the use of verbs across task sithations. (The data for
this discussion appear in Table 22.) The lexical,\erb TTR does not

function to differentiate the formal situation from t other situa-

<%ions. What seems to be evident is that the Task 3 situat)on produces
the lowest TTRs for lexical verbs. The pooled mean is the lowgst by
8% to l1%, and the means for both M. and C. are the lowest in all
task situations: There are no reliable means available for the other
two key subjects because their language samples were small in this

)
Task 3 situation.

The circumstances inherent in the consultative situation may
lead to the low type-token ratios of lexical verbs. In this situation
there were six speakers who were sometimes vying for an opportunity
to speak. Otterances were short with the resultant low average number
of prepositional phrases per C-unit, words in dependent clauses as a
percentage of words in C-units, average clause length, etc.

Conversely the highest TTRs are reported for the first two
task situations. Likewise, the means for both girls (0.61) are

~
highest for Task.2, and the mean for By. is highest for Task 1 (N.65).
Bec&use these mgans approximate the mean$ for the formal task situa-
tion, no infereﬁces can be made. It would seem that an analysis of

verbs in this study does not provide a useful means of differentiating

language situations in children's oral language use.

LINGUISTIC DOMINANCE
This analysis is part of the style or tenor of discourse which
is concerned with the nature of feedback. Feedback may be in the form

of linguistic response, or it may be in the form of functional
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nonlinquistic teatures ot

communitc at 1on.

w .

Since an analysis ot non-

linquistic fvatu;vs has previously bewn descpibed (ppo JS57-177), the

-

linguistic dominance approach to feedback 15 dealt with 1n this

section.

Linquistic dominance, a‘global approach to feedback, allows

for a study of the deqree of participation of each speaker “1n each

language situation.

~

P

The lexical word count procedure is the one used to compute

t he peicentaqes of lanquage used by

situation. These percentages allow

each key subject 1n each task

statements to be made about the/

]
dominance of key subjects injtask situations. In the Task 4 sitnation

N

-

two percentages are used, one for the aquestion-answer sedgment, and

one for the total lanquage produced

.

’ \
1n that taé(ﬁgltuatxon.

<
Table 23 and Figure 13 present the .ata which form the basis

for this disc n. Some comments

>

nimbers presl n order to avoid

ficially app e computational

counts and percentages, include the

1n each situation: these two final

need to be made concerning the
confusion over what RAy super-

£
errors. The Total for Task rows,

lexical word counts of all subjects

(
rows are not additive totals.

cond, because there were two separate instances of each situation,

—

oneé for the girls and one for the boys, the data must be presented in

two units. .The Totals for Task must be totals for each unit only

-

since grand totals cannot be calculated.

By computing grand totals

it would have been assumed that there was one instance only of each

7
situation.

Subseqguently

have been misleadi

plotting of a mean in Fiqure 13 would

Using a prpbability distribution, it could be hypothesized,'

JIH

£
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from the number of subjects in each task situation, that the following

.
o

percentages would describe the linguistic participation of each key

subject in his or her resp;ctive task situation group: Task 1, 50%;

Task 2, 25%; Task 3, 16.67% Task 4, n¥. It is conceivable to expect

the Task 4 percentage to be the highest. |

The actu;l percentages computed for this study are quite

different from the hypothesized ones, thouéh the overall trend follows

thaé which the probability distribution would predlcg. The results

also add further credence to some of the statements made in earlier

discussions regarding the importance of indiQidual characteristics

in oral language sftuations. From Figure 13 it can be seen that C.

is a dominant speaker and group member, except in the intimate situa-

tion, so“that feedback was minimized as he controlled the situatiqns)

being the dcminant speaker in each. This was reflected in the subject

mattef analysis described at the beginning of this chapter. ¢C. was

likewise the most dominant of all.key subjects in the formal situation,
“‘and in the question-answer segment of that situation where feedback

was built into the task situation, his percentage was also highest.

A
This high degree of dominance makes C's presence 1n a casual
‘ |

or consultative situation such that it is likely to distort the true

characteriifics of that sociolinguistic setting. C., in these situa-

tions, was more of a dominator thqn a .leader. 1t 1is interestinq to

comégz; C'S-fiqufes with «those of M., who hés also been described as

avleader and wh? gn;g;g the respect and friendship of her peers. M.

) ﬁ'"subdo‘\inant in the intimate situation, tended to be in the casual

. .
.!ituation, contributed according to the computed probability in the

'
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4 \ )
consultative Situation, and was definitely domin&nt, 3’ expected, in
the formal situation. Although M. was dominant in Task 4, the per-

centage for the guestion-answer segment (61.38) shows that she . -
invited and received more feedback than did c. with 73.91% dominance.
The investizstgr would argue that a leader in a language
Situation need not be linguistically dominant, and in fact being so
might well alter the characteristics of the situation, rendering the
leader a manipulator and/or dominator. 1In a consultative situation

the ,charaq 4stigs include the sharing of ideas, thoughts, facts and

knowl the sharing is dominated by one person the situation ~
chanqes.to‘a.forhal Oneé or to a casual-intimate one as these are the
Situations wheqe high linguistic dominance is expected.
The percentages as grap%ed for Ba. and By. show many similari-
ties. Simjilarities in other types of analyses have also been alluded
~to, as they have‘for M. and C. By's linguistic contrib*s in
Tasks 1 and 2 are what might be expected from a probabilit; computa-
tion, but in the Task 3 si&uation his reticence and shyness in the
group is evident. 1In the formal situation By. is less dominant than
. ' <
either M. or C., and in the question-answer segment he only contributed
about half of the language because of his tendency to answer in short,
unelaborated utterances. Often his résponse was a simple "Yeg." ‘He
had to be prodded with questions to obtain more information and to
expand on a previous question. The investigator himself had to ask
some questions in order to encourage audience members to question By.
N4
as his one-word responses tended to discourage guestioning.

Ba. was dominant in the intimi}ﬂ situationkyhere it was

-



evident thi} she was at ease and garrulous. In the casual situation

her contribution was %tge slightly less than that of M., from whom
' N
she -seemed to gain confiflence in the casual and consultative situations.

However, her contribution in Task 3 was like By's, that is, minimal,

/
/

indicating her reticence and discomfort in the larqer,'mope rmal
situation with relative strangers. In the formal situation her over-
all dominance’was the lowest of the key subjects, but élosé to that

of By. 1In the question-answer segment she contributed anly slightly
more than half of the total language used, wigh terse responses that
were bereft of elaboration and which dia not encourage many questions.

Summarz
>

An analysis of linguistic dominance provides a tool with which
statements can be made about the linquistic contribution of speadkers
-
in different language situations. It also provides a broad measure
fd
of linguistie feedback. 1In this research the measure made possible
~
identificati‘nwof dominant and subdominant speakers: the nature of
,; . N
dominance agteed with similar characteristics of speakers revealed
. ' .
in other analyses. Although the;%ndividual characteristics of speakers
K
4
make it impossible to predict through probability d*tribution their
linguistic contributions in certain language situations, there are,
nevertheless, reasonable expectations which can provide guidelines
for the researcher. Where speakers contribute language samples that
are highly discrepant with these expectations, then there is reason
to believe thd{ the characteristics of that language situation are being

skewed towards a language situation where a higher dominance is

anticipated. Such situations occur towards either end or at either end

233



of the intimate-formal spectrum. The formal situation provides the
characteristics for the highest degree of dominance, the intimate
Situation the next highest.

EXTRANEOUé LINGUISTIC MATERIAL

The presence of extraneous linguistic material (ELM) gives an
indication of the degree of‘fluency of the user's speech in the
pqrticular speech situation. It ig known that the presence of ELM
is much more pPrevalent in spoken lanquage than in written language,
and in formal written language it is probably non-existent, unless
used deliberately for purposes gf stress or when providing an example.
Likewise, in spoken formal language its presence is minimal, but not
non-existent, even when the Speaker orates from a written text. It
is a characteristié of all spoken language that extraneous linguistic
matérial is present. The degree varies, from what wé can expect as
greater use in informal situations to lesser use in formal Situations.

In this study four types of.ELM have been identified from the
transcribed texts. The four types of ELM are Audible Péuses, Filler
Words and Phrases, Repetitions, and Edit Mazes (or False Starts).
Definitions and examples of the types appear in Chapter 4. 1In keeping
with.the investigaéor's intention of interlinking the metheods of
analysis, appropriate to the concept of a context of situation in
which sociolinguistic variables are interrelated, ELM analysis is
computed also in terms of lexical word count and C-units.

In the tablés and figures to follow several differentltypes ’

of counts are used. The Extraneous Linguistic Material Count is the

equivalent of the C-unit Word Count, where all ELM "words" are counted.
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There may be several words to each occurrence, and this is especially
true for filler phrases, repetitions, and edit mazes. The Extraneous
Linguistic Material Occurrences Count is the number of times an EILM
unit, regardless of length, occurs in the transcripts.
. . N :
Table 24 provides the basic data with the count of extraneous

linguistic material (ELM) and the count of each occurrence of ELM.

.

The average number of words per occurrence is also given. In Table
25 the ELM analysis is reiated to other gypes of counts and analyses
including lexical word count, words in C-units, and C-units. Table
26 gives a breakdown of the four types of ELM.

Few inferences can be drawn from the means in the final block
of columns in Table 24, except that the highest mean for pooled data
of the subjects and for the ;wo girl subjects occurs in the Task 4
situation. These hfgher means suggest that ELM utterances in the -
formal situation are longer than the utterances that occur in other

situations. This tendency is matched with the type of ELM which

dominates in the formal situation. The four types of ELM for each and

all key subjects per task situation is provided in Table 26 on page 238.

From the data in Table 26 it can be seen that in the Task 4
situation audible pauses are fewest but for the same'formal task
situation the edit maze occurred more than in any other task situa-
tion. (See also Figure 14.) Edit mazes tend to be lengthy because
an entire phrase, clauif, and sometimes almost a sentence is abandoned
and a new one begun. Audible pauses, on the other hand, are m?stly
of one "word" only, and at the most a repetition of that "word" or

sound, such as "Oh, oht‘he occurrence of more edit mazes sugqesl‘s
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that in the formal situation the children were more aware of the need
for syntactic correctness in a standard use of language. They were
also probably aware that informal items, of which audible paﬁses are
a major part, are not really acceptable in a formal speech situation.

In general, the means of ELM "words" per ELM occurrence in
Table 24 are somewhat similar for the first three task situations, and
the means for pooled subjects vary by only 0.08. ' This measure success-
fully differentiates the formal situation, but as with some previous
analyses described in this chapter, the first three situations appear
to be undifferentiated. At first glance it may geem as i1f the chil-
dren in this study interpret the lanquage acceptability to be the
same for any situation where they are talking among their peerl‘
Clearly this notign is an overgeneralization because some measures
have differentiated between task situations. However, metalinguis-
tically children possibly are overtly aware of the need to change
their language style for a distinctly formal language situation, while
all that is not construed a; a formal situation is treated as generally
informal. The degrees of informality are less pronounced thaa are the
differences between broadly inforﬁal and formal situations.

Table 25 presentsvthe data for percentages of ELM firstly, to
lexical word count, then for words in C-units, and lastly for C-unit
occurrences or number of C-units. The first two major column blocks
of Table 25 are similar and neither one offers any information from
which inferences can be confidently made. What is evident in both
of these ELM analyses is the reticence of By. throughouty the Task 3

and 4 situations, for which percentages are very low. In the intimate



<

.

situation, where By. was clearly at ease anq his linguistic coﬁtribu-
tion was as expected in terms of amount of “lanquage, his use of ELM
was similar to th;t of all the key subjects. In the formal situation
(Task 4) the neréentaqes for By. are much lower than are the pooled
percéntaqes, due primarily to his terse and unexpanded responses in the
question-answer segment discussed previously. ) "
. <

The mpéi useful of the analyses undertaken for EL&I&S that
of EIM occurrences as a percentage of C-units. Thesé‘ﬂata appear 1n
the final major column block of Table 25 and are qra;hed in Figure 14.
The general tendency evident from these percentaqgs for pooled sub-
jects is an increase across situations from casual to formal, with a
decrease from intimate to casual. The percentages for M. show a
steady increASe across task siltuations. For three of the four key
subjects the incgease is between Tasks 3 and 4, so that the formal
situation is clearly differentiated Y rhis analysis, except for the
one key subject C. Most of the per -rntages for Task 1 are in the
vicinity of 30%, with the one e*ception of Ba. Ba. was a \ voluble
and excited speaker in the intimate situation, a characteri that
reversed when other children were added to make‘a different situa;ion.

The occurrence of ELM is probably related to the garrulity
and excitability of a speaker. When a speaker is excited, the rate
of speaking increéses, lingulstic caution is thrown aside, and more
language tangles and mazes occur. An example is Ba's linguistic
behaviour in the intimate situation. As the speaker becomes reticent

or reserved, as happened with Ba. and By. in the Task 2 and 3 situa-

tions, the use of mazes and language tangles decreases, reflectihg

240
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the more deliberate and careta] ase ot speech along with the redageed
ltngquistic contribution to the S1tuation.,

In all 1nstances but one, the peroentages of EIM occurtences,
to the number ot C-unjts were greatese 1n the formal task sitnaation,
(see Table 29 ang Figure 14.) These fir1gures must not be read to

[ 9
suggest that there was dan 1ncrease in the use of FIM 1n the formal
L]
sltuation. Rather, the higher figures result from the fact that C-unit
ny
length was greatest 1n the formal situation, so that for a qgiven

.

‘quantity ot lanquage there were fewer -units oan the tormal sitaation
. .
than 1n an > the other three task si1tuations.

Fvb™50 the percéntades for ELM ount to lexy al word  count
and  “-unit word count in Table 25 Show that ther. was Jredater use of
ELM 1n the formal situation than in most other situations. The large
Increase 1n the occurrence of odit mazes 1n the formal si1tuation over

)
othet task situations will explain this,
Another valuable method of analysis is that which shows t he
"
pvercentage of each type of ELM to all ELM occurrences. These data

appear in Table 26. Distinct tendencies exist 1n the occurrence ¢

audible pauses and edit mazes, while the percentages suggest a

Y o L] ,

~ N
tendency might be }ngerred for repetitions. Only 1n the case of .
1S any specific tendency obvious for filler words and phrases. Apart
Q
from i1ndividual characteristics no further s ription of this type
of EIM can add to the iiscussion.
For repetitions the low percentages typically occur 1n the

formal and consultative situations. This tendency sugygests that 1n

the more formal situations the --hildren 1in this study were more
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thoughtful when using language and as a Consééuonue, repetltlons were
fewer. However, such a suggestion is dubious when 1t 15 considered
that the percentage of mazes 1ncreased noticeably 1ﬁ~the formal
situation, and generally least in the consultative situation. A more
plausible explanation 1s that in these two situations there were
interruptions by other members. In many Gﬁb;S, when a speaker was
interrupted, he repeated part of his previous utterance when he
resumed Epeakinq after the interruption. In the formal situation
there were no 1interruptions, internupticns bging inajj.ropriate in
that setting.

In Figure 15 percentages for andibile paiuses to ELM occurrences
have been plotted. The general trend is towards a decline across
task situations, with a slight increase from Task 1 to 2. With the
two Jominant speakérs, M. and C., the declineAawroSS task situqtdions
1s a steady one. However, with Ba. and By. there is a sudden increase
for Task 2, and this influenceg the pooled percentage for Task 2 by

v .

showlng an increase. Because By. was clearly subdominant to (. in
the Task 3 situation, many of his audible pause occurrences were in
the form of “ah" or "oh" to statements by C. But subdominance was
not a major factor with Ba. in this task situation, though she used
"oh" maﬁy times. By's subdominance 15 also obvious in the Task S

situation, where he.made hardly any linguistic contribution at all.

A decline 1n audible pauses across situations from 1nformal *o

formal might be expected. 1t can be inferred that the use of audible
pauses such as "um," and "ah" are associated with 1nformal
’

sttuations i but they were not considered appropriate by the ~hildren
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in this study in the formal situation, especially since they had the
opportunity to prepare and s*Fn rehearse their presentations.
- s

The percent occurrences of edit mazes, graphed in Figure 16,

- h u..
reveal a tendency for an increaygvin the use of edit mazes in the
RS

formal situation. The measure of edit mazes seems to differentiate

the formal situation and not the other three, where the occurrence of

>
- . .

edit mazes is fairly steakly, decreasing slightly in Task 3.

The need to be cognizant of an acceptable use of language for
a formal situation can be ®osited as, an explaﬁ’tion for the results
of the edit maze analysis. Even though language is formulated to an
acceptable standard in, the speaker's mind before being phonologically
produced, it seems as though some.editinq features ~an only be carried
out when language 1s produced and can be heard by the speaker himself.
In written language this process can be carried out orally before the
edited version is committed to paper. In oral language, because this
edi}inq function must take place at that level, there can never be -
pérfectly edited oral language. Even if a speaker were able to edit
fully before making an utterance, the speed of d;&ivery would be so
paiﬁfully slow that l;g%eners would quickly abandon the s;;ech situa-
tion, or-.else take it over tb“el\res.

L4 )

. . . . . . o
The increase in edit mazes then, in the formal situation, cuite
likely amplifies the speaker's attempts to produce a formally-
> .
acceptab¥e style and use of lanquage. It also reveals the train of
[ -
;1ogic that the speaker is adopting or formulating. Edit mazes seem

to be less intrusive in the language sample than do other ELM types,
»

especially audible pauses and filler words. Any intrusiveness 1is
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usually only in the trQnscribed form of oral language, which is also
the beginning.of analysis. Frequently edit mazes only differ in one
way from the corrected version or restart which follows. This

difference might be a change in gender, from "Him" to "her" or vice

versa, or a change from singular to plural or vice versa.

SUMMARY

- /
This chapter has set out to report the various analyses and

to describe the characteristics of the data in ways which are the

“most illustrative of the language and the situations in which they

occur. The various analyses were reported and“ discussed in the same

vﬁﬁ{der in which they have been set out in the situational categoriza-
¥

(4
.+« tion at the beginning of Chapter 4. At times it has been necessary

4

to describe a particular feature of language analysis, such as

Extraneous‘Linguistic Material or Lexical Verb Analysis, 1n terms

of other types of analysis, in order to search out possiblé differ-

entiators between language situations. This integrated apprqach

was also adopted because the whole meaning of a éontext oﬂﬂ;ituation
o

implies the interplay and interrelationships of all soci&linquistic

factérs in languagé usage.

The use of pooled data allowed for a norm of some validity
which could be used to suggest trends-—anmd—to describe discrepant d?ta
characteristics of individual subjects. 1In no way can these pooled
data be considered a norm for language use or features qQf language in

various sociolinguistic settings. Further research needs to be,under-

taken with a wide variety of subjects to validate various measures

247
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used in this study and to establish ranges of usage for particular

linguistic factors in clearly-defined sociolinguistic settings.
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Chapter 6

SUMMARY, CONCLUSIONS, IMPLICATIONS FOR
EDUCATION AND FOR FURTHER RESEARCH

INTRODUCTION

In order that a child be able to participate successfully in
a variety of social situations he must be able to adapt his language
to the context of situation which comprises the particular social
setting. The ability to achieve this multifaceted use of language
is achieved through the acquisition and development of a register or
speech styles..

The purpose of this study was to discover if a repertoire of
situatio;al language was evident among selected sixth grade children.
In order to do this it was necessary to develop task situations
through theybuilding of contexts of situation.which would'provide
children with an opportunity to use different lanquage registerg.

<

The development of a research methodology was one of the major aspects

of the study. The grade six level ;as selected beqause it was con-
sidered by the investigator to be the most likely level in the
elementary school which would ensyre the occurrence of a repertoire
of situatiénal language use should such be present in the language of .
elementary school children.

The chapter begins with a summary of the design and study o
brocedures, then follow the conclusions based on the research questions.
implications for.educa@iqn 4nd further research conclude the chapter.

T . 249




SUMMARY OF THE STUDY

The summary is divided into two major parts beginning with
the design and récedures, and followed by a. general account of the
findings as reported in Chapter 5. The more specific and detailed
discussion of conclusions will follow in the section which answers

)
the research qﬁestions.
SUMMARY: DESIGN AND PROCEDURES
In 6rder to examine the occurrence of a repertoire of situya-
-
tional laﬂgiage use it was necessary to develop task Situations in

which children could use language which would typify that used in a

sociolinguistic situation. Therefore task situations were developed

literature. Situations were differentiated along a continuum of
informal-formal in light of four of the five language styles identi-
fied by Joos (1960, 1967).

Two girls and two boys at the sixth grade level and forming
dyads, made up the subjects. They appeared in the first task situa-
tion in two separéte'groups. One boy and one girl were added to each
group to make up the four subjects for the second task situation,
and another boy and girl égain\were added to each group to constitute
the third task siteation. In the fourth and formal task Situation
each of the four key subijects gave an oral §resentation to a group of
twelve peers. All subjectsg except the boy and girl added to each

group to create the third task situation were drawn from the same

250
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grade six classroom.

Key subjects were chosen on the basis of at least average
linguistic ability and academic achievement, as assessed by the
classroom teacher. Members of each dyad were also intimate friends.
Other subjects were chosep on the same basis except that a socio-
metric survey undertaken by the investigator identified them as
friends of the key subjects. The subjects added to make the third
task situatioy were relative strangers from another grade six class.
Audience members for the fourth task situatio% were chosen by the-
classroom teacher.

The language produced during each task was recorded by auéio
and video equipment and transcribed by the investigator. All linguistic

[ ] i ¢
and nonlinguistic features were matched in the transcripts. Non-
linguistic features were analyzed along with linguistic features of
) - .
communication. An analysis of the subject matter of discourse was
undertaken Qith re;pect to all the data. All othe? analyses focused
on the data provided by the key subjects in each task situation, but
"
of necessity these analyses were someti?fa in relation to all the data
collected.

Analyses focused on ag many factors of the context of situation
as was possible so that a wide variety of analyses were ysed. These
covered subject matter, nonlinguistic features, vocabllary, ifems,
grammatical features, linguistic feedback, and linguistic features
prominent in oral language. Research questions were posed based on

the context of situation and on the theopftical construct of the study.

Where systems of analysis were ﬁgloped by the investigator
f& ?
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they were validated by competent people in the field of language arts

and elementary education. .In the case of .measures already validated

v

\ .
from research, like people were used to perform reliability checks.

SUMMARY: GENERAL FINDINGS

Eleven major types of analysis were performed on the data,
primarily the data provided by the key subjects in each task situation,
but with some analyses the focus was on all data. Within some of the
major analyses there were subanalyses undertaken, as in the case of
elaboration of C-units. Subanalyses will be summarized along with
the major analyses. Some of the analyses differentiate the formal
situation only, while other analyses differentiate between gach task

situation.

a. Subject Matter Maintenance and Switching

The analysis of subject matter showed differentiation of sub-
ject matter between task situations and therefore levels of formality.
The range and variety of subject matter were greatest in qpe intimate
situation while subject topics»were fully maintained in the more formal
situations. Experiential bases were primarily of a shared personal
nature in informal situations while personal and planning experiences
dominated in more .formal situations. Some sex differences were noted

in preferences for types of subject topics, while humour played a

role maintenance part in the boys' group.

-

b. Nonlinguistic Features of Communication

As with the subject matter analysis the investigator found it

necessary to develop a scheme of analysis for nonlinguistic features
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of communication. Discussion focused on differences in use across
task situations, and differences in use between key subjects. Non-
linguistic features were divided into the two main types of functional
and nonfunctional. Certain features were found to Be prominent in
varjous task situations, and eye contact featured ia the intimate
situation. In the formal situation the use of nonlinguistic features
was minimal, with the conveyan;e of meaning resting heavily wggh
linguistic utterance. Individual use of nonlinguistic features was
closely-linked with personality characteristics of key subjects,

including degree of group dominance and subdominance.

c. Lexlcal Diversity

This analysis used the type-token ratio to efplore the breadth
of vocabulary in language samples. Lexical diversity tended to be
greater in both the casual and formal situations, and in order to
explain these findings it is necessary to consider sex (group) differ-

ences along with group choices of subject matter. This measure

~J)
differentiated t%e casual and formal situations from the other two

situations, but no further differentiation was possible.

d. Contractions, Compactions and Truncations

The study of these lexical items provided a measure of the
lexical uniqueness of the language samples. A trend was apparent in
N
the use of contractions, with an increase in use in more formal situa~
tions. It was not that a greater range of contractions was used,

rather several types were used over again. Abbreviated language forms,

especially contractions, seemed to be acceptable language forms in any



situation for the children in this study. Sex differences in the use
of these abbreviated forms of language were also noted, with the boys
less aware than the girls of matching acceptable forms to situations.

The boys' awareness was more with colloquial and standard forms of the

same abbreviated form.

e. Collogquial and Standard Forms of "Yes"

This type of analysis represents another approach to the study
of lexical uniqueness, and it contrasts forms of the same lexical
item in different situations. The use of the standard form was as
one might expect, with minimal use in the informal situations but
with increased use in the formal situation. There were individual
differences noted with the colloquial form being the only one used in
all situations but zhe formal by one subject. The analysis only
differentiated the formal situation. The colloquial form was the

)

standard one for the children in all task situations.

f. Lexical Density .

This measure shows promise as a differentiator of task situa-

tions, though it most successfully differentiated the formal situation
-~

in this study. The trend is for a higher density of content words in
more formal situations. The close grouping of ratios for different
subjects suggests that norms might be .dentifiable for different
Ssltuations, and particularly for the consultative situation in this
study. The subanalysis of lexical content words showed that only

nouns proved a useful data source. As the level of formality moved

to more formal so did the relative use of nouns increase.
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9. C-unit Analysis "%ﬁ'f >t‘.; s
This measure 1is not definitive~in f‘t Yiﬁtxa&;w%‘
A S T . g *3

between lanquage situations, but trends in th?'tesultsf uqqest tha(“?s' -
)

the situation became more formal the:mean C-unit PFength

’ YA .

This trend is more apparent with the dominant key sulxjm:t&_\ he\h\ . e T
/ . :

problem of reticence was apparent in short utteranceg prgauc;n C~units

! N
of minimal length. A comparison with the 1976 Loban s%ud? suggested

the importance of specifying the language situation when applying

syntactic measures to children's oral language.

h. Elaboration of C-units
Syntactic elaboration analysis measured the three types of
dependent cl¥uses, and prepositional phrases, within C-units. The
results for both clauses and prepositional phrases were very similar.
Elaboration analysis tended to differentiate the formal situation but
not the three less formal situations. Sex differences were apparent
with the girls tending to greater syntactic control of language in

different situations.
?

1. Lexical Verb Analysis
This second analysis of verbs, like the first approach 1n the
’
lexical content words analysis, was not able to provide any evidence
for differentiatinq between task situations. This measure did not
even differentiate the formal situation. The consultative situation

was highlighted by its low figures, which might substantiate certain

characteristics of that task situation.
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1. Lingyistic Dominance ¢
The analysis ot linquist 1.0m1n.mwu nrovideo ¢ measure ot
linguistic i1nvolvement and feedback 1n ditferent task situdtions. It

| .
A PR ’
1lso | tifles dvqren‘.ur domipance and subdominance by speakers an

cach task situation. The Jdedree of participation 1n each situation

"15 predictable from probability di%tributions, though i1ndividual

personality characteristics and differences gccount for great Jdiscrep-,
M ]

ancies between exmnected and actual deqrees of participation. Highly
dominant speakers 1n the median range of the infommal-to-tormal
spectrum function to change the situation towards either highly

informal or formal. ’,

k. Extraneous Linguistic Material (FIM)

Although closely linked with the grammatical analyses this

aspect of oral lanquage was treated separately because of 1ts 1nterest

“and wide implications for fluency. It was found that each of the four

types of ELM appeared 1n different proportions 1n each task situation.
. .

The trends evident for audible pauses and edit mazés are prominent,
with audible pause% decreasing as the situation becomes more formal,

, . i ¢
and "this Jdecrease a steady one with the dominant key subjects. With
edit mazes there was a shafp increase 1n the formal situation, therebx

differentiating this task situ%txon.'
CONCLUSIONS : THE RESEARCH DUESTIONS

With repect to the delimitations and limitations of®the study
as 1dentified in Chapter 1, the conclusions that can be drawn from the

answering of the researc¢h gquestions noint out promising directions ‘

JHA



further research in the speech styles of elementary school children.

The conclusiong\flso have ramifications for curriculum concerns 1n

language arts. ‘\

QUESTION 1
<

Do the children in the study have a repertoire of roles
and role-relations which are differentiated by the hature
of language used in different social situations?

Considering all of .the analyses applied to the lanauage samples
A
*of the four key subjects used in this studv, it is evident that the

chil n do possess a repertoire of roles and role-relations that are
! - ’
1dentifiable with language use in different task situations. However,

to call these speech styles at this stage might be _drawing premature
conclusions.

The children in the study definitely displayed a repertoire
of language roles which can be gdescribed in general terms as formal
and informal. Most of’the analyses definitely differentiated a formal
style of language th tended to show considerable linguistic similarity
among the other three task situationé. This would suggest that thé
children have a repertoire of two sociolinguistic roles, one formal
and one iqformal, the latter being used in all situations except the
distinctly formal ones. Even in the distinctly formal situations the
boys in the study tended to iniroduce informal elements wHi&h, although
often considered inapproprlatevin adult usage, they Mevertheless used
in an attempt to 1nformalize a role which for them was uncomfortable
and restrictive. “

Some analyses, such as the lexical density analysis, were more

powerfur‘and differentiated each of the four task situations to suggest

L
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consultative, tho%gh the finer adjustment of language is probably at “

the subconscious level of usage.

Children speak in informal types of situations to a ¥ar greater

e

extent than'they'do in formal situations. The children in this study
were, in three out of four.instances, decidedly ill-at-ease in the
formal situation. But, despite their discomfort in the formal situa-
tion, these children adapted their ianquaée to the situation, as
evidenced by th; various means of analysis.

The provision of a variety of sociolinguistic situations
through the awareness of different contexts of situation is a method

. .

which could be Successfull) used when designing language tasks for
elementary school children.' The educator wbuld need to be aware of
the faékors'which make up the context of situation, as discussed in

Chapter 2. The provision to use language in a variety of socio-

,

linguistic situations can aid in the child's development of a reper+

toire of role-relations which are essential forwhis successful

»

adaption to different situations. The essential codevelopment of

language and ‘social man has been theoretically develoned in Chapter 2,

.

’
and some educational implications become clear here.

The provision.¥of children to practise their language develop-
ment in different situations can help the child to develop a comfor-
tabie level of participation in those more formal situations where—ﬁe
might othe;wise tend to avoid participation. The provision of a
variety of task situations can also lead the child to see that the -

school is involved with his total development as opposed o a singular

academic/formal development. The institutional nature of the schdol

. F 4



-
can be brought into closer contact with the social nature of the
) v
child's larger world. -

The provision of a range of 8ociolinguistic situations for
¢
% children to practise their lan&taqe can help in iﬁe child's develop-
ment of an awareness of sociolinguistic settings and his role in

them. This need not be, and indeed should not be, at the expliTit

awareness leve'l, but should be regarded as a developmental process.

QUESTION 3

Are the measures of lexical diversity and lexical density
capable of evaluating and differentiating the situational
language uses of children in the study?

-

The measure of lexical diversity using the type;{oken ratio
did not prove to be a useful measyre in convfﬁéinqu differentiating

* the sit al uses of janguage in the study. To cdnclude that the

ot a valid one for evaluating register would be to over-

measure i
Given a distinct subject matter to be pursued in all

.

§ituations, respondents might produce differences across situations
which would display a trend. . ) h‘

The measure of lexical dénsity has been found to be a valuable
‘register differentiator in other studies and its use in such research
is reaffirmed in this study. The trend was towards an increase in
lexical density from the casual situation to the formal situation.

The lexical density analysis was able to differentiate the four levels
of informality-formality while most analyses primarily differentiated
formal from info;Eél.

A subanalysis of lexical content words further affirmed the

effectiveness of the measure in differentiating sociolinguistic

¢
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situations. ~The use of nouns sbowed a consistent increase across
task situations from Whe intimate situation to the formal situation.
The lexical density measurefis the single most useful measure used

in the study, and the results suggest that norms might be established
for ratios of le*ical density at different‘levels of informality-

formality.

’

QUESTION 4

Is an analysis of abbreviated language fo¥ms capable of
evaluating and differentiating the situational, language
uses of children in the study?

There were two type" ahalysis which were applied to L4

-

abbKFviated language forms. One analysis studied what were def@hed
\ ' ! 4
‘as contractions, cqmpactions and truncatlons. while the other type

IOoked& the standard and colloquial uses of "Yesa The~analysis

of\contracﬁ!:; 4'comphctions-and Efuncations proved uggful in this

s'tudy. Ik was found that thé‘gse of contractions 1ncreased as the 4
- .
level of formality moved4o form&]., and % tendency worked in reverse®
- . ti‘
for the use of less-acceptable compactions ®nd truncatfons. 1t sppeated -

.

. »
that the children in this study were intuitively able adapt their
h
‘ . ‘B
use of these abbrevidted forms to the task situation. A d finitg trend

' *
was apparent with the use of contractions, and this abbreviated fgrm

. -

aloge is a valuable register measure.
L4

The analysis of the standard and colloquial forms of “Yes"
/
’
was not as fine a measure as the aﬂﬁve, but, it did serve to differ-

entiate the formal situation. The use of the standard form was minimal

in all task situations, suggesting that it was not seen by the chil-.

.
dren in the study as a standard form. The analysis of the "colloquial"
\ “»,, i .

( N .
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‘Iinguistic features carry much of the total meaning in the intimate .
4

.
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form only-‘is most promising. Analyses of other informal forms is also

suggested as a means for differentiating situational language usage.

‘ . & ,‘ .
QUESTION 5 - '

Is feedback of both a linguistic and a nongquistic nature
capable of evaluating and differentiating the situational
language uses of children in the study?

The anaiysis of lingujistic dominance provided. a broad greasure

of feedba%! of a linguistic nature in different task situations. The

measure}:f lingquistic dominance is considered a useful one in differ-

entiating;task situations as foup@n : study. However, although

: .
ribution the degree of " ;‘.'
linguistic participation per-

$ociolinguistic situation,

this ass 3. context of situation. Judging

. . . . . o ) a
nguistic situation from the ‘linguistic dominance .

the type

a0

data of- bubject can be misleading. The analysis of linguistic

dominance ese a d%efui meaSure. for evaluating the degree of

¢
dominance and subdominance of group members, and is also linked with

features of the subject matter that the group chooses ta discuss.
The study of n&*uistic’ features of communication and
) "

feedback is also a valua¥e means of differentiation, but in a more '

. !

gene;al—¢5?77‘faif91dual behavikgrai characteristics of the children

13

iq the study were prominent, thodgh in different tasr situations
certain bypes of nonlinguistic fea£ures were embhasized and others
'de-emphasized. One of these features was e?é contact, which played
a dominant part in the situational aspect of the intimate task

‘\

Sitgetion but declined over levels of increasing formality. Non-

. .
i >
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situation, and as the #1tuatxon becomes increasingly formal the

conveyance of meaning falls more heavily on linguistic utterance.

L 4 . ~
Nonllnqulstlc features of communxcatlon and feedQ’ck are
h;ghly problematic when it comes to odéntxflcatxon and compdrative v’//

analysis. It might do more justice to thils"}ype of data'to report

it descriptively, relying on a well-validated system of classification.

‘

Ll

e Such treatment renders the.analysis no less defensibl& than quantifi-
» : J)'
able analyses as a measure of register differentiation. » ;'_' -
* L t

L)
o ) ) ) _
QUESTION 6 . , . ; ?.« !
T ers

Are 8vntactic measures capable of evaluating and differ-
entiating the situational language. uses of children in _
the study? ’ .’ v

n

The syntactic mea d‘ uSed in this study were an analysis

\

of C-units, elaboratlop ofiunlts, and a lexical verb anajysis.

<y s

..
Subanalyses of C-unit elabora®ion included breaking down C-units to

count the use of e¢lauses and prepositional phrases. «The C-unit measure
" 3

" o
although trends were apparent which sugges

.

did not act as a definite differentiato;“ween the task situations,
that as the situation

becomes more formal the®*mean C-unit length increases. At the present
RS

time, and given the results and limitations of this study, the

.investigator concludes that the measure of f‘l C-unit length is a g ‘
’ ‘g
promising one for evaluating differences between different language

situations. o . ' . )
“ ‘é" . . '“
The second syntactic measure was that of elaboration (clauses
and prepositional phrases) of C-units. It was found that the measure ‘
N i .
of average number of dependent clauses per C-unit differentiated the

«w

formél task situation. The measure of percentage of words inm dependent

'\,\J.
. o
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L'}
clauses in relation to words in C-units also differentiated the formal

task situation. In three measures involving clauses, the formal situa-%

-".
tion was differentiated and the other three showed similarities. This

éame ten@ency to separate the forpal situation from the other three

-

situations was true also for the prcPosxtxoqil phrase measure.

Therefore the syntactic measS?t!‘d.JC‘&nlt elaboration differentiated

.. ~

- only between the formal and less'formal‘task situations.

. The analysis of lexiﬁgl werbs, like the other verb analysis
: H ' " .

of lexical content words, provided no evidence from whikh trends could

‘be predicted across task situagions or between situations. In the

light of the lack of differefitiatory power in two types of verb
analysis, this investiqatorﬂconcluggs that syntactic measures of verbs

may not be useful in diffé}egtiqﬁﬁnq soutoiinqﬁistic'sitquions.. fhau;-d'
. ' . ' . .
analysis of verbs requires further research. o

\
QUESTION 7

Is the study of extraneous linguistic material capable of
evaluating and differentiating the situational language
uses of children in the study?

Of the four types of extraneous linguistic material (ELM)

-

identified, the two that showed distinct trends when analyzed were

|

Of the measures that treated all ELM

“
types together, the one that proved most valuable was that which showed

audible pauses and edit mazes.

ELM occurrences as a percentage of C-units. Of combined ELM, the
general tendency shown was for an increase across situations from
casual to formal after a decrease between intimate and casual. This

T

measure differentiated the dominant and subdominant speakers, with

”
dominant speakers showing a steady increase across all situations. '(:

.

o«
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In the case of audible pauses, the tendency revealed was one
where there was a decline across task situations. With edit mazes
there was siQnificant‘tendency for use to increase substantially in
the formal task situation.  Thus, this measure functioned to differ-
entiate the formal situation, but noty to differentiate between the
other three less formal situat;ons.

The_study of extraneous linguistic material or mazes or '

Pl .
.

language tangles is a useful measure for the -differentiation of

' 4 s. Situational language use. Some breakdown of such material is necessary
AN
’ ;| v . . .
. - in'order. to note trends that might not be visible when the material is
e ‘

[ 4

e

”
" analyzed as s whole. The difficulty of transcribi*z ELM is worthy of ﬂ‘

. -

; ‘4¥"¥’ and-phonological symbols might be used to advantage in such

-

research. : . &

QUESTION B

Is the situational categorization a valuable method for
describing the sodiolinguistic setting of the children
in the.study, and are there implications for elementary
languaAge arts inst:uctioa?;;

~»
The situational categorization was developed from the litera-

Jbre and is described in Chapter 4. It was developed in order to

’
.

account for the many. factors, bath sociological and linguistic, \\\\\
-+ " which make up the sociolinguistic situation in which speakers operate -
v e . &
in the world of communication. Monologue, it mig® be argued, is a
. . ! . ra .

L : ) .
notable exception; this ihvestigator would argue that the monologist

>
-

: is involved in a c’o;municative a(t‘even if it is with himself.
Children are involved in the same types of communicative acts. as

are adults.
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With the children 1in the study, and indeed with all children,
L 4

the opportunity to become involved in a wide range of sociolinguistic

]
'\\\situations occurs daily and sometimes with great rapidity. In a

typical school day, the pfsical movement from classraom to playground

to home to sports events brings with it changes in the sociolinguistic

situation. If researchers are to be able to describe these situa-
..Viggins. then a system of categorization is necessary. The context of

sjtuation enables the researcher to regord these sociolinguistic

settings. More impdrtant, it also enables him to work backwards and

create sociolinguistic situations by which means he has an environ-

\
“

ment in which he can study language. . )

For the language researcher it 1is not always possigle to’qb
into the field to collect language samples. The mobility of human
beiqs often makes language collecting technically impossible. The
creation of environments, on the ba;is of validated cqntéxts of situa-

(29

-
tion, is a defensible means of collecting usable language samples.
, L=

The educational implicationg for 1anquaqé. arts instruu}n -
lie in the fact that the situationa¥ categorization provides the *
educator with the factors involved in ;ociolinguistic situations.
It has been possible in this study to group the analyses on the basis

of their foci in the context of situation. Thus, the main components
were subject matter, nonlinguistic features, vocabulary feature$§,
grammatical fea;ures, linguistic dominance features, and extraneous
lingujgtic material features (which are actual part of the grammatical

features).

The educator who wishes to develop certain linguistic featur;!



may be able to provide the most appropriate situation by manipulating
certain factors ofs the context of situation. For example, 1f
syntactic development is of interest to the educator, then he might

(&)
plan a formal situation, since the study szed that mean C-unit
, .

RS

. ~ :
length was greatest in'!ﬁe formal situation. Likewise, the explora-

tion of certain subject matter can be undertaken in certain linguistic
L]

situations which can be built up from the situational categories
' )
dégcribed. Educational implications are made more explicit 1n the

following pa;zs of this chapter.

o

QUESTION 9 .
Is the methodology emplqyed in the study a frgitful one
for a sociolinguistic description of children's language,
® and could it be further employed in describing the possible
repertoires of children's speech styles?

The methodology developed for and employgd in this study

proved useful in providing a socjolipguistic description of children's

, language. It allowed for a wi y of E‘Ztog§ to be present and
. ) L]

to oact as variams in the study, and as such made prB;vision f‘or the”
employment of a wide range of analyses. Thisiigrtuznhlqd &£o.3 gfoad
descripéion of not only tﬁé language samples, but also thg socio-
linguistic setting which influenced the languagé sample.

The methodology was also fruitful in that it allowed for the

partial case study or indepth approach to a .research problem while

i1l allowing the data to be pooled’ for the majority of the analyses.

The advantage of pooled data is that not only can comparisons be made

to a degr between individual language samplés and the pooled data,

-

but it also provides some evidence for the possible presence of



lanquage norms. This evidence can be surveyed 1n fgture research.

The avenues for further research using this tyje of method-
nlogy, that is, the context of situation to develop language tasks
and situations, are many. It is not possible to provide for or to
analyze all of the factors present 1n the context of situation, and
many studies could focus on different sociolinguistic factors present
in the context of situation. -

This study has shown that the formal language situation can be
Jdefinitely differentiated using a wide variety of analyses. It has
also shown that there are some analyses with finer differentiatory
powers which can also separate less formal language situations, which
in this study were the intimate, casual and consultative. Possjble
-repertoires of children's speech styles’ are suggested by the study‘
and the methpdology can be applied and adapted'to study these ine |
different s?hobl environments, and in@cettinqs onCer than the inst%tu—

tional one\é? the school. .

.
.

IMPLICATIONS FOR EDUCATION AND FURTHER RESEARCH

It will prove more appropriate to discuss these two issues
together because in many respects the implications for one provide
inspiration for the other. Such¥n approach also allows the dis-
cussion to follow the order of apaly;is, the reporting and discussing
of the data, the answering of the research questions, and the ensuing

conclusions. The subheadings used in this section will Be of this

type.
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SUBJECT MATTER: IMPLICATIONS FOR EDUCATION
AND FOR FURTHER RESEARCH

Formal situations were found to be preferable for the explora-
' \

tion‘and exposition of a single subject topic. This was true when

. .
the topic was selected by the speaker and was of personal'\pter“t: ‘ .

An 1ntimate situation proved best for exploring past es and

v
N

for reminiscing. There was a diverse range of topics in .

. _ . ¥
informal situations. :
The more formal the situation the more a sugs‘ opilc 1s

maintained. This might mean sustaining the subjpc'iv Or returning

to 1t on several occasions throughout the communicative event. F;:_ﬂ_f~\\\\

planning experiences the consultat{Ve situation seems to function
well. Where there is nb shared experiential bése children will tend
to vroffer personal experiences as a way of 1llustrating points and
of making a sociolinguistic contribution. The exploration of past
experiences, particularly of a shared nature, works well in informal
situations such as the gptimate and casual. Here past experiences
yill even form the basiiffor the planning of future events.

In planning for the language development of S:lldren there 1is
need to provide opportunities for a range of experiential bases frqm
which children can draw, and which go from persbnal to shared, and
from past to present to future. If this is the aim bf the educator,
it might well be achieved through the establishidé of situations which

.
ranée from intimate through formal. The types of relationships that
hold between experiential bases and levels of formality have been

described. .

"Leav‘:&ei"ship\qualities also appear in the ‘ual and particularly
PRRE

»

Ry



the consultative situations. Dominant persons wibkl otten control to
somer axtent the subject matter and the maintenance ot subiect matter, ©

as well as~the-od¥urronrn and tunction ot huamorous tnotents. rakina
2 s
tirns 1n 1eaaan consultative growps  ould do much to develop leader-
R "
.Q
ship qualities, k\x"lﬁlll«i need to «nsure that the =ki1lls which allow
fpt domination‘are not being 1n.ulcated. The consultative situation

1s the one lescriptive of,ghe committae meetx‘q or ~lub meeting, and

such a sociolinguilstic setting works well 1n the elementary Ychool.
Planning activities are very sultable 1n the asual and -on-
sultative si1tuations. Planning for events of a social nature -an be

effectively carried thtoudh\xn a Jasual girtuation, whege past shared

experiences can be brought to bear. Plagning far more formalized

events can be carried out 1n the consultatlv;\s;tuatxon, where a .-
subject topic an be maintained for a long period of time because

there are more people to contributévmore 1deas. Ideas are also more
diverse because of a restricted shared experience base 1n the consﬁlta-
tive situation. .

There needs to be further investhation into the length of
subject maintenance. In this study it was found that 15 Lo 1?7 minutes
seemed sufficiently long Eo maintain the subjlect matter :.n the f ‘on-
sultative situation, while the .formal situation was shorter. HQw
these time spans for subject ‘lintenance vary with di1fferent subre -t
matter 1s also a worthy topic for further resear~h. Experimental -
studles might research the effect gf practice 1n and exposure to

different sociolinguistic situations, with pre and rost measury s

bei1ng adopted for subject maintenance.



Teachers also need o be aware of the diffarent lengths of,

“.time that the various larquage situations can be expected to sustain

7

~
pupil interest. The .intimate situation will vé&y likely sustain

,
LA

in{eress for the longest time, the formal situation the shortii$,

1

NONLINGUISWIC FEATURES OF FOMMUNICATION
EDUCATIONAL IMPLICATIONS

Nonlinquistic features of communication are not really taught

] o~
in our schools. They are learned patterns of behaviour which become’
' ' )
deeply ingrained personality attributes and traits. It could well be

argued that individuals develop those features of nonllnqu1st1c commun -
lcation which best complement and fit their personallty character-
1stics. .

However, it is appropriate in the study of language and commun-
ication to be aware of the pPresence and function of nonlinguistic

&

features, not just for the purpose of consciously controlling them,
- but to be able to recognize their use and appropriateness. To bg
attuned to the use of nonligguistic features makes for a more dis-
criminating listene?,and a more sensitive user of language.

Utilizing a range of speech situations as was used in this
Study cam allow children to begin to become aware of the nonlinguistic
features of language. Children can act as both participants in task
Situations as well as observers of the same situations, and valuable

>

1nsight into 1<nquaqe use can be gained through discussion from both
‘\
perspectivqs, that is, the user and the dJdbserver.

Children need to be effective in formal situations, and the

Jggs‘for this effectiveness is certainly a longterm one. The
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analysis of Task 4 showed that alllnonlinquistic features were used
sparingly, and that the linguistic htggrances carried the meaning of

the communicative situation almost totally. Mavbe the absence of

Y
audience nonlinguistic feedback causes the discomfort of speakers.
4
We should'very likely be making children aware Sf their need to be

i

responsive to audience memgers.'vThe‘developqEnt of appropriate’ non-

/linguistic features in formal situations is a very effectixf means to
-

€nsure a more attentive and involved audience. The importance of eye
contact, eyebrow movement and facial expression can be stressed and
. .

developed, possibly through drama as part of the language arts.
’ : .

Tpere‘is no need td stress that the formal situation is only
one of ét least ;our sociolinguistic situations in which children
and adults need to operate. Stressing the formal situation dis-
proportionately to others is doing a di;gervice to the social prepara-

-
tion of the child. 1In terms of the amount of time we daily spend in
sociolinguistic siéuations, the casual and cansultativg are featured,
and the intimate for most of us is very relevant. For children the
. intimate and ca'sual situations probably dominate. The formal situation

is a very minor ofie in terms of allocation of  the child's time. As
regards efféétiveness, howebVer, it is very important. Therefore, we
qeed to make children proficient in that situation, without giving
unreali§tic attention to it in terms of provision of time.

ABBREVIATED LANGUAGE FORMS:
IMPLYCATIONS FOR RESEARCH

! The analysis of the standard and colloquial forms of "Yes,"

as one measure of distinguishing vecabulary items, points to a very
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important issue in the study of children's lénquaqe. That 1ssue _—on-
cerns the norms that researchers apply to language usage. In some
studies of children's lanquaqe the researcher has to make a decision

as to what constit‘pes either standard or nonstandard usage, colloquial
or formal usage, or acceptable and unacceptable usage. The researcher

in many instances must establish his own norms. The norms that he

»

will likely establish will be basked onwhis experience with the way

child or adult speakers use the language. Such norms will not .
N N
necessarily be appropriate to the analysis of fhildren's language.

4

This problem confronted the investigator in this study. 1In i

the analysis of the colloquial and standard use of "Yes" it was found
that either the chijdren see the colloquial form as more standard

than colloquial, or else the standard usage has broadened to include
what might have been until recent times considered colloquial usage.
The latter explanation is quite likely a contemporary trend, whére
there 1is noticeable movement toward the less formal use of spoken
language in the mass media, this being a prevalent source of language
usage for children.

LEXICAL ITEMS: IMPLICATIONS FOR : é

RESEARCH AND EDUCATION .
\3

Ther lexical density measure proved useful in differentiating

T—
speech sitﬁgzionémmarked by levels of formality. At least equally

¢
useful as differentiating measures were the two ratios computed for "'
nouns to lexical content words and nouns to all words used. This has

implications for further research into the speech styles used by

children. 1In several instances, particularly noticeable when graphed,
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. . ~
the ratios"for'lekical density, nouns to lexical content words and ,

nouns to all words showed groupings which suCgost thst norms could be
. A . o
established. Further research, with data collected from a large -
number and wide range of squects, could substah;iate‘norms. Such
norms for different groups of children miqht maKe a useful lexioal
measure-for differentiating competent ana less competent users dJf
lanquage in different speech situations.

The .instructional implications of these findings are of much
¢ ‘ ,

interest. First, it is clear in this study that the use of content
words (nouns, adjectives, verbs, adverbs) iﬁcreased with more formal
speech situations. 1In coéﬁunction with this finding, the number of
nouns used also increaséd. Since content words carry information, ¢
more férmal situations would seem to be more appropriate for  the
;Sg%sfer of information. However, it would be misleading to conclude
that for the transmission of information the most formal situation is
to be preferred. It was seen that in the formal situation feedback
was minimized and linguisti? dominance maximized, so that the trans-
mission of information in the formal situation is very much unilateral.
Therefore, in situations where information needs to be transferred in

a shared or multilateral manner the consultative situation is prefer-
)

v

able.

Segg;GT it seemed that the girls in this study were in general
bettet able»EP cope with the formal situations than were the boys.
The inves;igator is aware of the danger of concluding that boys af

the same age and/aor grade level are less competent than girls in

their use of.language. This sociolinquistiq\approach, however, does
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allow observations to be made about the social competence_of boys in
sociolinguistic settinqs. Pethapsﬂ boys ih. the elementary grades
need the exposure to, and guidance in, sociolinguistic situations.

Thé discomfort displayed by the two' boys in the formal situation has
i A
already been moted, along with their attempts to inject informal
. [
features into the situation and into their lanquage. Further research
; /

needs to be undertakef to determine if this lack of social competence
4 | -

. 1s extensive among/boys at the eiementary school level.

!

GRAMMATICAL FEATURES

a. C-unit Analysis: Implications for Research

The measure of mean C-unit length may be a promising one for
determining differences between language éituations. The present
research showed a definite tendency for mean C-unit length to increase
as the situation went from informal ﬁo formal. 1In for situations
the mean was highest, in the intimate situation it was est.

Further research needs to be undertaken which could validate this
tendeﬁcy. However, sampling procedures will likely\play major role
in such research. ' '
- It has beeé pointed out in Chapter 5 ®hat retigent agd shy
subjects in certain task s;tuations will produce very small language
samples \Ach will produce C-unit mean lengths that are probably quite
unreliable as lanquage measures. Personality characteristics play a
large role. Although.subjects may produce ggqual quantities of language
along with the other speaker in the intim e situation, they become

passive language contributors in situations where more speakers, and

especially relative strangers as in the consultative situation, are
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present. In theAformil situation, where they are the sole person
responsible for speaking, they produce again the expected quantity of

& 5 “~ ‘
language. The linguistic dominance analysis underscored these observa-

.
tionsT
On the other hand, M. and C., the doTinant speakers, produced
much more consistent (that is, what might be expecéed from probability
diéﬁ?ibution).languaqe sgmples over the four task situations, and
béth their mean C-unit ‘length scores shéwed consistent trends over
the'tgsk.sikuationSt. The researcher of children's speech styles needs
to be aware of the differential linguistic contributions of children
in a range of sociolinguis;ic situations. 1In order to ini;ia
isolate and validaté‘measures of register differentiation, itt:§qht
be preferable to first comduct studies with chil&%en whose 1inquis£ic
contributians are.likely to be large enough in certain situations for
L]
reliable analysis. Such children are likely to be leaders or persons
with an establisheq status in peer situations. M. is a definite leader
but not in an obtrusive manner, that is, she did not dominate or
control situations. C. is likewise a leader but is dominant, which
is not uncommon.-in a boys' peer group. His remarks often tended to
control the situation, especially among peers who were friends of the
same sex.
®. There is yet another important implication for language

researéh. Often when language samples are taken, especialli)'f oral
language, measures are applied and means established which then become

measuring sticks by which the language of other children of éhe age

or grade level are compared. These measures are validated, through

276
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research that adopts similar sampling procedures, and the means come

to bé‘tonsidered as norms. The present research has shown that means
N . '

of children's ogal language may be restrictive in what they report.

Oral language collected in situations where an adult investigator is

~

s when compared with those
e,

What is needed is r‘search which measures the oral language of
children in different language situations which proceed from'inti@ate
through casual, consultativ? and formal. ‘Much_research in the area
of children's oral languade has collected samples which are repre-
sentative of the formal style of speech, which in many classrooms may
still be the norm of expected use of oral language. But this repre-
sents a very restrictive approach to the study of children's langquage,
and bases judgments of children's language use. on samples collected
at only one end of the situational §fectrum. Studies are needed
which sample all the way along the continﬁum, from informal to formal.

b. Other Syntactic Measures: Implications
for Research and Education

More research needs to be undertaken  which uses various
syntactic measures to differentiate speech styles. As was found in
this research the var}ous syntactic meaéures were able only to differ-
entiate the formal siiuation, and to a much lesser extent the opposite
end of the formality scale, the intimate sifuatiop. In order to
utilize a variety of syntactié‘measures, especiglly finer ones such
as clayse type, it is necessary to have a fai£ly large oral language

/A\\\
7 \.
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sivple. Even with a large sampie it may\zm found that little actual

material remains for analysis aftet #11 extraneous linguistic material

Pl

has been removed. It is possible to anqt e extraneous linguistic
‘\,‘.
material, particularly edit mazes, by syntactic s, but it is

doubtful if the results would warrant the considerable amount of
time that woulq need to be invested. )

The ;econd important consideration is the need for consistency
of SWe sizes in differﬁent speech situations. Because of the

essential differences in linguistic dominance fr ne situation to

another, it méy be necessary to run a Task e sityation fo
much longer periods of time in order to arrive at comparable sample
lengths across situations. 1In this study the time period of 15 to 17
minutes for sixth grade children waé found to be optimal. However,
future studies might use several such sessions to collect sufficient
data. The need for careful selection of subjects is also crucial,
particularly in the beginniing stages of spegch style }esearch with
children.

The educational implications of these findings can only be
minimal at the present time, until further resgarch with syntactic
measures of oral language styles is undertaken. However, it is clear
that the provision of formal situations in which sixth grade children
can speak allows them to choose more elaborated syntactic forms, and
to pay heed to their use of syntax. But it was also found in the
elaboration measure; that the intimate speech situation allowed, in a
number of instances, for syntactic elaboration second only to the

formal situation. The intimate situation allowed speakers greater
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opportunity to speak in a dialogue or group situation than did aﬂy

other task situation. It therefore gave the opportunity for utterances

.
’

which could be more lengthy because there were fewer restrictions on
awaiting turns to speak. 4

The importance of the intimate situation cannot be overlooked.

In the classroom setting the intimate situation can be adapted to a -

paired situation, which might bring known children kogether rather

than intimate friends. -Because of the demandslon taking turns and

contributing in the ifftimate or paired situation, it is an excéilent

means of developing sociolinguistic facility with reticent and shy

children. It gives th addg advantage of also allowinq'for a

reléfive1y~hiqh level of syngactic usage_in an oral language situation §~/ —

) .

without the nervousness attefidant in the [formal situation.

c. Verbs: Implicatlons for Research

Two different approaches to the analysis of verbs have been
used, neither of which provided information from which trends or
patterns could be inferred. It would appear that the analysis of
verbs can do little for the investigator wishing to study the speech
styles of childrén, at least at the,sixth grade level. However, it

would also appear that the use of a range of verbs is related to the

types of utterances children produce/ so that in larger groups, as the

consultative situation provided, where there were many terse and
unfinished utterances, the type-token ratio was consistently low
denoting a smaller range of verbs.

An analysis of verbs in speech style research may be an

inefficient use of the researcher's time. Verbs appear in even



minimal utterances, being lexical content items, so that even in
language samples that are highly constrained by the sociolinguistic
settiqq, as in the cénsultative situétidn, they will still be very
p) .

puch present. The only change that verbs seem Fo undergo in such
éonditions is that . their range is restricted, so that certain verbs
areyuseé over aqgain. In sociolinguistic situations where the oppor-
tuniéy to speak i% less constrained, it appears that tHe speaker uses
a wider range of verbs.

LINGUISTIC DOMINANCE: IMPLICATIONS

FOR RESEARCH AND EDUCATION

The principles of linguistic dominance are important in the
formation of groups of children fdr language activities in the e
é}ementary school classroom. Certain personality characteristics
‘which age associated with children who are laders are evident also
-
in their linguistic behaviour. The child who is perceived as a leader
and respected by his peers for his opinions and personal qualities
need not necessarily be linguistically dominant above what one would
expect in certain language situations. Such was the case of M. in
this study. This may be true for girls at the elementary schogpl
—

level and not so generalizable for boys.

It can be iqferred from the study that the boy perceived as
leader among his peers may be domin;nt in many areas of child activity
and behaviour, including language. Therefore the boy, in a group
which nsists primarily of boys, who assumes the leadership role,
will br

linguistically dominant and will tend to steer the subject

matter towards his interests and hobbies. The other boys in the group

240
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will exude interest in these subject topics because they are common
grounds for group membership and cohesion.

In thé formation of groups.of children in the classroom for
lanéuaqe activities the teacher needs to be aware of these psycho-
logical and sociolinguistic principles. A linquistically dominant
child in a Qroup will change the charactéristics of that situation
and the teacher's aims a;d purposes of the lanquage activit?lmay be
aborted. The teacher needs to be aware that the formation of a group
represents the formation of a language situation where a particular
speech style is considered appropriate. The leader of such a language
situation will need to bé a pg?gbn who is not linguistically super-

/
dominant to the detriment of other speakers' opportunities to con-
tribyte. A judicious comb{hation of the sexes might be called for.

It is also impor;ant to select subject matter which is
appropriate to the group composition and to the speech style which
the situation will elicit. Along with this awareness 1is also the
need to consider the principle of subject maintenance and switching.
The more f;;mal the task situation was the greater was the degree of
subject maintenance, that 1is, the longer the group will focus on the
particﬁlarmeuﬁaect matter rather than allow the discourse to become
éesultory.

It was noticeable to the investigator that in the formal
situation the subjects were generally unable to successfylly bring
closure to thgir presentations. Nervousness resulted in a lack of

coherence to the presentations, and children need to be made aware

of the need to successfully conclude a conversation or presentatiod,
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and they need to be made aware of various methods of achieving satis-
[}

factory closure.
CONCLUDING STATEMENT

The methodology developed and used in this qtuéy has shown
to be a useful way of describing ang researching children's ldanaqe
use in a variety of sitdations. The interlinking of sociolinquistics
with child langquage develbpment can bring a new focus to the study of
children's lanquage, and ran suggest further directions for curriculum
development of language arts programs. The results of many of the
analyses, employed suggest that they are useful measures which differ-
entiate'lanquaqe use in differént sociolinguistic situations, and the
direction§ for further research into the sociolinguistic behaviour of

-

children are many.

M2
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!LEMENTARY.M)NV»L
106
, Alberta

January 6, 1978

Dear Mr. and Mrs. e .

During the two weeks beginning January 9th, I will be working
with sofe pupils in Miss ____ _'s class as part of a study of
children's speech styles. I have asked Miss _____ to i1dentify a
pPair of girls and a pair of boys who are very close friends. Beginning
with each pair I plan to add other children to change the -degree of
formality of the greup, and tape record and videotape the children
convevsinq.h\l'll be asking the children to talk about sports, game®,
hobbles or special interests.

Miss __ chose your sop/daughter as one of the
children who anid be a gqood suby€ct. I have found in an éarlier
study that the children are really enthused, especially with be1ng
videotaped. There is no preparation or study 1nvolved, except for the
last task which asks to give an oral presentation to a group
of twelve children from his/her class. ____will only be out of
his regular classroom for about 30 minutes on aach of three days
(January 11,,12, 13) and for about one hour on January 18, so there
s minimal disruption with his/her regular studies. -

I hope you will agree to 's participatjon in the qtudy?
I[f you have any questions, or would like additional 1nformation, please
leave a message for me at the school and I will contact you. I'll be
at the school all day January 9 to 13.

Yours truly,

I

v ({Mr.) Trevor Gambell
Dept. of Elementary Education
University of Alberta

Mr. Gambell has the approval of the County for this praject.
The school is willing to co-operate and we trust that you will give
us your approval. Please contact us if further information is required,
or if you wish your child to not participate.

-

Yours truly

-

) Principal

9?7
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TASK 1

SOUND
. IXER
Sk = Key subject
M = Microphone
I = Investigator
. VTR
\
N\ )
. |
) } NCASSETTE
’ RECORDER
’
SCREEN
CAMERA
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TASK 2

SOUND

MIXER
S = Subject l

VTR

CASSETTE
ECORDER

CAMERA

©
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TASK 3

e

S* = Subject from another
Grade 6 class

SOUND
MIXER

VTR

CASSETTE
CORDER

SCREEN

CAMERA
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TASK 4
SOUND]
CAMERA
MIXER ‘ e
VTR
#2
VTR
" %1 . .
CASSETTE S
RECORDER -
CQ? ' DESK
2
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%, % Sk
% .
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SUBJECT MATTER MAINTENANCE AND SWITCHING
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SUBJECT MATTER MAINTENANCE AND SWITCHING

The subject matter is recorded in order of occurrence, and
the number of subject topic items gives a count for‘subject switching.
It will be remembered that the first three tasks were all of the same
approximate length of time. The actual listings of subjects and
experiential categories appear in this appendix. Bach subject topic
occurrence is identified with an experiential base, andvthe category
system for this coding appears below.

The subject ma£ter analysis was applied to the total text,
that is, the transcribed language of all children, not merely the key
subjects. Thus names appear at times which identify children Qther
than key subjeéts. ;Ot discussion purposes subject topics are grouped
and so are experiential bases. The discussion in Chapter 5 is by task
situation, and secondarily by group, and focuses o¥ subject main-

tenance, subject switching, and experiential bases for subject topig

choices.

Experiential Basis Categories

Shared (whep,two or more children contribute)
(a) Shared pérsonal experience (b) Shared school experience
Shared personal opinion Shared school opinion
Shareé peréonal feelings

(c) Shared planning experience  (d) Shared humour

Self (when only one child contributes) \

Individual experience
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Another way to represent the experiential bases is by means of

temporality.,

Past
Shared persodnal experience
Shared school experience

Individual experience

Future N 7\

[

Shared planning experience

Present

Shared personal %pinion
Shared personal feeling
Shared school opinion

Shared humour
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SUBJECT MATTER ANALYSIS

Subject Matter Maintenance and Switching

TASK 1: Group 1 (M. and Ba.)

10.

11.

12.

13.

14.

15.

16.

17.

18.

19.

20.

Subject (in order of occurrence)

Toboganning with'mutual friends.
Micﬁelle's birthday party.
Charlotte's birthday party.

Grade four. ‘
Pushing Tracey on swings.

Lone Dog (game) .

Last year's Christmas party.
Camping trip being planned.,
Grade one.

Being chased in playground today.
David Reimer, previous classmate.
Barbara's little friend Jasie.
Grinning contest last year.

Boys in class last year.

Pulling chair from under
Barbara in class. -

Tracey's written story.
Michelle's written story.
Class Christmas party.
Michelle's birthday party.

Feeding Kelly.

Experiential Category

Shared personal experience.

Shared planning experience.

Shared school experience.

Individual experience (Ba.).

Shared school experience.

Shared personal experience.

Individual experience (M.).
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21. Farrah Fawcett-Majors game.
22. Michelle's birthday party.
23. Farrah Fawcgtt-Majors~qame.
24. Michelle's birthday party%‘
25. Halloween. »
26. Riding bikes two summers ago. )
27. Playing baseball last year.
28. Chasing boys.

29. Jumping on desks in class

last year.

30. Musical chairs in class last year.
31. Michelle's birthday party.
Group 2 (C. and By.)

1. Anticipating a scout camp.

2. Making a chariot.

3. Model rockets.

4. Swimming. .
5. Science fiction.

6. Model rocketry.

7. Movie Star Wars.

8. Movie and book Silent Running.
9. Model rockets.

10. Scout camp.

11. Delivering newspapers'i

Shared personal experience.

Individual experiences (M.
and Ba.).

Shared personal experience.

Shared school gxperience.
.

*

Shared pergbnal experience.

Shared planning experience.

Shared personal experience.’
Shared personal opinions.
Individual experience (By.).
Shared»personal feelings.

Shar rsonal opinion.

Shared planning experience”
and Individupl experiences.

Shared plAnning experience
yvidual experiences.

idual experience (C.).
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12.

13.

14.

15.

16.

17.

18.

19.

20.

21.

22!

23.

24.

25.

TASK

Recounting events last year.
Favourite schooi subjects.
Science test.

TV show Candid Camera.
Frankenstein the Second.
Movie Andromeda Strain.

TV show Walking Tall.

Andromeda Strain.

Walking Tall. \\\

[ 4
TV show Zorro.

Grade four activities.

Last year's school outdoor
education camp.

Favourite TV shows.

Model rockets.

2: Group 1 (M. and Ba.)

Subject (in order of occurrence)

Planning to go skiing this winter.

Model volcano.
Charlotte.

Boys in class last year.

Play performed in class last year.

Anticipating Greaser Days.
Anticipating Christmas party.

Planning Greaser Days

308

Shared personal opinions.
Shared school opinions.
Shared school experiences.
Shared personal experiences.
Sharedﬂpersonal opinion.

Shared personal experience.

3w

Shared school experiences.

~

Shared personal opinions.

Shared personal experience.

Experiential Category

Shared planning experience.

Shared school experience.

Shared planning experience.



9. Wearing skirts.
10. Greaser Days last year.

11. Pldnning Greaser Days.

12. Squirt’inq toothpaste.

1¥. Squirting toothpaste: humour.

14. Charlotte's birthday party.
15. Farrah Fawcett: humour.
16. Star Wars.

17." Commercials on TV.
18. Family pets: cat, dog.

19. Movie on TV.

20. Movie: The Godfather.

21. Movie: Lady Kung-Fu

22. The Godfather.

23. Movie and book Jaws.

24. Dwayne's sister.
(&)

Group 2 (C. and By.)

\Eﬁs-ﬂka? with puppets.

2. Personal pets: dogs, cats.

3. Favourite games: Monopoly,
Stock Ticker.

4. Game: Anti-Monopoly.

’
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Shared personal feelings.
Shared school experience.
Shared planning experience.
Individual experience (Dwayne).
Shared humour. -
Shared personal experiences.
Shared humour.
Shared personal feelings.
Shared personal experiences
and Shared'personal feelings.
Individ:al experience (Sarah,
then Dwayne) .

Shared ,personal experience.

Shﬁred personal experience
and Shared persconal feelings.

Individual experience (Dwayne).

Shared personal experiences
and Shared personal feelings.

Individual experience (Dwayne).

Individual expérience (Dwayne).

Personal experience (Brent) and
Shared personal experiences.

Shared persoﬁal experiences and
Shared personal opinions.

Shared personal experiences and
Opinions.

Individual experience (By.) and
Shared planning experience.



. 5. Games: Monopoly, Payday.
6. Favourite summer activities.
7. Stink bombs.
8. Scout camp last summer. 3
9. Anticipation of scout camp.
10. Favourite science fiction shows.
11. cCary's cousin's models.
12. Favourite activities.
13. Joke shop.
14. James' bike.
15. Joke shop.
16. Grouse hunting: humour.
17. Hunting rabbits: humour.
18. Rabbit shooting: humour.
¢y TASK 3: Group 1 (M. and Ba.)
Subject (in order of occurrence)
1. Comhonwealth Games planning.

a. Athletic events
b. O&ficials to help

c. Where to have events

d. Selling and distributing tickets

e. Drawcard sports personalities

Shared personal experiences
and Opinions.

Individual experience (Brent).

Shared personal opiniogs
and Feelings.

Shared personal experiences
and Opinions.

Individual experience (C.).
Shared planning exparience.

Shared personal opinions and
Shared personal experiences.

Individual experience (C.).
Shared personal opinions.
Shared personal experiences.

Individual experience (C.).

Shared personal experience and

Shared personal opinions.
Individual experience (C.).
(Brent) .

Individual experience

Individual experience (C.).

Experiential Category

Shared personal experience.
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Crests, pinions d4nd buttons
Team flags

Prizes and trophies

Individual and team competition

Team captains

Team trophies and i1ndividual medals

Team tee-shirts
Other schools competing

Team and school clothing

Team and individual trophies and medals

Team and individual competition
Registering for events
Timetabling evepts

Officials

Food

Athletic events

Organizing equipment

Medals for places

Grade teams

Group 2, (C. and By.)

1. Commonwealth Games planning:

a.

b.

Events

Trophies: humoroue
- ’

Where to hold events

Events ¢

Shared planning experience.

Shared humour.
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TASK 4:

Getting

@
equipment

Timetable

Team and grade divisions

Contests: humorous

Division of teams

.

Timetabling events

Scoring

Medals,

and recording

trophies and ribbons

for winners

k]
Postgames celebration

Team captalns

Food for celebration

Money for Games

Group 1

Group 4

(M. and Ba.)

$ubject

Boxer dogs.

Badminton.

(C. and By.)

Model rocketry.

Domestic shorthaired
cats.

Shared humour.

Experiential Category

Individudl experiences and

Shared personal experiences.

Individual experiences and

Shared personal experiences.

Individual experiences and

Shared personal experiences.

Individual experiences and

Shared personal experiences.
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NONLINGUISTIC FEATURES

In arriving at a system qF analysis for nonlinguistic
features of communication several problems became extant. First,
one must inevitably isolate the nonlinguistic featuree f;pQ the
transcribed oral language, and thus lose something of both. To
arrive at examples for each of the categories presents another prob-
lem. Both linguistic and nonlinqugstic features need to be provided,
and to understand the context one really needs several previous pages
of transcript to fully comprehend just one action or gesture.

With these limitations in mind the investigator will give
exampies where the various categories of analysis are salient in the
transcripts. 4An entire volume of the transcripts, totalling 187
pages, ha; been prepared, and all references to examples are to that.
Ehus a reference to Gl, T3, p.1ll refers to Group 1 (with the girl dyad
as the core), Task 3 (Consultative Situation), page eleven. The
categories for analysis were drawn from all the data, and'the examples
- are drawn from the entire data.

The investigator began wifh a count of each feature, with the
functional and nonfunctional features identified, and all subcategories

K
used. Several'?zstures might be used simultaneously, such as eye
contact with hand gesture with facial expression, and so one in;tance
might be recorded in thresifferent ways. Counts of features by
themselves can thus be misleading. Rather than distinct differences
across tasks which can be securely attributed to task differences, it
became evident that personality differences between key subjects were

more salient and interesting. The categories developed for

N~



nonlinguistic features are descriptive of all tasks in this oral

language study.

Description of Nonlinguistic Features of
Communication with Examples

A. FUNCTIONAL FEATURES

Functional features fulfil a semantic function in that they

add meaning to a linguistic utterance which is synchronous with the

nonlinguistic feature, or they supply the total meaning when there is

no linguistic utterance. Junctional features form an integral part

of the utterance or of the commupication. They are an adjunct to,

or a substitdte for, words.

a. Positive Eye Contact

1.

Q
to*engage the attention of a listener or listeners
(e.g. G1l, T3, p.1l);

to display interest in a speaker's words (e.g. Gl, T3,
p-2); ,
f

to mutually agree about and l11/share an incident
(e.g. G2, T1, p.8); -

.o C e
to seek confirmation of a statement or to confirm a
statement; to elicit reaction (e.g. G2, T3, p.5);

to address a question to a listener (e.g. G2, Tl, p.4);

to invite a listener's contribution or gquestion
(e.g. G2, T4b, p.10).

b. Negative Eye Contact {looking down or away)

1.

when thinking of an incident; "Can't remember now—What?"
(e.g. G2, T1l, p.13):

when questioning the statement of a speaker (e.g. G2, T2,
pP-2);

when expressing surprise or disgust (e.g. "Oh well!"};
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q.

to signify a characteristic such as innocence or dis-
interest or disengagement (e.g. Gl, T2, p.8).

c. Eyebtow Movement (eyebrows raised or lowered)

1.

2.

to display surprise (e.g. G2, Tl, p.8); ~

to display sudden and, extraordinary interest
{(e.g. G1, T1, p.1);

to question and/or disagree (e.g. G2, Tl, p.23);
to ehphasize a word or point (e.g. G2, T1l, pp.1,17);

to seek agreement (e.g. G2, Tl, p.5).

d. Facial Expression (other than eyes and eyebrows)

4
1.

9.

10.

to showdistaste and displeasure where unpleasanthess
enters .into the conversation (e.g. Gl, T2, p.25);

to articulate words quoted from another person;
exaggerated lip movements, and mouthed words

(e.g. G1, T2, p.16);

to mimic expressions used by other people, or even of

_animals (e.g. Gl, T2, p.20);

to question a statement (frowning), and to express
uncertainty (e.g. G2, T2, p.18);

to show enthusiasm or excitement, even surprise;
to show sudden understanding (e.g. Gl, T2, p.28);

to show disapproval (e.g. G2, Tl, p-13});
when thinking deeply {(frowning) (e.g. G2, T1, p.13);

to signify "I don't know," equivalent to shrugging of
shoulders (e.g. G2, T1l, p.1l8);

to show concern (e.g. G2, T2, p.22);

to denote seriousness or graveness (e.g. G2, T3, p.2).

N

e. Gestures with Hands and Arms to Signify Objects and Incidents

1.

2.

type of (e.g. Gl, T3, p.15; Gl, T3, p.16);

size of (e.g. G2, T2, p.l1l4);

3.- shape of (e.g. Gl, T2, p.4);

316
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movement of (plane of movement, speed of movemént,
type of movement) (e.g. G2, T2, p.26);

direction of movement (up, down, forwards, backwards)
(e.g. G1, T1, p.2);

counting off objects or incidents as named (eé.g. Gl1, T3,
P.2; G1, T3, pP-6)s

location of, directiog:6f (e.g. G1, T2, p.10; G1, T3,
p-6); - '

manipulating and using object (e.g. gesturing using key
to unlock a door);

outlining incidents by "drawing” with flnger(s) on table
(e.g. G2, T2, p.8);

holding up objects for display (e.g. T4 tasks).

Often the gesture replaces or is a substitute for a word.

Sometimes the gesture is used and the word cannot be hrought to mind.
»

In such cases the listener @ill usually supply the word suggested by

the gesture.

' f. Gestures with Head Movement

1.

nodding for a "yes" or "no" (agreeing or disagreeing)
(e.g. G1, T2, p.24);

to functionalize or dramatize, when often the action
substitutes for words (e.g. Gl, T1l, p.4);

when in thought, pensive (head lowered or raised toward
deiling) (e.g. G2, T3, p.11);

when sudden thought occurs; sudden agreement or disagree-
ment (toss of head back) (e.g. Gl, T3, p.27);

nodding to indicate direction (e.g. Gl, T3, .p.24);

to count off o%jects or repeated words, by a nod of the
head for each -(e.g. G2, T3, p.21; G2, T2, p.24);

nodding head to a listener to indicate recognition to
speak (e.g. G2, Td4a, p.4).
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Gestures to Suggest Movement and Actions of People

1.

demonstrate type of movement (crawling, walking, running)
(e.g. Gl, T2, p.17); \
demonstrate direction of movement (up, down, rising,
falling, backwards, forwards, entering, leaving)
(e-q. Gl, T2, p-24)7

to count off people or ghe actions of people
{e.g. G1l, T1, pp.14,24);

to mimic another person and/or his actions
(e.g. Gl, T2: p.27).

Gestures to Gain the Attention of Others in the Group

1.

to invite a listener to recall a shared experxence
{"Remember when?");

»
to add new information to a current topic or incident;

to introduce a new topic (e.g. G2, T1, p. 2) or to close
a topic (e.g. G2, T4a, p.4);
[ 4
to emphasize a point or to display excitement
(e.g. Gl, T3, p.18);

to seek agreement (e.g. Gl, T3, p.18);

to interject in order to speak (e.g. tapping fingers on
table, waving arm in air);

to recall a piece of information (e.g. by clicking fingers
together) ; '

to include or embrace a listener in a friendly, even
intimate way {(e.g. Gl, T1l, p.14).

Torso Gestures

1.

shrugging of shoulders

i. to defend one's words when challenged
(e.g. G1, T1, p.12);

ii. to ask a quesgion, which is often rhetorical
{e.g. G1, T1, p.19);

iii. in an "I doﬁ't know" attitude (e.g. G2, T2, p.18).

[
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2. straightening up ©

i. to introduce a new topic or incident (e.g. Gl, T3,
p.25);

ii. to strongly a%ree or disagree (e.g. Gl, T3, p.23);

iii. to show sudden interest and enthusiasm
(e.g. Gl, T1, p.13);

3. leaning forward

i. to share in a mutual e*perience (e.g. G1, T1, p.13);

ii. to agree with or show extraordinary interest in a
topic or incident (e.g. Gl, T2, p.16);

4. leaning or sitting back
i. to indicate surprise or shock (e;q. Gl, T1, p.26);

ii. to address a question to a listener
(e.g. G2, Tl, p.3):

iii. to emphasize a point (e.g. G2, T2, p.26Y.

Foot and Leg Movement

1. when correcting one's self (e.g. Gl, T3, p.16).

Laughter and Grinning = N

1. to share a humorous statement or incident (e.g. Gl, TI1,
p-12);

2. to denote derision of a statement or opinion
(e.g. G1, T1, p-12);

3. to share an embarrassing sifhation, sometimes as if to
expunge it (e.g. Gl, T2, p.22);

4. to snicker at one's self when a self-evident statement is
made (e.g. G2, T1, p.1l3).

Total Meaning

No words are exchanged or uttered, but the gestures and actions
carry full and mutual understanding as evidenced by the

reactions of both persons or all persons. E.g. Gl, Tl, p.8;

G2, T1l, p.l4.
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B. NONFUNCTIONAL FEATURES

Nonfunctional features do not offer any meaning gnd are not
used to convey meaning. Thus'they are not necessarily synchronized
with any linguistic utterance, and are quite likely not even recog-
nized by the user or other participants in the language situation.
Many nonfunctional features are made up of nonconscious actions..and
may be nervous\of habi tual actions.; Some may functionnin the same way
as do filler words and phrases, though a full-scale study in itself
would be needed to determine that. Personality characteristics play
a big part in the adoption and use of nonfunctional features of

communication.

a. Negative Eye Contact (looking down or away)

A personality characteristic, e.g. C.

l. to cover a temporary lapse in the conversation
(e.g. G2, T1, p.12);

2. to look down to notes when talking (Task 4) or to read
directly from notes (e.g. Gl, T4b).

b. Movements of Hands and Arms
l. to scratch head or another part of the body, to touch
another part of the body, to adjust hair, rub nose, eye,
etc. (e.g. Gl, T3, p.5);
2. "to adjust glasses on nose (e.g. Gl, T2, p.23);

3. to adjust clothing, e.g. pulling down sweater; playing
with clothing (e.g. Gl, T2, p.29);

4. to play (consciously or unconsciously) with objects
(e.g. G2, T1, p.3; G2, T2, p.6); °

5. to fold and unfold arms (e.g. G2, Tl, p.4);

6. to t‘P fingers on table out of nervousness, impatience,
or petulance (e.g. G2, T2, p.5).



Movements of Feet and Legs

1.

to shift weight from one foot to the other
(e.g. G2, T4, p.l).

Torso Movements

1.

to rock body from side to side (e.g. G2, T2, p.l18;
G2, T4b, p.1);

to si ack, when a subject withdraws from the ongoing
discourse (e.g. Gl, T2, p.24);

to sit forward, when a subject includes himself again in
the ongoing discourse. The physical involvement indicates
social and linguistic involvement. (e.g. G1, T2, p.30);

to move body in the direction of another person in order
to listen intently (e.g. G2, T4b, p.8).

j21
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