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Foreword

For several years the supervisory staif of the Secondary English
Department has {)een exploring linguistic aﬁ)proaches to the Stll(f)’ of
the American [inglish Language. This study has been pursued through
hearing information-giving lectures by out-of-state consultants, reading
of selected references and follow-up discussion in English depart-
mental meetings, attendance at institutes conducted by regional
colleges and universities, and participation of some staft mcmbers in
the preconvention workshops conducted by the National Council of
Teachers of English in connection with natiorial conventions.

From this intensive study, the supervisory staff under the chair-
manship of Milton Velder projected a seties of workshops for the
Baltimore City Public Schools. This series was planned in three
phases, the first partially financed with ESEA funds and the third
entirely financed with ESEA funds.

Mr. Velder, with the cooperation of L. Earl Wellemeyer, Josie
C. Smith, Charles L. Allen, Elsa R. Graser, Jean B. Owens, and
Virginia P. Redd, set up these purposes for the workshops:

Phase I (summer 1966) to train a nucleus of informed personnel in

the new approaches to the study of the knglish language so that

tl}:ey may serve as leaders for future regional city-wide work-
shops.

Phal;e IT (school year 1966-1967) to study in depth the topics

presented in the first phase and to prepare materials for the

third phase.

Phase III (school year 1967-1968) to conduct city-+vide work-

shops on a regional basis open to all elementary school

teachers and secondary English teachers. Each regional work-
shop to be headed by members of the English supervisory stat”
and by teachers selected from participants in Phase I Workshep.

This Bulletin reports condensatiors of tape-recorded lectures
and discussions in the Phase I Workshop. Vincent D. Malin ani John
J. Schreiber of the Bureau of Publications attended the sessions, tape
recorded the lectures and discussions, and prepared the condensation.

Mr. Malin and Mr. Schreiber read the transcriptions, made by
the secretarial staff in the Burcau of Publications, and drafted the
condensation along the lines planned by the editor with Mr. Velder
aud Dr. Graser and the staff in the Buicau of Publications.

Mr. Velder and Dr. Graser read the condensations, as well as
the transcriptions, and assisted in deterinining how fully the lectures
would be reported.

Each lecturer retains copyright privileges for the naterial
which appears in this Bulletin. -

The Bulletin is offered to the Baltimore City Public School staff
and to the profession as a useful orientation to the topic “Linguistic
Approach to the Study of the American Language.”

ANGELA M. Brorsine, Editor
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Language

““{ere we are with language which we have devised

and yet we do not understand the thing,” Dr. Laird

said at the outset of the Linguistics Workshop, and

then he prompily demonstrat:d that he has a thor-

ough knowledge and understanding of “the thing.”

Dr. Laird gives us an intriguing piclure of Language

as it has developed from Chaucer to Chomsky, from

Sanskrit to Pennsylvania Dutch, and from primitive

symbols to the Oxford English Dictionary.

CHARLTON LAIRD

I have been asked to tell you what is
language. We are dealing here with one of the
mysteries of the world. Here we are with
language which we have devised and yet we
do not understand the thing. We do not know
where it came from and we do not know what
it is. We come close to knowing what it is.
We do know something of how it works.

Language is & mystery in which for a long
time we had very little intecest. As far as we
can tell, earlier, relatively primitive people
just ignored it. They used language but they
asked no more alout it than they did about
something like walking and eating. It was
something one soon decided to do and the
ability to do so was jusl assumed to be there,
In fact, in many quarters it was firmly be.
lieved that language was always there. You'll

This condensation wes mate by Vincent U \alin of the Buteau of Publi
cationy of & tape tecarding of . Laird's pressntation 1o the Linguistic
Warkshap condur ted by the Baltimore City Public Schoolr, Avgust 826,
1966, Dr. Uaird retaina the copyright on this material and hey given the
Bureau of Publicstions t etmiskinn 1o print this condensation in the Boli.
more Bulletin of Edue tion.

remember God and Adam are supposed to
have slarled using language at once, discuss-
ing relatively difiicult subjects the first day.

Mystery of the Mind

Oue reason we don't know how language
works is that language is the product of the
mind and we don't know how minds work.
Neurologists insist that minds work as a re-
sult of an almost infinite number of binary
choices, that is, th= only thing the mind can
do is to say “yes” or “no.” Apparently, our
minds work like a computer but they deal
with such great bodies of materials so rapidly
that romprehending what the mind is duing
as it deals with an unbelievable nuwmber of
binary choices is incomprehensible. A comput-
er has tanks of knowledge stored in tapes
and drums and when it is asked a question, it
just assembles this body of knowledg: and
gives its answer on the basis of that body of
knowledge. Qur minds appatently work in
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very much this way. They have stored up
results so that when there is a decision to be
made, they don't say, “Well, now, in light of
everything, considering the possibilities of the
future, I would think this might be good” —
they can't do that at all; they say “yes,” “no”
— that's all they can do. When I speak it's
simply the result of an inconceivably large
number of “yes” answers. Something in the
brain is being asked to do scimething and it's
saying “yes" or I couldn't speak to you. That
is the pattern — the way the mind works.

That’s what language has to be somehow
— an amazingly complex collection of
“yes's” and “no’s.” It is obvious why chil-
dren don't learn to talk any sooner than they
do. They have to build up a body of material
out of which they can get “yes” or “no”
answers, and obviously some things are easier
to get ““yes” and ‘“no” answers to than others.
And while the children are learning these
things, they are building up their tanks of
knowledge that can be drawn upon and be
concatenated.

We scem to be the kind of creatures to
which language is native. And as we ran't
have language without human beings, we
couldn’t have human beings without language
— we weren’t human beings until we had
language. Presumably it was so much fun
being human that we just had to becom.
human and learn how to use !anguage at the
same time. This is the best yuess we have as
yet, that this kind of stuff, this capacity and
need, is in us.

Language as Symbo)

We are, for better or worse, in the middle
of a poptiation explosion and a knowledge
explosion and both of them demand that we
have more ability to use our brains and more
ability to communicate with other brains. The
principal instrument for both of those is lan-
guage, and not only is it the means of com-
munication most people use for the most vital
purposes, it is also the best device to promote
thinking that man has ever found. Language
works with symbols, and communication ap-
parently has 10 work with symbols.

All of the arts use symbols. A dancer
comes out and puts one hand up in the air;
this is some kind of symbol although one may
not know what it is a symbol of. This is not a

can go on to the mathematicians who can
think in mathematical symbols. [ have a
friend, a composer, who, 1 believe, can ac-
tually think in tone. Tones are symbols suffi.
ciently precise for him so that his mind can
work directly wiih them.

But the largest body of relatively precise
symbols — and there is no other group even
close — is the symbol or the symbols that
make up the language. And apparently this is
true not only of our society but of all socie-
ties.

Our job as English teachcrs then is to help
people use this means of communication, this
means of thinking. 1 said that language seems
to rest upon symbol. Susanne K. Langer in an
exciting little book called Philosophy in a
New Key! suggests that apparently our culture
came to be because of a symbol, and that at
the root of what makes us human lies lan-
guage, because language is the most potent
body of symbols. She thinks of language not
as sound but as something that happens in
people. Surely, we can recognize this as true.
Machines can speak, devise words, and make
them into sentences, but someplace in the
process human beings have to be involved.
Language has to have thought at both ends.
It has to start in thinking and it has to end in
thinking and it isn't really language working
until at least two brains are involved.

We don’t know what happens when people
learn, but it is obvious that numan minds
somehow are of such a nature that they need
language, they devise language, and they go
on acquiring language and producing 1. And
one doesn't wonder that this is a tremendous
job that the child faces; he doesn’t know he
faces it, but gradually he is absorbing the
corcepls of learning what language is good
for, how 10 use it, and even how it works. In
a relatively few months, a child has acquired
a few words. In a few years, he knows all the
most irsportant aspects of the grammatical
system. In a few years thc child has Jearned
the essence of how the language works and
learned this without being told. He has un.
consciously signed a sociolinguistic contraci
in which he has agreed to use words as
counters and an integrated system, that is, in
a manner which has already been accepted by
the rest of his society.

This is a pretty complicated business, then,

). Susanne K. Langer, Fhitosophy in @ Nrw Key (New York: Mentor
Books, The New American §ibrary. 1962

ERIC

1



v e ap

Aol et ese—

Gt ebe s

and it is not surprising that it 1akes the child
some time to acquire quite a lot of vocabu-
lary as wel) as acquiring ways of using it.
There is another impediment. One reason a
child can learn to read and to speak any
sooner than he does is that he has to get
ccatro) of one of the most agile and difficult
muscles in his body.

Contro} of the Tongue

It takes a long while to develop sharp
contiol of even the most blundering of our
muscles. And if there is a more difficult
muscle to control than the tongue, either
physically or psychologically, 1 wouldn't
know what it iz. Language works most of the
time through sound and thus it has to be
thought of as sound and linguistic phenom.
ena. Language comes into being as a dis-
turbed stream of air, and one of the disturb-
ing agents in this stream of air is the tongue.
What the tongue can do is uiterly staggering.
It has to do it, of course, quite unconsciously.
You can’t talk very much or you can’t work
very well if you have to be teiling your
tongue specifically what to do. The ch:ild has
to learn to control this extremely difficult
muscle.

We have discovered that most languages
that are extant are related to some other
language. The concept of larguage fam'lies
had to be developed because we haven't Leen
able to trace the ancestry of any working
languages back to a first language, whatever
it was, Al! languages that we know work with
linguistic units although some languages,
rather than either words or sentences, ..ave
what are called syllables or syllable clusters.
These have value only when they are used in
relationship lo something else and when some
way is known 1o get them into relationship.

Every language has some kinds of linguis.
tic units, and all languages that we know also
have ways of handling them so that they can
do more than they could by themselves. The
first of these wa''s is what we call vocabulary,
the inventory of syllable clusters, and the
other, of course, is grammar, the way lan.
guage works.

BALTIMORE BULLETIN OF EDUCATION

Saniple of Language

We want to talk about English as lau-
guage. We often talk about language as eti-
quette; I suppose this is the way language is
talked about most of the time. When people
get angry about what youngsters are doing
and not doing, it’s because they haven’t done
just what that person thinks they should do.
We talk about language as correct conduct.
We certainly talk about language as commu.
nication. And we think of English not as
language, but as a language. English is a
language and it can be studied as a language,
but it can also be studied as a sample of the
nature of language.

To discuss the growth in semantics, the
growth of meaning, and the shift in meanings
requires some background statements about
the language as a whole. It may be difficult
to define a word, to say what it is, but it is
obvious that we have inhcrited some meaning
and a body of meaning (if yeu'll allow me tc
say we have something I previously said
didn’t exist), a body of association, and we've
inherited also a body of sound. Any of you
who have studied English in an earlier form,
Old English or Middle English, will know
that there are observable similarities belween
modern sounds and older sounds.

The various words we have, even the re-
construction of these words, show that some
sounds havent changed very much. For in-
stance, our word nante 'was just about that in
the earliest form tkat we have been able to
reconsiruct for it, tha is, it started with an
[n} and it <losed with [m) and it had
some kird of vowel in between. This vowel
has changed a liitle from time to time, but
actually it has come out now just about wh:
it was in the earliest reconstruction. Also,
there niust Lave been some body of associa-
lion,

The word man, which has changed a litile
in sound but not too much from the earliest
time that we know anything about it, suggest-
ed the species 1o which we belong and more
particularly the male of that species. This is
again a body of meaning or association or
ability to call up something that hasn™t

Serious students of dialects in the United S1ates seck to reconcile the diverg-
ing groups and 1o provide the wider understanding of each other that a mature

political community mus1 gain to endore.

Raven b MIbid, e " Sna i an Soont Dl 1s7 € llepe Englich, Jannars 1905
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changed in many thousands of years.

I don’t mean to say that sound hasn't
acquired new ability to call up associations or
that it hasn’t lost some. But, at least, we do
have a long continuing set of sound and
meaning and these somehow associate.

Etymology

I've already suggested that language is a
set of symbols. We have these symbols; vie
don’t know except within certain limits where
they came from, and we don’t know how they
work. We have splendid etymological diction-
aries, particularly the Oxford Dictionary of
English Etymology, which has just been pub.
lished.

Another very engaging and useful book,
Origins, by Eric Partridge, approaches the
etymology of words in a little different way
than does the Oxford book. The author or-
ganizes material under larger units in a com-
prehensive treatment of a word and its rela-
tives. The Oxford book, however, handles
nearly 30,000 words, pursuing these words to
their origin. In essence it gives an etymolog:
ical statement about ail the commenly
used words in the language.

The Oxford English Dictionary has a stag.
gering body of information collected in orne
set of volumes about one language. The edi-
tors of that dictionary undertook no less than
to record the history of every word of any
currency and of eveiy use of that word in the
English language from the time it apneared in
the English language down to 1900. On the
whole, the Oxford English Dictionary takes
the words back to Old English. It lists the
first citation that has been found for a word
along with what may have been the immedi-
ate ancestor of this word, what it was like in
Proto-Germanic — that is, what form can be
postulated by comparing Old English with
Old Norse and Gothic, and the like. But the
book didn't go beyond that. The new etymo-
logical dictionary is actually the last volume
of the Oxford because it does for etymologies
what was not done in the Oxford itself.

The 19th century showed how these ety-
mologies can be traced. We know, for exam-
ple, that the word mother appears in English
and the word mater occurs in Latin. We may
not be able to figure their interseclion as
accurately as we could if we are triangulating

to find a forest fire from two fire stations, but
we do see that both words begin with “m,”
both have similar endings, both have only
one main vowel, and there is another similar-
ity which, although spelled differently in the
two words, is the [t] sound. But you will
notice that it is made }v . topping the air —
that is what we call a “plosive” or “stop,”
and we know that consonants are made by
either stopping the air or disrupting it a little.
If you disrupt the “tuh” you get something
pretty close to a “huh.” There, sounds are
closer to each other than they seem when you
spell them. And furthermore, if we were able
to do this a lot of times, if, for instance, we
corapared fath.r and pater, we would see that
even though tie English set is different from
the Latin set, they differ in a consistent way
You have *“tuh” in the Latin consistently
where you have “thub’ in the English.

By means of progression into the past we
can go back to the English and Latin ro0ts of
these words, back to the place where they
must have separated. We can use unother
example. The words mother in English, mut-
ter in German, hound in English, and hund in
German are words that have a relatively sim-
ple similar sound. Also, mutter means the
same thing in German that mother means in
English. What we've found out is that we can
assume that English and German have some
kind of common ancester. Swedish and Dan-
ish have a common ancestor, and French,
Spanish, and Italian have a common ancestor
in Latin. Now, according to what we have
already said about mother and mater, and
Jather and pater, it looks as though we could
g0 back and reconstruct ancestors to those.
This is the basis of modern and reliable
investigation of language.

For a long time we didn"t suspeet this, It’s
rather curious, looking at it now, that we
didnt suspect it. Every literate perscn in
western Europe for a thousand years knew
that there were languages like French, htalian,
and Spanish, and that although these lan-
guages were different, they came from Latin.
They had the evidence right there before
them, everybody knew it, but they did nothing
about it. People went right on assuming that
language had somehow happened and that
the fact that languages were related to one
another was something that somehow hap-
pened and you didn't go beyond that.

6
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Great Discovery

It took an intelligent Englishman serving in
India (and maybe one or two others) to get
the idea. The Englishman, being an English
public servant, was an educated man; he
knew Latin and Greek, and, of course, he
knew English. When he got to India he found
evidence of an ancient language, Sanskrit,
and to him the similarities among Latin,
Greek, and Sanskrit were just too great to he
coincidental. Once the suggestion of relation-
ship had been made, you could just see the
evidence everywhere. It was picked up by the
scholars, Rasmus Rask and Franz Bopp, and
their work was elaborated by Jacob Grimm,
one of the Grimm Brothers of the 1airy tales.

Since that time, in the early 1%th Century,
we have had a sound - nderstanding of the
nature of Janguage and we’ve been able to
add to that tremeadous bodies of material,

You can find charts of the family of lan-
guages in many books on language and in the
front of most good dictionaries.

We can reconstruct a language which we
call Indo-European, abbreviated 1E. /ndo-
Europeans is not, we assume, what these
people called themselves. We don't know
what they called themselves, maybe just *‘the
people,” which is what people usually call
themselves as though there aren’l any other.
But we’ve called the language Indo-European
as a sort of description of where it existed,
because the descendants of this lineage are
found all the way from India, westward
through maost of Europe.

In some books IE is called Aryan bscause
one of the early rescarch workers on the
subject found the word Ar and he rightly
guessed that this was the same word as in
Eire. The word 4r means something similar
to preparing ground for growing, and the
tesearcher assumed that Ar was a plow be.
cause there was also evidence that these Indo.
Eutopeans had horses. Therefore, he called
these people the *plow people.” Unfortunate.
ly, later we found that although the [ndo.
Europeans had horses, they milked them in.
stead of using them as draft horses. But
these Indo-European people did spread out
from central eastern Europe and did so quite
rapidly, carrying their language with them,
This may have happened around 6,000 B.C.,
which is a good, rough guess now.

BALTIMORE BULLETIN OF EDUCATION

Some of these people went southeast
through the Khyber Pass into wnat is now
India and took over the rore fruitful parts of
the subcontinent. The language that they
brought with them was what we call Sanskrit
and from that has descended the modern
Indian languages.

Dialects

After they got 10 India, some of them
crossed back past the Himalayas to the ncrth.
Some years ago, the ruins of cities were dug
up in the Gobi Desert and archaeologists
found clay tablcts and other artifacts which,
when compared to reconstructed European or
even to early §-iskrit, made it apparent that
the writing «.. the tablets was in a language
descended from Indo-European. We call this
language Tocharian and it was sufficiently
distributed in the Gobi Desert to be recorded
in two forms, Tocharian A and Tocharian B.
Why were there two dialects? Here is one
thing we mean when we say that lanjuage
always changes. If two sets of people speak-
ing basically the same language are thrust
into two sets of places, apparently they'll
originate language variations and in time they
will be speaking noticeably differently with
the distinct possibility that eventually they
won't be able to understand one another.
Placing people in separate ascas creates whal
we call dialect, t.e., when languages change
enough so that you notice a marked difference
but not enough so that people can't under.
stand each other.

Now, we're in the presence of another con-
cept. I have told you that language always
changes. I have to go further and say that no
person ever speaks exactly the same language
that another person speaks. An individual's
pattern of speech or langvage is an idiolect.
Up there in the Gobi Pesert, there were a lot
of people like you and me, each one industri.
ously speaking his own idiolect. But they got
broken up enough so that one group spoke
Tocharian A and another spoke Tocharian B,
and probably there were some Tocharian C
speakers who were unfortunate in not having
thvir clay tablets survive. There never was a
time, however, when half of the Sanskrit
speakers decided to speak Tocharian A and
half of them Tocharian B. Languages change
infinitesimally. So, nne would not say that
Indo-European b~came Sanskrit and Sanskrit
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became Indian; this just isn’t true. We have
some samples of the language as spoken 2,500
years ago (quite different from what they’re
speaking in India now) but the change didn’t
come in one grand, wild leap of 2,500 years.
The language kejt changing and the people
that were speaking Sanskrit were no more
aware of thal change than we are that we
were telking in a slightly different idiolect
yesterday.

There obviously have been hundreds of
dialects and perhaps languages that we don’t
know anytliing about that died out. We have
no reason to think that these languages died
because the children got to saying “ain’t.”
The languages died because the speakers died
or because they were overcome in war, poli-
tics, society, or something else. Languages
cannot die of themselves. They die only be-
cause something untoward happens to the
speakers of the language. But many lan-
gucges have died, of course. We know of
more than 3,000 languages that did exist on
earth and there are msuy fewer than that
now.

The Hellenic languages were another sub-
family of IF. Some of these people moved
east and used what we call Old Slavonic and
that’s given us Russian, Polish, and various
other Slavic languages. Some of these moved
west and this western division included lan-
guages like Celtic and Latin, offshoots of
Celto-Italic. The Celts tended to be in north-
western Europe, on the peninsulas and is-
lands, and the Welsh, Irish, and Gaels and
Bretons are remnants of them, Meanwhile, the
southern movemen! of the western stream
(sometimes called Italic) gave us Latin and,
as you know, from Latin comes the Romance
Languages.

Proto- Germanic Origins

The IE language that we're most interested
in is Proto-Germanic. Proto-Germanic broke
up into various dialects, West Germanic,
North Germanic, and East Germanic. There
probably was a South Germanic, too. Perhaps
the greatest of all these Germanic peoples, so
far 88 their impact was concerned at the time,
were the Burgundians, but today we don’t
have a whisper of Burgundian. We don’t
knew what it was like except that it must
have been a Germanic tongue. If any of our
ancestors had been pious and zealous enough

ERIC

Aruitoxt provided by Eic:

to translate the Bible into Burgundian, we
might know something about the language
today. But I gatner they weren’t. Ore Egyp-
tian — Ufilas — was pious and zealous
enough to translate parts of the Bible into the
Germanic language that he knew and hence,
we do know something about Gothic today.
Ufilas' translation of the Bible survived in a
unique manuscript in Sweden.

The Gothe were pushed out of the way by
the invading Huns and other people bringing
another kind of language. They were speaking
a Ural-Altaic language from Siberia. These
people went down into the Balkan Peninsula,
over into the Italian Peninsula, conquered
and sacked Rome, went on to what is now
southern France, down to Spain, down in
North Africa, and, finding they didn't like
North Africa after all, came back to Spain
and settled in southern France. One branch of
these people went north. They lived in the
northern zart of Europe and up into what is
now the Scandinavian Peninsula, and after a
while they spoke what we call Old Norse. Old
Norse resembles Old English in some ways
but i¢ distinct. And from Old Norse comes
Icelandic, Danish, Swedish, aad other tongues
in that area.

Some of them came west and from the
West Germanic people we get High and Low
Germian, meaning only that some lived up
near mountains and some lived down near the
seashore, The people who lived up toward the
mountains spoke what is called Old High
German which has now become modern Ger-
man,

Those who lived down toward the seacoast
hai somewhat different dialects and from
these have descended Frisian, Dutch, and oth.
er languages. Another group went over to the
island of Britain and took with them notably
different dialects. These resulted eventually
into what we call Old English, and from that
Middle English with more dialects, and from
that Early Modern English with still more
dialects,

I hope that you do samething with dialects.
Sometime during the year get some dialect
records and play them to your students. An
ordinary American simply cannot understand
the variety of English dialects unless he hears
some of them. You know a little about it now.
You know that some people say ‘“Balmore”
and others say “Balmer." But this is a small
difference. People hear a Cockney accent and
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they assume that Cockneys speak this way
because they are uneducated people. What
they don’t realize is that Cockney is by no
means the most Qistinctive British dialect,
that there 1re many of them and that these
are different enough so that a trained ear can
teli the difference when he goes from one
parish 10 the next one. People from one part
of England understand people from another
part of England only with great difficulty
unless they are moderately well-educated.
They speak British, you see, and they speak it
a litite differently in Cambridgeshire than
they do in Lincolnshire but not enough so
that it really interferes with communication.
And you, as an American, will be slill worse
off. I have talked many times to Englishmen,
and not only did | not know what they were
saying, | didn’t know what the subject of the
conversation was.

There are a great variety of dialects and
these dialects go right back 10 Qld English, to
the way in which differences were enforced by
the Danish invasion and eventually the Nor-
man invasion of England. I do not think the
latter brought French 1o England with the
rapidity that is often assumed, but, of course,
it did have its effect, and particularly it had
its effect because it shified the capital of the
city from Alfred’s old capital at Winchester to
London, which was much handier for the
Normans. It was a much better port than
Winchester, which was not a port at all. The
connections with the Centinent were belter so
that French influences bagan countering in

London. And as the trade built up, as the

importing of iders built up, u.d as the im.
porting of goods bvilt up, these canie into (he
area.

Philology

This tremendous idea that languages exist-
ed as they do because they had conie into
being by descent and on the analogy of the
family, was nearly concurrent with the growth
of the German university, and German schol-
ars, on the whole, built up this whole family
tree, not only the family tree for Irdo-Euro-
pean but for other bodies of languag: such as
Ural-Altaic, that great body of languages in
Northern Asia of which Finnish is a language
of a subgroup called Finno-Ugric; the Semitic
body of languages including Hebrew; and the
Sinitic body including a large number of
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Oriental languages. Mary more are not as
large as these but we've been able to relate
almost all known languages to some other
known languages and reconstruct family trees
for them. Here and there you’ll find a poor
waif we don’t know anything about and
Basque is one of these. We’re beginning to
guess now that perhaps Basque descerded
from the Ligurians.

This endeavor 10 understand language by
reconstructing the past of language a.«d mak-
ing this reconstruction mainly upon the writ-
ten record was the job of philologists. The
philologists knew that language was spoken,
were quite aware that the I-do-European
could not have been able to write. If they had
been pinned down they would ! ave admitted
that language was sound and that one had to
think about it as sound (Grimm’s Law is a
stalement of the relationships of the sound of
the consonants) but they tended most to think
about language as written language, concen-
trating on the dead languages because these
were the most interes.ing ones to them.

Relatively recently, we have had a different
approach based upon the assumption that
language has individual sounds u".d that these
sounds can be identified. For instance, wken
you say the word tu‘or, notice that you do not
put your tongue in the same place for the first
t as you do for the second t. When saying the
word bit, you will find that you put your
tongue in still a third place for the t. The ¢,
then, has three different sounds at_ least. One
is initial, one is terminal, and another is the
medial. And I am sure you could find more ¢
sounds in English than that one.

This was a revolutionary idea. It got
people 10 look closely at contemporary lan-
guage; Lhey discoverzd they could find out all
sorts of Lhings about language if they exam-
ined it very closely in the way it exists now,
as a living language, and from this approach
has come the science of linguistics. 1 think an
acceptable definition, maybe the most useful
one, of linguis*’~s is thal it embodies all the
procedures for studying language in a way
which is likely to put the emphasis upen the
working languages that we know. So this
doesn’t mean that linguists deny philology.
They recognize that linguistics has grown
straight out of philology, for which linguists
now use the lerm historical linguistics.

All philologists use the languages that slill
exist; all philologists know that the sound

ERIC
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was important; all philolegists try to think
about the ways sounds change and the way
meanings change and the relationships of lan-
guage to human beings, tc the users of it, but
linguists shifted the emphasis a little more.
They are relatively more concerned with lan-
guage and they have developed speciiic tech-
niques which were unknown to the philelo-
gists. For example, you could call linguistic
geography one of the modern techniques. It
was actually discovered by a philologist but it
was pu* to work by the modern linguist as
one of a number of techniques characteristic
of modern language study.

I've already pointed out that all languages
presumably come fromn an earlier language
and that these languages may be in a lan-
guage family. There has never been a time
when the words that you speak that have
come from Indo-European have not been in
your language. A word like feet put your
ancestors back at least as far as Indo-Europe-
an. Every one of them called these pedal
extremities “feet.” They didn’t necessarily
pronounce it that way but they had some
sounds that denoted those objects and thus
you have the descent within the language. 1
emphasize descent because one is inclined to
say “comes from.” Here, “¢>mes from"
means it comes from Indo-Eur.pean and it
just kept coming all the time.

If you'll look in the dictionary, you’ll find
that a relatively small percentage of the
words you use have come to us in that way.
They're likely to be very important words —
tkey're “man,” “woman,” “house,” “home."”
These are the words people live with; they’re
likely also to be “and,” “but,” “of,” “into,”
“off,” and so forth ~ the kind of words we
speak with. But the words that come from
someplace else than Indo-European are very
much more numerous,

Borrowed Words

Here, then, we are in the presence of the
process of borrowing. Anytime a body of
people has contact with another body of
pecple, some words will leap across this bar-
rier.

This is a different phenomenon. A word
like “foot” has come right down from Indo.
European speakers and there's never been a
time when your ancestor was not using the
word “f10t.” But only recently have we been

using the American Indian “pogonip” and the
Pennsylvania Dutch “cruller” and *pan-
haus.” They are borrowed from someplace
else and we have gotten them because we had
some kind of contact with people who used
that word and for some reason we thought it
would be handy to have the word. So we just
took it. I think it will be interesting to young-
sters and be fruitful for them to know that
most of our common words come from Old
English and that most of our specialized
words are borrowed. If we want to make
people’s backbones tingle, we usc a very large
part of Old English words becausé those are
the bone-tingling words, those are the words
people have lived with.

As 1 have said, English - an Indo-Europe-
an language, part of the Gerinanic branch of
that language. The ancient Germanic-speaking
people had already had some contact with the
culture that was flowing north. Roman trad-
ers worked through them because Roman
goods were much better than the goods they
had, and Roman words began to infiltrate
their language. For instance, an inlet from the
sea into which you could get away from a
storm, was a harbor or a haven, i.e., it was a
place of safety. But it this thing was devel-
oped with marine facilities by the Ronans, it
acquired the Roman name and was called a
port — and cne distinguished between a ha-
ven and a port. A haven was a phenomenon
of nature, a place that had always been there;
a port was manniade, something with wharves
and piets that could handle vessels of the size
the Romans used.

More words came from the Continent, par-
ticularly when Chiistianity was imported and
more or less became the official religion. A
great body of the early import borrowings in
vocabulary were Latinate words involving ec-
clesiastical terminology.

{1 is extremely unusual to find a word that
has been devised in recent limes. New uses
for old words are constantly being devised,
but 1he great bulk of the words in ours or any
other language, so far as we've been able to
discover, have eithet descended froin ar.cestial
languages or beer. borrowed from some.
place else. They already exist in that lan.
guage, and we just take them more or less
wh(ﬁe.

The major fact of our history is the! most
of what we have we borrowed and we bor.
rowed on a line from the eastern Mediterra.
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nean, west of the Mediterranean, north across
Europs, and from the British Isles to this
country. We have a great body of werds that
have come to us from France, but some of
these words got into French in a special way.
Thes word “franc™ is a Germanic word. The
Frenely picked up a few words from the Ger.
mans. They were Gauls and the Gauls were
Celts, so the French picked up a few Cellic
words. Of course, we boaowed them. We
didn't care or know whetker they were Celtic,
Greek, or Latin, or what they were.

We have borrowed, then, from French, we
have borrowed from Latin before it got to
French, we have borrowed from Greek before
it goi to Latin, and so on. The result is that
we have a large body of borrowed words.
Those borrowed words can come from many
sources but by a curious accident we have
borrowed most of them from right within the
Indo-European family.

When the Germanic.speaking Norsemen
came (o Britain they brought their dialects
with them but some changes which had al-
ready taken place in Old English had not
taken place in Norse. For instance, the [k]
sound which was common in Germanic
tongues had become [tf] in some (but not
all) English dialects. You can still attend a
“kirk” in Scotland, but when [k] became
(t5} the word became “church.” This sound
change did not take place in Old Norse, One
modern word that descended from the Qld
English stream js shirt, and if it had come
through O1d Norse it would have been skiri.
That is, the [f] in Old English represents
an [s] plus |k] sound which did not
change in 01d Norse.

The impact is nol very great, as a matter of
fact, because modern Engtish descends mainly
from the dial=ct of London. And thus it did
not preserve so many of these northern forms.
If it hadn’t been for the Norman influence,
which made London the capital, we might
very well be using more &, g, and sk sounds
than we do.

As I've said before, there isn’t any brear in
language. The Normans came in in 1066, end
while historians tend to end the Old English
period around the year 1100, this doesn’t
mean that people stopped talking 0ld English
en January 1, 1100, and started talking Mid-
dle English. There were dialects and these
dialecls went on. But language did change —
English changed — at a remarkable speed in
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the Middle English period. And it chzaged
rapidly, for a number of reasons.

Reasons for Changes

Orne is that language is likely to change
when it's fighting for its life. And Old English
was not only fighting for its life; it was
fighting the underdog fight -— or it looked
that way. All the learned people were speak-
ing and writing Latin. But it wasn’t the Latin
that survived. And the more fashionable
people, ‘he business people, anybody who had
to get .noney out of the government, were
speaking French. French was the business
language, the language that people were
taught, the thing they learned in school. Or it
was French of a sort, developed by whatever
teachers they had who had learned French as
a second language. But the main language
was obviously not English. It was something
that came in with the Normans and developed
from the Normans. And sometimes it devel-
oped a long way.

Just to show you how far this sort of thing
evenlually went, here is a handsome sentence
picked up by R.W. Chambers out of the law
courts: “Il jeter un brickbat qui narrowly
missed.” Most of this is French.

Clearly, during this time things were hap-
pening to Middle Englich with its confusion
with French. On- thing that began to happen
fairly soon was that Middle English picked
up a large number of French words, These
did not come mainly in the Anglo-Norman
dialect. They did not begin to come in any
number at all until a couple of hundred years
after the invasion, in the Middle Ages so far
as culture was concerned. The Mediterranean
culture which had been building up was now
rolling in heavily. because the Erglish people
evenlually conquered France. Many more
words were borrowed while the Englishmen
were running France than there were while
the Frenchmen were running England. Who
beat whom doesn’t make very much difference
to language, but who uses whose goods does.
And there’s no question that the goods were
going mainly in one direction and that the
words went right along with them.

You can find many examples of this. One
example is found in Chauc,. When Chaucer
speaks of an ordinary clock, the kind ore
might have in one’s home, he calls it a clock.
That is, it was an Qld English instrument,
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verhaps not a very good one, but it was such
as they had. But in the passage in the “Nun’s
Priest Tale” in which he’s telling how accu-
ratle was the rooster's sense of time, he says
that the rooster’s crowing was more accurate
than the horloge. A horloge, of course, is just
a French clock but it was the kind that was
imported from abroad and put up in the clock
tower. So, if you imported goods and ideas,
you also imported the words with them and
you used your regular vocabulary for your
native stuff

The greatest body of barrowing, the highest

rcentage of borrowing, that the English

ave ever done was in the Fourteenth Cer..
tury, and the new words came mainly frois
French and after that from Latin.

When London became the capital, a lot of
Midlanders moved down to London. Al
though people were coming from every direc-
tion te London, on the whole, the great bulk
of people, the great bulk of culture, tended to
be northern and eastern, as against southern
and western. Because London was making
itself felt throughout the country, this mid-
land dialect became the central dialect as far
as the growth of the language is concerned.

One hendsome old fib perpetuated in the
textbooks is that English grew from the dia-
lect of London because Chaucer wrote the
language undefiled and that he was the one
that fixed the language for us. But poets are
not the determiners of the language. A good
poet certainly has more impact upon the lan-
guage than a good cabdriver has, but it is
probable that all the cabdrivers of the world
have more impact on the language than all
the poets of the world because there are just
more cabdrivers. And students are going to
do more to determine the language than
teachers will.

The Dialect of London

Modern English descends more than any-
where else from the dialect of London just
because that was where the industry centered,
that was where the commerce centered, that
was where the government centered, that was
where the sociely centered, that was where the
thinking centered. London rapidly became the
biggest city, and it was also the exporter of
the language as well as it was the developer
of the language. So that, for instance, if you'd
compare Chaucer’s Canterbury Tales with the

I

contemporary work, Gawane and the Green
Knight which was probably written in Lon.
don, too, although by a northwesterner, you
will find that the language in Gawane and the
Green Knight appears to be about two hun-
dred years older. Why? Because the changes
in languag: were centering in the southeast.
The grammar was becoming more simplified;
the endings were falling off more; probably
some of ti.2 changes in sound that are charac-
teristic of Modern English were already de-
veloping as well as a great efflorescence of
vocabulary and a specialized vocabulary. The
hiorse and his accoutrements were well-named;
they usually carried French names because
the military equipment was developed in
France or on the Continent and came threugh
France, and the horse and his rider were
handsomely adorned with fancy French-named
srmor. But any ¥nd of specialization, and
kind of development, was likely to be the
center of a whole body of importation of
foreign terms. The more learned used Latin
terms, the less learned used French terms,
and the good, snug, homey peopte still used
Old English.

The great English vowel shift was just
beginning to move through the language so
that for practical purposes we can use the
same sound system on Middle English that
we use an Old English, except that by then
the dialects were more pronounced.

urammatical Changes

Grammar was changing very rapidly. Most
of the fairly complicated endings were no
longer so complicated. The genitive plural of
a gord many Old English words was ‘‘ena,”
but it doesn't occur very frequently in Middle
English. Those endings that had been made
up of a vor el and a consonznt were likely
now to be reduced fto a vowel — to the
“schwa.” There was no regularity about this.
Chaucer used an infinitive without any end-
ing, he used an infinitive with an *¢” ending,
he used an infinitive with an “en" ending, as
it was in Old English — all depending upon
whichever one happened 1o fit his rhythm and
his thyme scheme. Obviously, he was hearing
them all on the streets of London and he
would use any one of them just as a poet
today feels that he can thyme a.g-a-i-n with
either rain or ken and be entirely respectable.

There was obviously great variety of pro-
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nunciation. The northerners spoke with many
more velar consonants, and if you don’t be.
lieve that Chaucer had noticed this, read The
Reeve’s Tale where he introduces a couple of
boys who are talking a northern dialect. So
far as we can reconstruct the dialect of the
north, Chaucer was reproducing it quite ac-
curately. And if there is some little difficulty
in applying modzn sentence patterns to Old
English there is almost no difficulty with
Chaucer. You can read it, as far as word
order is concerned, as though it were Modern
English.

Mechanics become particularly interesting
in Middle English. In the Old English period,
most people did not write and if they did,
they wrote in Latin.

With the two prominent dialects of the
Middle English period problems presented
themselves. A westerner would write weold,
for world, an easterner would write werfd.
One word girl was spelled gyrl or gurl in the
west and ger{ or girl in the east. The dialectal
differences led to differences in spelling. 1've
seen one manuscript, a publication of the
Early English Text Society, in which the
scribe used the same tord in four successive
lines of poetry and he did not spell it the
same way twice in any of those four lines.
Scribes obviously didn’t have any agreement
between them about spelling and some just
didn’t bother. The idea of correctness in spell-
ing simply didn"t exist.

Puictuation wes beginning to be used a
little although it lad not been much used
earlier. The oldest punctuation mark is the
apostrophe. It eppeared because when the
alphabet from which the Latin alphabet de-
scends was first developed it conlained only
consonants and just didnt bother with the
vowels. People wete supposed to know
enough to put in the vowels, and they merely
put a little m=rk at the top of the word to
indicate the omission of the vowel. This mark
became our apostrophe, which still indicates
an omission.

Punctuation

About this lime — the 14th and 15th
centuries — more use was being found for
punctuation although there was no uniform
svstem. A dot would appear at the top, or at
the buttom, or in the middle, and, apparently,
for some people each of these positions had a
meaning. With Caxton's first printing some
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uniformity began to appear out of necessity.
Caxton used almost nothing but slanted lires
at the end of sentences and this served him
well except when he got to the end of a
paragraph. But it took the printers to show us
how to punctuate,

Printing, however, was not & linguistic
phenomenon. It was an cconomic one; Caxton
printed almost all textbooks, or relatively
popular books of instruction, or religious
books.

Caxton published only one book written by
a contemporary which one would call liter-
ary, Malory’s Morte d’Arthur, and Caxton
published it because he thought it was his-
tory.

Pize zally speaking, except for a rather
slight normalization of mechanics, printing
had relatively little influence upon lunguage.

The Renaissance, Shakespeare’s time, be-
fore and after, was marked by another great
influx of culture, flowing in from the Conti.
nent in the 15th and 16 centuries, in fact to
the 17th century. But it wasn't a rebirth of
something dead. It was a shift in emphasis,
and it certainly was an acceleration.

Grammar had gone on changing rapidly.
By Shakespeare’s time, most of the endings
were gone. We haven't been able to lose
endings since Shakespeare's lime (we didn't
have very many left to lose) and some of
those that we kept have been pretty useful.
We wouldn't neeg to use the plural in a
language, we could get along without a plu-
ral, but it is a handy device. The fairly obvi-
ous changes that were occurring were less use
of inflection, more rigidity in the sentence
patiern, and more development of devices like
the subordinate clzuses and verbal construc-
tions.

By the 18th century, language was pretty
orderly in appearance. Spelling was a little
different, but not much different. People still
didn’t know what to do about punctuation.
They were using a lot of colons where we
would use semicolons, but they were con.
scious of puncluation and they taught it. And
their idea, apparently, was to let punctuation
indicate the amount of pause that an actor
would use on the slage — counting one teal
for a comma, two for a semicolon, three for a
colon, and four for a period.

But there was no agreement as to how to
use capitals. Some people capitalized all
nouns anJ printed all proper nouns in italics.
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In spite of a lot of variety, people obviously
were working toward some kind of regularity.

By now they were talking about vocabu.
lary, and there were those who didn’t like
“‘newfangle” words, as they calted them. The
word was ftem Middle English — nrewe fan-
gel. One should use only English words, they
said, and nol terms cooked up out of Latin.
Another argument was whether to use more
Latin words, not more Latin, because by now,
of course, Latin was taught in the schools. All
educated people knew Latin, and they could
deliberate on these matters. Other people de-
fended the beauties of the English language.
Spanish and similar languages were consid-
ered effeminate but English had the good
virtues of solid English yeoman.

Policing the Language

All sorts of people now knew Latin and
they were beginning to write grammars. Ben
Jonson wrote a grammar of English on the
basis of Latin. He just took a Latin grammar
and found some English examples to fit the
Latin rules. Such grammars were the basis of
the English grammar for a good many years.
By the 18th century, grammars were being
written in English instead of in Latin but they
were still based on Latin grammar.

People had now become concerned with
how 1o behave. Because London had become
a fashionable court, one had to do the right
thing, the elegant thing, the appropriate
thing. So all soris of peopie were policing the
language. “This was right, that was wrong.”
“This was barbarous and not only was this
barbarous, but everything everybody else
wrote was barbarous.” “I'm the only one who
knows the language,” one of these would say,
*“and the others are all wrong.” If he could
find a Latin rule to fit a case, it was right. If
they couldn’t find a Lalin rule to fit, it was
wreng.

The 18th cenlury was sure that Latin was
right and that English was wrong. The 18th
century relied on what they considered a
fundamental principle called universal gram.
mar. Their notion was that since God gave us
language, he must have given us grammar,
and that whatever grammar we got from him
would be divine, perfect, and holy, and that
any change of this grammar rust be a de.
cline from it. All one had to do was just to go
back to whatever God gave us and that would
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be correct. One assumed that this grammar
would be Latin because, after all, Latin was
what God and the angels spoke in Heaven.

The reason one couldnt find as much
grammar in English as in Latin was not that
— as we understand today — because the
languages were essentially different and the
grammars couldn’t be expected to be the
same, but that English, something spoken in
the barbarous islands off the coast of Eu-
rope, naturally, would have declined more
than God’s own language, Latin, or Greek,
the language of the highly respected Aristotle.
Between God and Anstotle one would find
the nearest thing to perfect grammar, the
nearest thing to a universal grammar. If one
wanted to find out whether an item of gram.
mar was right or wrong, he just went back to
Latin and Greek; here, while one might not
be quite at God's elbow, at least he could be
fairly close o His footstool.

Cartesian Linguistics, a new book by
Noam Chomsky published by Harper and
Row, is going to attract quite a lot of atten.
tion. Chomsky points out that a man like
Descartes was smart enough to realize that
there must be something like a universal
grammar; that is, since we are all human
beings with somewhat similar minds, if we
got deep enough into language, we must come
to a place where there’s something universal
in it, And by universal grammar Descartes
means the inevitable relationship everywhere
between language and mankind. But 1o the
18th century mind, universal grammar meant
Latin grammar.

Grammatr is not of the earth solid. It comes
from life and is to be understood as life,
growing, changing, phantasmagoric. We have
not always understood this. We have some-
times tended to study grammar as we sludy
geology, the record of something laid down
rock-ribbed and ancient as the sun. Instead.
we should study it as we study zoology, a
subject order with system, with symmetry, yet
one in which change is the essence, not the
accident. True, some grammar must be pur-
sued as we pursue paleontology, the persistent
remains of old life. But although the paleon.
tologist is studying trilobites as part of a now
unalterable record, if he studies them only as
rock he will never understand them. As rec-
ords they are revealing of life and time, and
as time they are dioramas of ancient life,
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So biis of old grammar can be studied as
sounds which no longer seem regular or as
spelling problems to trouble the young. But
as records they reveal time and the human
mind in the ancient sea of living language.
Grammarians have sometimes misread the rec-
ord because rigidity in grammar has its
philosophical foundations in the 18th-century
concept of universal grammar; it recruited its
scholars from among the authoritarians, from
among those who love security and authority
more than they love life. Even the more
liberal students of language have not always
been mindful of the zoologic nature of gram.
mar.

The philologists, for example, endeavored
to study language objectively. They did excel-
lent work upon which modern linguistics has
its firm foundation. But they sometimes forgot
that in language the study of a letter of the
alphabet killeth but the sound giveth life. A
word may acquire grammar from its circum-
stances as in: “How are you coming?” “Fin.
ished.”

Even physical circumstances may supply a
sort of grammar. For example, the sign on a
store front, “John Bean Jewelry,” does not
imply that the vproprie'or’s middle name is
“Bean.” These minor cvidences of grammar
help to define grammar itself, to put limits to
it. Grammar is the elaborate formalized and
highly specialized means with which linguistic
units can be used so that a language becomes
adequate for tne subtle and infinite demands
made upon it.

Curious Paradox

We must now observe a curious paradox.
Although grammar is universal in the sense
that all languages have grammar and appar-
ently must have it, no two languages have
been discovered which use the same grammar.
No language has ever been discovered that
used only one grammatical procedure. All
languages use some combination of more
than one grammatical principle, and each of
these various devices is apparently almost
infinite in its possibilities.

English uses word order as a linguistic
device. A "cold head” i not the same as a
“head cold”; “grammar, science of the"
means nothing except in an index; “grammar,
the of science” means nothing at all.

In language we're likely to have two sorts

1
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of things: linguistic units that are associated
with meaning, and some way of working with
them. We can either keep them apart or we
can put them together. On the whole, our
attention has been drawn most to putting
them together because the grammar that
we've tended to venerate has been one that
has put them together in certain ways. We
can guess that units of language tend to get
together in some such way as this.

Suppose we have a unit that means “wom.
an,” and another unit that means “lots of.” If
we then have quit= a number of these charm-
ing creatures we can stick the symbols togeth-
er and we have “lots of women.” Likewise, if
we have something that means “ducks,” we
can combine it with the “lots of”’ unit and get
“lots of ducks.” Now, pretty soon we have
some symbol that means “more than one.”
We can assume that this is the way plurals
developed, that we had a8 meaningful designa.
tion which became a classifier, a classifier
which could then be attached to anything to
obtain some kind of recognized use.

Language students tended to notice that
some two units can be put together and retain
their integrity. For instance, we certainly do
this in making vocabulary, what we call com.
pounding. The classroom blackboard used to
be called a blackboard because it was a black
board. Now many people call them chalk.
boards. But in any event, “black” and
“board™ and “chalk’ are a}l units and can be
used without each other for semantic pur-
poses, but, of course, they can be used for
grammatical purposes, too. Or we can have a
unit that has a meaning and which can be
used by itself. To it, we can append things
that cannot be used by themselves but still do
have a known use, the things we call affixes:
prefixes, if they come at the beginning, in
fixes, if they come at the middle, and post-
ffixes or suffixes if they come at the end.
English does use this device within limits for
grammatical purposes. For instance, suppose
I invented a gadget and called it a “gipso.”
Then if 1 attached it to another machine it
would be said that 1 had “gipsoized” that
machine. And if you knew what a “gipso” is,
you would know what “gipsoizing” is. |
could adapt this to a television set and there.
fore have ‘‘gipsoized” television. Once a word
has a meaning, it can pick up the sullix -ize
and the like.

o
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We have the term “synthetic,” putting
things into a whole, for the kinds of grammar
that I've been describing and other terms,
“inflectional,” for example, are used for
these. .

One assumes that there’s a kind of a pro-
gression here; that we start by sticking to-
gether meaningful units, roughly keeping the
meaning that they had, and then doing this so
much that we gel to using a unit just for that
purpose even though it still retains some of
its old life as a meaningful unit. And then,
finally, it goes on so much that it doesn’t any
longer have this life.

This, of course, is all postulation because
we have no language that we have been able
to trace through this whole sequence. But it
seems plausible that if we start sticking things
together, when they are linguistic units, we
can’t go any further than the time when
they’re reduced to no meaning at all but a
use, probably as some kind of classifiers. And
most of these classifiers are quite small.
Sometimes we get them with several syllables,
as ena in Old English, a genitive plural where
we probably have the remains of two classifi-
ers run together, ore indicating plural and
one indicating something like possession.

Another aspect of combination is some-
times called incorporation. This is a device
which English uses a little. If somebody says,
“Get out!™ he needn’t include the subject, but
we would assume that the subject is included
in the verb.

You know that Latin uses incorporation to
a considerable extent. It can put any of the
pronouns that can be used as the subject
within the verb. Some American languages
not only incorporate the subject in the verb;
they also incorporate the object in the verb so
the verb shows who's doing what to whom
and why.

It is possible for even one of these prin-
ciples of combining 1o become quite complex.
Indo-European had more than a dozen differ-
ent classes of nouns. And Indo.Europeans
had three different classifications of modifiers.
So there was one set of endings on the nouns,
another set of endings on the modifier and in
Anglo.Saxon even the article was declined. So
you could get the article declined one way,
the modifier declined another way, and the
noun declined still a different way. These
things can become compticated,

Q The other way of handling the linguistic
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units is analytic, keeping them apart in vari-
ous ways. One of the most obvious things is
to change the order; we can have a fairly
rigid order for things if they go together one
way and a different order if they go together
another way. We can build up fairly rigid
patterns. Once we hear the syllable “the” we
have started a sequence which has to end in a
name for something. We may say, *“The very
canlankerous, long-nosed, objecnonable .
but we've got to get to “man” or something
like it; we can't just keep going.

Obviously, other sorts of things can be
done. We can use some kind of word to
indicate a relationship. Say ‘“‘of ducks” and
everyone knows that the ducks are now relat-
ed to something else. It can be dozens of
ducks. Tt can be a number of things, but
ducks has now been introduced into some
kind of sequence in which modification is
involved. The word of — which nobody can
define — indicates relationships. And, obvi-
ously, English has gone on using this device.
It’s clearly one that we have been developing.
In earlier O} English, even where we can
find some order we can’t translate it with any
cerlainty unless we know the paradigm sys-
tem that had descended more or less from
Indo-European. And as English changed, the
order became important; the inflections be-
came less important; the inflections became
less important until now we do not have
many of them anymoi:. At the same time,
these other devices were developing. Indo-
European had verbs but no use for what we
call auxiliaries because the verb carried with.
in jtself classifiers which indicated how it was
being used.

We find more complex verbs in Old Eng:
lish, but, relatively speaking, not very many,
but we now have great streams of them. I
could not go to the concert last evening but |
should havc liked to have been able to go.”
We can build up extremely exact words. That
process obviously has grown in English. Old
English, of course, had no specific future. It
used the present for the future and maybe it
wasn’t very n.uch interested in the distinction
between what is going on now and what is
not quite yet going on, But, if it had to make
that distinction, it had ways of making it with
other words, devices to indicate time.

0}d English did, however, have a few
words that were turned to this purpose, al.
though presumably in Old English they were

16
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not yet used to this way. It had the word
“sculan® which meant “ought to, should have
an obligation.” ’

We can say now, “Mary is goingto get mar.
ried.” If this sentence had been said long
enough ago, the assumption would have been
that Mary is undergoing transportation. She’s
afoot or she's on horseback or she’s in a
buggy. And when this movement stops, she
will be at the point at which matrimony will
occur. That’s not what it means any more.
That is, the semantic meaning of “is going® is
almost completely lost, and it's obviously
becoming a future.

There is no one language so far as we
know and ‘here never has been a language
that can be described by one principle in
grammar because languages always use more
than one. But if a language uses one kind
dominantly, for convenience we call it by that
principle. And on that basis we would charac-
terize modern English as an analytic lan-
guage. For grammatical purposes, we use
word order. We use the words that we have
taken from elsewhere and make them into
auxiliary kinds of things. We clearly use tlis
device more than we use inflection,

But since there will alweys, so far as we
know, be more than one grammatical prin-
ciple at work in any language in any given
time, there is no such thing as the grammar
of English or of any other language, if you
think of grammar, as most people do, as a
body of grammatical statements.

All modern grammarians now quite {rankly
agree that it’s possible to accept not only one
of several fundamentaf principles of language
but also one of several secondary decisions.
They apply the principle of parsimonv and
adopt whatever gives them the simpler and
better ordered statement.

Grammatical Statement

A grammatical statement is a human edi.
fice. It’s something thet we raise in order to
promote our understanding of the language.
It’s not what’s there. It isn't possible to say
what's there. We may come close enough to it
so that most people Will agree, or at least we
may come close enough to it so that we get
an ordered slatement. But all we can hope is
that once we have eslablished our assump-
tion, we can come to something like an syree-
ment as to what the statement about the
language would be.

17
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The grammar that got started when we first
became self-conscious about grammar was
based upon Latin grammar, and based to a
remarkable degree on an elementary Latin
book, of all things. There were betler ones
but they were hard to come by. The one book
that was readily come by, and the one that
teachers knew and used, was the one that
labeled the eight parts of speech. And that’s
the reason we have eight parts of speech,
because, in the simplifying manner in the
Middle Ages, it was decided there were eight
parts of speech in Latin. If Latin was the
universal grammar, there must be eight parts
of speech ir: English. So we conjured up eight
parts, and there’ve been eight parts ever
since. This is the assumption that the lan.
guage will be best described by identifying
the parts of speech.

If we examine English, it’s pretty hard to
determine what the parts of speech are except
as we find a word in use. But in an inflection-
al language if the word carries within it a
form, and this form means that this word can
work in only certain ways, the part of speech
idea becomes applicable. If we learn Latin,
we scrupulously learn that certain forms can
be this, or this, or that, and we check to see
which one will make sense in this sentence.
Within limits we can describe the grammat.
ical properties of any given form in the Latin
language. In English, however, form is not
the best approach, although it certainly has
its ue=, for English oporates under more than
the one principle inherited from Latin.

This was, on the whole, the approach to
grammar in the 19th century: defining the
parts of speech. People through the 19th cen-
tury tried to be scientific. And the grammat.
ical theorists called themselves scientific. That
is, they had found a way to siudy language
objectively to an extent it had not been stud.
ied before. They had found a way of express-
ing we history of a word and how that word
grew. They called this being scientific and
compared to the irresponsible thinking about
language that had gore on before, it was
scientific. Etymology was more scientific than
grammar because it was relatively easy 1o
trace the development of a word, but how
could they measure grammar? They could, a
little, by naming the pa:ts of speech and
defining them but this wasn’t very scienlific
particularly since many words just wouldn't
fit the definition.
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Valid Grammar

Early in this century. in trying to find a
way of being more scientific about language,
people realized that languzges could be ap-
proached from one point of view — sound.
We're assuming now that we will get a valid
grammar by siarting from sound. And wheth-
er or not it’s the most useful grammar, the
most nearly valid grammar, at least this ap-
proach is legitiinate if it develops as a way
that is consistent within itself.

The starting of language study with sound
was combined with another idea, that is, that
sound will always have some kind of order of
appearance. Languages have some kind of
rigid structure and you can, by definition,
reduce any language to its units of sound and
then determine the order in which these
sounds can occur, what the structuralists call
the “privilege of occurrence.” They analyze
the language on a structural basis by first
breaking it down into all of the sounds and
then finding out which can occur with others
and in what order they occut. And when they
get that they have an objective description of
the language on a fairly simple basis. This is
what is called structural analysis or structural-
ism, or more commonly structural linguis-
tics.

The structuralist works on existing lan-
guage and tries to extract the grammar from
it but we've lately decided to work on the
language that is coming into being and find
out how it comes. Because since this is lan-
guage in process of generation, we call it the
generative grammar of the language as it is
developing. Generative grammarians have
tried to write out the laws that would describe
the way tne English language comes to be.

This gets pretty complicated unless you use
another device called ‘'Transformatien.” For
instance, the sentence, “The dress is red,” can
be transformed into the phrase “red dress.”
Conversely, adjectives can all be transformed
into one of several types of sentences. This
allows you to make a much simpler statement
description of the whole language, but I'm
not going 1o go into that at this time. It can
get elaborate and, as far as I'm concerned,
that’s the difficulty with it. It rapidly gets
elaborate.

You'il find that Noam Chomsky's little
book, Syntactic Structures, is the foundation
~* this abuse of generation in grammar. This
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is a little book of a little more than 100 pages
and it is one of the toughest litile books that |
have ever encountered. I read it again and
again till I knew what he was saying. But he
gets only just barely past the simple sentence
and I can tell you that so far as I'm con-
cerned the major problem in grammar is not
to be found in the simple sentence. But any-
way, you will hear more about that and more
about its uses, if it has uses, and it now looks
as though it has great uses. It's being used in
many schools and with quite a lot of apparent
success.

We should, however, develop a different
grammatical statement. Are we to start with
the assumption that function is primary in
English and develop our description centrally
upon function, using other grammatical con-
cep's only when we need them? As yet this
has aot been done with enlire success al-
though great progress was made by the Dan-
ish grammarian, Otto Jespersen.

When ! said that no satisfactory grammar
of English iras as yet been based upon func-
tion, [ was not at all implying that the present
statement would be satisfactory. If it is any.
thing at all, it is a pioneering work, end
pioneers characteristically make blunders
which become laughable in light of later
knowledge. As Sapir put it, all grammars leak.
And | shall be happy if this one proves only
moderately sieve-like. And even if it should
prove to be essentially soand, it will be too
brief to be adequate as a description of the
working of the language. | make my observa-
tions about previous functional grammatical
statements only to justify my atiempt. Previ-
cus efforts to write & functional grammar of
English have not been sulliciently successful
to preclude further similar contributions.
And P'd say that this does grow out of
something I have already said in a still
more elementary way in the Mracle of
Language.®

I should admit that my grammatical state-
ment will not be scientific. Most grammars
ere not scientific in any greal sense. Exact
science requires exact measurement, and no
one has yet been able to measure all aspects
of language exartly.

Structural linguistics makes some pretense
to scientific accuracy and is more exact than

Z Charlton Laird. The Miracle of Language (New York, Fancett Rorld
Tibsaiy, 19651
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the grammar | shall propose because it rests
upon sound, which is measurable. But it can
maintain even rough accuracy, at least at this
time, only by ignorirg the larger aspects of
language.

The Main Use of Language

1 shall endeavor to be as objective as |
can, but that will not be very objective. 1 shall
in part use meaning. Many students of gram-
mar have demonstrated that meaning does not
provide an adequate means of measuring
grammar. But most students have found it
reliable if it is used with restraint. Even in
structural study it is used in deciding whether
two locutions are or are not equal. I shall
assume that, for grar.natical purposes,
the main use of language is to express or
convey meaning. [t can be used for other
purposes, to make an impression, to relieve
one’s feelings, to produce musically pleas.
ant sounds. But these minor purposes of
language do not much involve grammar;
consequently, I shall assume that sentences
have different meaning. Having different
meaning, they have a different grammar
unless the difference is accounted for by
the meanings of the words. I should say
that She is happy and She is sad have the
same grammar because the difference in
meaning between the two seems to be ac.
counted for by the difference between hap.
py and sad. But She is spenking her
daughter has a grammar which differs
from She is ashamed of her daughter and
She is shamed by her daughter. Spanking
her daughter seems to have no equivalent
in the two other sentences and is seems to
work differently in the three seatences, as
does daughter.

Here's another insight, handsomely illus.
trated by a tale which, however apocryphal it
may be, reveals grammatica!l distinctions, Ac-
cording to the story, an American journalist
working abroad needed to know the age of
General Mark Clark. He wired his home
office: How old Mark Clark? The recipient,
finding this query facetious, replied, Old Mark
Clark fine. How you?

This tale is revelational for the nature of
English grammar and for the sense in which I
am using meaning as a measure of grammar.
In the sentence, How old Mark Clark? both
the sender a1d the receiver recognized al] the
words and knew Lheir possible uscs. They
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even agreed as to the word that was “under-
stood.” But they were assuming two different
orders, that is, two different positions in
which the word “is” was t¢ occur. The sender
meant How old is Mark Clark? but the
receiver assumed How is old Mark Clark?
Transposing old and is gave different mean-
ings to the statement and different uses to all
words in the sentence except Mark Clark. The
two sentences have different grammar be-
cause with the change of order the various
words worked differently.

Grammatical Sense

To determine what function is, 1 shall have
lo rely upon something which is called gram-
matical sense. Admittedly, grammatical sense
is nut uniform or objective. And it has some
of the same sort of objectivity that the
structuralist claimed for the phoneme. Liter-
ate users of the language would recognize it
and agree upon it. For example, most users of
the language would agree upon the subject of
most sentences once the subject has been
pointed out to them. Now, of course, we shall
find areas in which we're not certain of the
function, but such uncertainty occurs in all
grammatical statements about English, and
probably in all other languages. And at worst
we are likely to know when we are fairly sure
of the function and when we are not. My
grammatical conviction differs fundaraentally
from the belief of others who have written on
the subject in that I am making more allow-
ance than they have for the now well.recog.
nized fact that English is, to a large degree, a
distributive, isolating, or analytic language.
Isolating and distributive mean the same
thing as analytic.

Little study has been made of distribution
as a device. | am nct sure how generally true
my assumption may be, but 1 am assuming
that distribution as a grammatical principle
tends toward fluidity in grammar. At least, |
am convinced it does so in English, particular-
ly in the more elaborate structures, and this
fact has been insufficiently recognized, partly
because of the way in which grammatical
statements have been evolved. The grammar.
ian often starts with a sentence, like Adrian
hates girls, and notices that the subject is
Adrian, the verb, hates, and the object, girls.
It can scarely be denied that the sutject is all
subject and ncthing but subject, the verb all
verb, etc. Having established this principle in
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a simple sentence, the grammarian then as.
sumes that something like this pattern or a
similar one will follow through all sentences.
They always start with these very elementary
sentences in which you get as few words as
possible and as few ideas as possible. And I
believe, as | said before, that this is an
unwarranted assumption, that in most sen-
tences of any complexity in English the verb
and the complement are not likely to be
sharply distinguished but are apt to fade into
each other in varied and subtle ways. For
example, in the sentence, Preparing the bar-
beque, the host turned on the spit, we are
forced to accept spit as the complement and
turned on as the verb, since, in a noncannibal:
istic country, we cannot accept on the spit as
a modifier telling where the host revolved.
Similarly, { expect to have Uncle Jules for
dinner seems to be clear. But expect does not
here function quite the same as it does in /
expect the same old pork chops for dinner.
We should probably miss the ambiguity in /
expect to have Uncle Jules for dinner because
we should assume that the sentence niwans, [
expect to entertain Uncle Jules for dinner,
and not [ expect to broil Uncle Jules for
dirrer. That is, expect can be a verb followed
by a complement, as in [ expect pork chops
Sfor dinner but in [ expect to have Uncle Jules
for dinner, we might argue for sometime as to
where the verb stops. Is expect the verb, to
have the object, or is the verb expect to have?
As predicates become longer, we should prob-
ably face still more extensive confusion. In
You had better go about doing something to
gel that bicuspid filled, what is better? It is
indispensable to the sentence, but is it verb,
or complement, or neither? What about go? It
can scarcely be the verb since I had go makes
no sense. Is it, too, an auxiliary? Is to get an
infinitive, the complement, or is it a modifier
of something? Or is it part of the verb to get
filled? We might rather plausibly say that the
verk is had better go about doing, and the
object is something to get that bicuspid filled.
But we shall still have problems in both the
verb and the complement if we insist on being
very specific as to which word is doing what.
The fact is, | believe, that usually in
English words do not do one thing only, and
the meaning of one word helps to determine
the meaning ard the grammar of other words.
Consider the following: Little Evelyn tore up
© eet and The diesel shovel tore up the
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street. Both the meaning and the grammar of
tore up vary with the power of Evelyn and
the shovel. No doubt this fluidity is to a
degree characteristic of all languages, and 1
personally suspect it is to be found in many
grammars where it is not much revealed by
the generally accepted grammatical statement
concerning that language. But this is a large
problem and, fortunately, not our immediate
concern. We may suppose plausibly that fluid-
ity is notably characteristic of distributive
grammer, notably not characteristic of inflec.
tional grammar. In inflection, the inflectional
device identifies usually with some individual
word and limits the nature and use of the
word.

In Latin, if a word ends in -us, it can be a
noun of the first declension used as subject or
predicate nominative and not much else. Its
other possible uses can be treated with some-
thing like finality. That is, its function is
largely comprised within tlie word as well as
revealed by its form.

In English, the function of a word is not
usually revealed by its form and its function
is revealed by its relationship with other
words and is often shared with them. That is,
we are dealing here not with absolutes but
with strong tendencies. A Latin word may not
comprise one function and nothing but that
function within it, but we expect it to. An
English word may comprise one function and
nothing but that function within it, but we
expect it not to.

Major Functions of Language

Let us examine the major functions which
can be identified readily within the working
of the language. | should say that they are
five, as follows: (1) being subject; (2) being
verb, that is, predicating; (3) completing the
verb; (4) modifying; and (5) showing relation-
ships. We may expect that individual words
may participate in more than one of these
funclions and that most of these functions,
notably all but the first, are likely to involve
more than one word.

Of these five funclions, we may as well
start with the first, being subject, since it
seems to be at once the simplest and the most
certain. In one way or another, all English
grammatical statements apparently recognize
the existence of subjects, although not all
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grammar need so name them or make much
of them.

Looked at largely, an English sentence can
be broken down into subject and its modifiers.
This seems to be the way English works —
that we name a subject and then modify the
concept involved in this subject, The girls
are talking. The girls are lively ialkers.
The girls, talking about their dates, cfutter
like stripped gears. The girls who have
dates talk more than those who have not.
In these sentences, all the words except
girls can be thought of as modifying our
concept of the idea involved in girls. Of
course, this statement is inadequate, but it
may be suggestive of the essential spirit
and the core pattern of English. English
communicates largely by choosing the sub-
ject and modifies our concept of that sub-
ject. The next sentence will provide a dif-
ferent sort of modification of the same
subject or it will provide another subject
related to the first and modify that. The
result is connected discourse with enough
grammar between the sentences, although
most of the sense js provided by the func.
tioning of the words within the sentence.
Frequently, as in the sentences | men.
tioned, the grammatical subject of the sen-
tence is also the semantic subject. But, as
we shall see, any assertionr of this sort
cannot be pushed very far.

Usually the subject is the first word in a
sentence that can function as subject unless
something is done to signal that it is not the
subject. In certain fixed patterns the subject
does not come first: Are those girls as silly as
they sound? There are good reasons to con-
sider those girls silly. In at least one pattern
the grammatical subject is not the semantic
subject. This pattern requires a verb in pas.
sive voice: You were depressed by the silli-
ness of the girls.

We have noticed that words become sub-
jects enly if they can function as subjects. We
have here a sort of parts-of-speech distinction,
but the structure is called “privilege of occur-
rence,” Somelimes the subject may be ob-
scured. In the sentence Dozens of girls were
chattering on the schoolyard the conventional
statement would identify dozens as the sub-
ject, modified by of girls, but surely the girls,
not the dozens, were doing the chatiering.
Perhaps one might treat the whole sequence
ozens of girls as the subject, But if we wish
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to break the constructions down further, we
can attack the problem better after we have
considered the whole question of subordina-
tion and modification. And what 1 do there,
of course, is to suggest that we have preposi-
tions all right, but we also have postpositions
and we’d probably have interpositions. If you
want to describe these things by their posi-
tion, then of is an interposition between doz-
ens and girls, and what it does is to show the
relationship between them within the subject,
not identify one of them as the subject and
the other the modifier of it.

Being verb is the second of thiese func-
tions. The verb occurs second in most normal
English sentences. Actually, we may do better
here to borrow a corcept from the structural-
ist and recognize zero in grammar. The con-
ventional statement, of course, postulates in
such constructions as 1 have shown that
something is understood. This concept would
serve moderately well, but it presents difficul-
ties. What is thought of as missing is not
necessarily missing and it may not be very
well understood. In Janet swallowed, nothing
is missing or understood, but there may be.
Consider the following: “Janet,” father said,
“this is silly. You are going to swallow that
oyster.” Obediently, Janet opened her mouth.
Father dropped the oyster into it, the mouth
closed. Janet blinked a few times. We sat
eatranced. Janetl swallowed. Presumably, the
oyster wenl down.

There is enough grammar between the
sentences so that we should probably guess
that Janet swallowed the oyster. And hence
the oyster as complement is understood. But
the oyster may not have gone down. Janet’s
next move may have been to leave the table
hastily so that she could spit out the oyster in
private. The fact seems to be that we are here
dealing with two words or two uses of swal-
lowed — one of which in the conventional
terminology is transitive, that is, it requires a
complement, not zero, and one which is in-
transitive and hence requires a zero comple-
ment.

We might, of course, employ another con-
cept of grammar incorporation. That is, we
could say that in fanet swallowed the com.
plement is incorporated within the verb, ex:
cept that we do not know whether there is
anything to be incorporated. Janet may not
even have swallowed any saliva. In a sentence
like /elp! the concept that paris of the basic
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sentence ~re understood or incorporated
works radier better, If help is part of a
seutence sequence, we are probably justified
in assuming that [ and want are understood
or incorporated. But if help is an imperative
part, we cannot be sure. Presumably, then,
the subject is you or somebody, and the
complement is probably me or us.

Subject-Verb-Complement

Thus we shall probably describe more of
the constructions in the language if we recog-
nize that the basic senlence in English follows
the subject-verb-complement (SVC) pattern,
and that in most sentences in adult discourse
all three paris are represented by spoken or
written [ocutions, anyone of which may be
represented by zero.

Like the subject, the verb is no! very
difficult to recognize although it may be diffi-
cult to define, particularly in the etymological
sense in which defining is putting limits to tlie
defined object, as onz defines a country by
bounding it. We have already seen that in
niost sontences of two words the verb can be
readily recognized, as in It rained, He shout-
ed. But most sentences contain more than two
words. And we bave seen also that in many of
the lorger sentences the line between the verb
and the complement becomes obscure, as in
You ought to try to get your father to sign
your report card while he is still sober. In
this sentence, the verb begins with ought and
card is surely involved in the complement.
But saying just where the verb stops and the
complement begins might occasior an exten.
sive argument.

Perhaps we may postulate a werking defi-
nition something like the following: The verb
works with the complement to complete the
predication started by the subject. This state-
ment will presume some other assumptions
and cenclusions which we have already ac-
cepted: that the normal order, SVC, is not the
only possible order, thal either the subject or
the complement may appear as zero, and Lhat
the verb need not be limited to one word
which is verb and nothing else. Remember,
I'm using verb here not as a part of speech
but as being verbs. Whatever works in this
way | would call verb, and eventually I'll
have to gel to the place wherc I'll call some
thines that you cail nouns part of the verb
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because they are essenial in the working of
the verb-like portion of the sentence. We
should observe also that this is a definition by
function. Certain words have the privilege of
occurrence that allows them to function as
verbs; words like have, off, end shall have
the privilege of occurrence within the verbal
function. 1nat is, they can work with subjects
and complements in predication. Normally,
they participate in no ather function. Many
owever, may function as verbs and
have privilege of occurrence in verbs but may
also participate in other functions and have
other privileges, such as subject, train, and
weler.

We could, of course, deline each use of a
given sound and its associations as 5 separate
word. Bul to do so would complicate our
problem and probably would not clarify it, as
we shall see when we come to complements
and modifiers. As | am using verb, then, |
mean whatever functions as the verb in a
given scntence, and not necessarily a word or
words which can be recognized by form or by
any other device outside the grammatical se.
quence within which it occurs, Of course,
form both actual and hjpathetical can be
useful as a practical key in recognizing verbs.

We should ask ourselvcs now whether the
function of being verbs can be divided into
subfunction-. In inflectional languages, verbs
can usually be divided into closses recogniz:
able by form, and these classes can be associ:
ated with certain uses. That is, the verb can
be arranged in what we call paradigin: ere,
eras, eraf, eramus, eratis, erant. On this anal-
ogy, paradigms have been niade up for the
modern English verb, also, but they are obvi-
ously inaccurale and inadequate; and they
have been so often proved that we need
spend little space demolishing them. In the
sentence [ go to school, go is said to be the
simple present, but in most contexts it obvi-
ously is not. The speaker probably means to
imply f have been going to school for some
time or I am going to school now and I
expect to continue going to school for some
time in the future. A comic book Indian may
Ve expected to say Me go now, but this is
scarcely the exclusive, the used American
form, or even native American English at all.

On the other hand, go can also be a fulure
form #s in the sentence [ go tomorrow. Simi-
larly, the imperfect is not the imperfect in
Tom Sawyer whitewashed the fence. The verb
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whit-washed is not imperfect; presumably
Tom thought he was done. On the other hand,
the perfect is no* usually used for perfected or
completed actions, as in [ seem to have been
whitewashing fences all my life. The speaker
presumably expects the whitewashing to con.
tinue. One can say [ fave punched him in the
Jjaw, wvhich employs the supposed perfect
form, but & native speaker would not usually
use this form in such a sentence. He would
more likely =zay [ punched. In the [-go-to.
school sentence, if the speaker really wanted
to say he was on his way to school, he
wouldn't say [ go to school; he would say /
am going to school.

Similarly, the future is difficult to distin-
guish from the conditionzl. [ shall go is
simple future but the future always involves
condition. When General Douglas MacAr-
thur said in the Philippines, ! shall return, he
was intending presumably to utter a simple
future. And his statement presages a future
action which became reality. But he could not
know this. The war might have dragged on
until after he had retired. He might have been
shipped to another theater cf war. A Japanese
sniper might have shot hiin the next instant.

If the paradigms of the English verb con-
structed by a part-of-specch approach, using
the analogy of the tenses of Laiin, is unsatis.
factory, can we devise a better? 1 suspect that
we are not like!y to be able to devise a very
satisfactory sot of paradigms for modern Eng-
lish. 1 believe it is the nature of the language
that we should not be able to do so. I take it
to be the nature of an inflectional language
that its verb forms constitute a relatively rigid
system, and that this system can be described
by devising paradigms and fitting forms into
them. These paradigms tend toward com:
pleteness and regularity within the pattern of
the language. If the language declines the
verb for person, there will tend to be distinc.
tions for persons in & manner tending toward
regularity. If a Janguage tends to cast verbs
into the form of acticns, you may expect to
find something like a tense system labelling
these actions, but aclions that are essentially
timeless will be expressed in verbs having
certain irregularities, This is, although all
languages will evince irregularity as well as
regularity, inflectional grammar tcnds to pro-
mote regularity, and even rigidity.

I suspect that this is not the character iu
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guage, and, accordingly, we should not expect
to find it characteristic of modern English,
which preserves the ancient inflectional sys-
tem of Indo.European only partially and has
not tended to develop inflectional devizes in
recent limes. That is, this may be what it
means to have a distributive grammar or a
synthetic grammar.

Objective Description in Grammar

We have a ftuid grammar, a flexible
grammar, a highly adaptable and subtle
grammar, but not a grammar which readily
lends itself to objective aescription. So far as
we know, however, order and system rre
characteristics of all languages even though
no languages are entirely orderly or systemat-
ic. They all reflect conflicting grammatical
tendencies and they may reflect just plain
accident. They certainly seem to in the pres.
ent state of our pitiful ignorance. Then ve
mus! seek such order as may be found. We
should remind ourselves that the ordet and
system of a language may not accurately
reflect the order and system of tlie same
language at an earlier date, particularly in
English, which has shifted from a strongly
inflected language to a strongly distributive
language. We need not be surprised if the
basis as well as the details hove altered.

And here we need to be sharply on our
guard. Grammatical devices are likely to be-
come so overwhelmingly imbedded in the
thinking processes of the users of the lan-
guage that an observer of language readily
tends to see the familiar when he should be
discovering the unfamiliar. Thu:, I immedi-
ately become suspicious of mysell when 1
observe that a sense of time or tense which
was deeply imbedded in Indo-Furopean scems
also to be strong in the modern English verb,
even to provide the basic classification. This
sort of thing has worked to hamper a good
m.ay grammatical statements. The people we
well-grounded in Latin tended to sce the
working of that kind of grammar whcrever it
could be applied at all, even though they had
endeavored to be objective.

To return, then, to the basic subdivisions
of constructions which function as verbs, 1
suggest tentatively that tense may still be
primary for English verbal classification. 1
should propose a basic division inte (1) peint

o .aling or synthetic or distribulive lan-
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tense verbs, (2) spread tense verbs, and (3)
tenseless verbs. The form I kad gone is usual-
ly point tense; it refers to a designated time
prior to another time in the past. So, too, is /
shall have gone and usually I shall go. The
so-called historical present (which might bet-
ter be called narrative present) is also a point
tense form as in the following: He goes quiet-
ly to the closet, drav's out an old fi..ng piece,
tiptoes to the window, and points the muzzle
outside. Now, we might natice that these
constructions caanot be certainly identified by
form. Takes is simple or narrative present,
but it seems to have a broader spread in He
takes his time about i;, doesn’t he? and would
be tenseless in e always takes his time.

Verb Tense

Large numbers of modern American verbs
evince what | have called spread tense. They
cover a considerable spread of time, but this
spread is firmly limited. For example, simple
verbs involving the past do not usually in.
clude the future or the present. They tend to
be perfect, although this supposed perfected
action may be what is called progressive,
That is, it may have continued over some
time. I shot my old grandmother is presuma.
bly point time and perfect, but I shot birds
all afternoon is perfect although clearly not
point time. The theoretically perfect forms —
those with have — tend to suggest contirued
past action and may even imply present and
future, as in [ have been flunking courses all
my life.

Most progressive forms tend to be imper.
fect and to imply a centinuous action as in /
was shoveling off the sidewalk. This charac-
teristic is to be contrasted to the so-called
present progressive, of course, which usually
indicates point time in the present. The sim.
ple past may be used as a point tense in
narrative, as in Braddock crossed the river
and marched blindly into an ambush, but it is
also used to indicate customary past action;
that is, it is a spread tense as in the follow.
ing: The Indo-Europcans domesticated horses
and drank their milk but apparently did no:
use them as draft animals to plow.

The forms with do, commonly called the
emrphatic forms, are usually spread tense or
tenseless verbs. They can be empbhatic, of
course, as in / do love you but usually are

@ - They are often used in negative state-
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ments as in the example above, and they may
indicate continued past action, as in I did
love her. Most point tense uses with do are al.
most unthinkable, as in f do chop this chicken’s
head off. Many of our very complex verbs
result from the need to reduce a past action 10
a point. At least one difference between [
should have liked to bz able to go and [
should have liked to have been able to go is
that the latter represents point rather than
spread tense, although it is so involved that it
is not much used and so precise that most
speakers would not want to bother with it.

A good many verbs involving the future
are spread tense verbs. They involve all the
future, and they may involve the present, as
in Don’t clean your nails in public. They may
even be mainly concerned with the immediate
present which includes the future, as in Be
careful of that radioactive waste.

Tenseless verbs are extremely common in
English. They appear in objective and inform-
ative discourse: Patriotism is the last refuge
of a scoundrel and The scorpion is an arach.
nid. Tenseless verbs are probably the com-
monest in ordinary speech. [ like ice. Jimmy
is devoted to what he calls science. Two and
two are four. Presumably, since these verbs
involve both the past and the future, they take
the tense form that historically is the present.
The verb is usually simple. A form like / am
going can be tenseless, but it usually is point
tense. And even if it is spread tense, which it
can be, some modifier usually indicates this
fact, as in At the moment I am going to
school, which, of course, does not mean at the
moment at all Lat indicates that the action, in
addition to being present, extends only briefly
into the past and probably will not extend far
into the future.

These applications of form to function are
not very sharp, as we have seen. The imper-
fect can be imperfect but usually it is not,
being frequently poini tense and frequently
tenseless, Similarly, the future, which is often
point tense, as in [ shall return, can also be
spread tense, as in Henceforth, I shall devote
my life to my children.

Of all the socalled tense forms, perhaps
the pluperfect is most frequently a poirt tense
and used for this tense only to indicate a time
prior to a past time, Even this form, however,
may not be sharply point tense. And it may
be almost interchangeable with other past
forms. 1 shall not pursue the possibility fur.

LRIC
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ther, however. To do so would irvolve exten-
sive study which, as far as | know, has not
been made. Even if it had been made, we
would not have room for the results here.

We can, however, make some observations
which may be reliable. (1) As bstween form
and function in rodern English verbs, there
is no consistenl onefor-one equivalent, that
is, it is not 1o be expected that one form in
modern English will have one function nor
that one function will be expressed by one
form. If this is true, paradigms wili probably
not be very useful in attempting 1o order and
understand Ul e English verb. (2) The English
verb system has undergone extensive ehanges.
These changes include tie formation of nu.
merous new forms, / have not been able to
g0, I shall expect to go. They include also the
adaptation of old forms to new uses, For
example, the old preterit may now be used as
a point past verb, a spread past verb, or a
lenseless verb. (3) In spite of these changes,
the English verbs ean still be classified rough.
ly on the basis of tense in the point lense,
spread tense, and lenseless verbs. To say that
English verbs can be classified ¢..., roughly
insofar as their function in revealing is con-
cerned is not al all to say that time cannot be
accurately expressed in English. Verbs can be
used very accurately to reveal time but only
within limit= is this expression of time in.
volved within the verb itsell. Apparently, we
rely upon the form of the verb to reveal tense
if the form alone will reveal tense adequately.
If not, the verb form is used within the range
of tense for which it can function. And it is
refined to a point or spread 10 an area of tlime
to whatev T extent may be necessary by the
addition of modifiers. Notice the following:
The next time [ saw her, [ told her what |
thought of her. Saw here must be a poim
lenze verb, but it is not so always. Notice the
following: I saw her jab her niighbor with a
hat pin. Whenever ! went to the moties, |
saw her jabbing her neighbor with a hat pin.
{ sau something deeply Freudian in her pro-
clivily to jub people with hat pins. Sawx  an be
approprialcly a point tense verb (first exam-
ple), a spread tense verb (second example),
or a lenseless verb {third example).

Let us return to a previous example since
sawe unmodified is likely 10 be a spread tense
or a lenseless verb, It requires a modificr te
identify il as point lense. Accordingly, the

Q ause includes an identification of poim
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lime: the next time. We may or may not wish
to say that this sentence, which convenmionally
would be called a verbal, madifies the verb.
It seems 1o modify the subject, /, as well, but
whatever it may be, we can agree probably 1o
what it is doing: it is determining that ! sqw
concerns the point action. In the same sen-
tence, however, told, although comparable in
form to scw, probably does not refer to a
point action; if it does, the fact is not very
significant. Told is presumably spread tense
or tenseless here. And we all assume that it
is. The [ of the sentence has been thinking
this for a long time. He sti}l thinks it while he
tells her, and he presumably thinks so at least
as strongly after he has fixed the opinion in
his mind by telling her. Of course, the verb
may not be tenseless here. But told is so strongly
suggestive of a tenseless verb that if it is
anything else, and if this difference is impos-
1anl, the careful speaker would introduce
some sort of modifier 10 sugge * a tense in
which the verb is being used, as in J told her
what 1 then thought of her, I told her what |
thought of her ut the moment.

Complements

I want 1o talk now about complements.
Traditionally, a complement acquires its
name because it completes the predi-ation
about the subject which is started by the verb.
And this concept will probably serve us if we
add that we should probably consider as
compleme.is whatever is needed to complete
the verb, granted the purpose of the sentence,
provided it cannot be idenufied plausibly as
verb. We should remind ourselves, howeves,
that we have already recognized the principle
in this distributive grammar that any word
may be expected 1o function in more than one
way al a linte. Functionally, complements are
perhaps best divided irto two sorts: those that
use copulative verbs and those that do not.

The second sort of complement is niore
varicd. It introduces an idea or ideas not as
closely associated with the subject. The pat.
tern i3 something like / fove Lucy in which !
and lucy are separate individuals. In a sen.
tence as simple as this no problems appear.
Lucy is complement, the so-calted dircct ob-
ject. Some compliralions of this pattcrn cause
no difficulty; in { said 1 faved kv, the com-
plement has become a clause and has its own
SVC pattern, but { fored her is still a clearly
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delineated object. The construction becomes
complicated in / gave Lucy my love, in which
the complement becomes compound, the two
elements playing somewhat differsnt roles
witl ~ch being nonsense without the other. I
gave fucy and 1 gave my love are both
sentences, but not the sentence I tried to
write, We haveavoided thinking much abcut this
construction by giving it a naiae. We call a
word like Lucy an indirect object. This is not
a very revealing term. There is nothing indi-
rect about the relationship between Lucy and
gave except that Lucy is here functioning
differently than does fove so that if love is
the direct object, Lucy might be called the
“not-direct” object, a term that could be ety-
mologizad “indirect.” Perhaps the important
fact is that a word like Lucy warrants more
revealing description. What is important to
say about a word like Zucy? How doec this
word differ in / love Lucy and I gave Lucy
my love? One difference surely is that in the
first sentence Lucy is a complete complement
whereas in the second it is not. It can no
longer function as sufficient complement. [
gave Lucy could be a sentence, but it viould
have to mean something else; in any event,
the grammar would be different. In other
words, in the first sentence, Lucy is a self
sufficient complement. In the second sentence,
it is an interreliant complement, and it raises
the question whether this indirect object is a
sort of exception or the main division within
the complement. The question, of course, is
whether such objects are few and exceptional
or whether they are many and varied. We
might lock at a few more candidates: [ gate
him a black eye, I gave him up for lost, |
made him uncomfortable, | cannot under-
stand his denying my complicity in the affair,
I cannot imagine him denying me my com.
plicity in the effair. Obviously, this cculd go
on indefinitely. The language is replete with

25

these sentences which contain a complement
related to the remainder of the sentence. For
example, in the last sentence the sense re-
quires that him denying me and complicity
must all be part of an interdependent comple-
ment. Now, are all these elements what would
be called nouns? In I made him uncomforta.
ble, uncomfortable would normally be called
a modifier and it does seem to be modifying.
But the complement is incomplete without it,
and therefore, it is in itself complement. We
do not say I made him with anything like the
meaning above, Urcomfortable is not a modi.
fier in the sense that red is a modifier in /
made ker a red dress. Well, there's quite a lot
of this and you see I’ve gotten into something
pretty complicated. Obviously, we’re only
picking out certain kinds of complements and
calling them complements. And we're dismiss.
ing the rest of them as modifiers. There is
much more function going on here than we
have readily recognized because we mainly
have used function just to support our defini-
tions of the parts of speech, when the thing:
couldn’t stand up without it. Personally, I
found this an exciting business.

I am sorry that we do not have time to
examine the last iwo major functions which
can be recognized readily within the working
of the language, namely, modifying and
showing relationships.

I'm willing to say right now, if anybody
should ask me, that ] suspect that function,
whether it be the most scientific basis for a
description of grammer or not, may be the
basis that will do us the most good in that it
may permit us to show youngsters most read-
ily what is happening in sentences, and hence
how to read sentences and how to write sen-
tences. As far as I'm concerned, in the busi-
ness of most of us grammar is some good
only if it helps us to teach youngsters how to
use the language.

The Meanings of Words

Words have no fixed meanings: they have the power of designating referents
and of stimuldiing awareness of meaning in individuals. We nse words as though
they were dippers, the same dippers for everybody, but the stuff 1hat is dipped up
with the dipper depends upon the Lody of stuff from which it is dipped. And when
we use words we arc always dipping into ourselves.

O
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Cuguistic

The linguists —

formationalists —have criticized traditional

both the structuralists and the trans-

gram-

marians for fitting a language to a grammar instead

of fitting the grammar to the language. Dr. DiPietro,

a well-known linguist, explains why the linguists have

developed new approaches to the analysis, study,and

teaching of language and he effectively dispels the

fears of those

who may have thought that Linguistics

was an impenetrable mystery.

ROBERT ]. DIPIETRO

Phonology

One of the great tasks facing the linguist
has been to separate from tke general bulk of
traditional grammar that part of it which can
be scientifically verified and deductively and
inductively tested. One of the first things that
he did, of course, is 10 1ake from this general
understanding of language the basic
sounds of the language and the system in
which they function. This in turn led 10 a
view of language as a system having layers
or structures.

There was a phonological layer (a tayer of
sound) and also a grammatical layer. The
linguist first considered language as a siring
or combination of sounds in a meaningful
pattern, a pattern mearingful to the person
who understands the language but not mean.

This o denaation was made by Juhr ) Schreibet of the Bureau of Fubli
ratwns of a1 -percotding of Dr. DiPieten's presentation 1o the | inguis
tie Workah o nducted by the Rattim re Oy Publie Shodls Augua B
2,104 [ Ty Murro rotanaahe coparight on this muterial and has given
the Bureau [ £uVhratinne permission to peint (his condentation in the
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ingful to the person who doesn’t understand
the language.

Minimal Pairs

If 1 should come into the room and start
speaking lo you in Fulani, a language of
Africa, you probably would not understand
me. All you would hear would be a hodge-
podge of sounds. If you were a linguist, you
might sit down and say, “Well, let's sce what
the meaningful units of sound are in this
language.” Thien you would try to find a set
of minimal pairs; that i3, you would try to
find combinations of sounds in places where
they would make a difference in meanirg. In
English. for example, you might find the two
words gin and bin which have different mean-
ings conveyed by the initia] sound of the
word. In one case it’s a voiceless sound and
in the second case il's a voiced sound. Find-
ing enough of these meaningful contrasts will
enable you o set up the meaningful units of
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sound. These are called phonemes. Pl and
kill would give you [p/ and [c/ as wwo differ-
ent phonemes in the language. You could do
it with vowels such as in feet and fit. Feet and
fit would show you that {iy/ and i/ were
separate vowels.

At one point you would exhaust all the
possibilities, and at that point you would
have the minimal basic sound units iu the
language. This does not mean that you could
then speak Fulani. It mcans that you could
write down the sound: and that you knew
about the patterns of sound in the language.
The reason that this knowledge doesn’t guar-
antee an ability to speak the language fluent-
ly, or even to understard it, is that there is
still another layer remaining — the gram-
matical layer that underlies this series of
sounds.

Complementary Distribution

Another term we should become familiar
with is complementary Jistribution. Comple-
mentary distribution is viewing the arrange-
ment of forms in terms of whether or not they
can ever occupy the same position. Let’s look
at this set: pill, spill, titl, still, kill, skill. We
have three phonemes here: the fpf in pill and
spill, the [t} in till and still, and the [c/ in kill
and skill. They are different in sound, aren’t
they? The /pf of pill is heavily aspirated, the
{tf of Lill is also aspirated but not quite as
heavily as pill, and the /c/ of kill is aspirated.
You can classify these slightly different pho-
nemes by the principle of complementary dis-
tribution; that is, they complement one anoth.
er. The Ip! of pill is never preceded by an s;
the /p/ of spill is always preceded by an s.
Any word in the language starting with [p/ is
always aspirat~d. | am not implying that we
would ever tell the student anything about
complementary distribution, but the term
consonant blend which is used to describe
such combinations as sp, st, and sk doesn’t do
the student any good either because it doesn™
say what blend means. What is blending with
what? Is p becoming s or s becoming p? It
seems to me that the teacher should have a
tecl-nical framework to check off the things
that are important to talk about. To the
students he would simply say, “Pill!" in front
of a picce of paper to show them that more
air is expended in saying pill than in saying
spill.
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Suprasegmental Phonemes

In English, as well as in many other lan-
guages, phonemes are classified either in
terms of their being produced in succession
one after the other or of their being produced
in combination with some other phonemes.
Vowels and consonants are segmental, i.e.,
they can be written down on a piece of paper
in succession. Suprasegmental phoremes,
which comprise the elements of stress, pitch,
and juncture, cannol be segmentalized this
way.
English has four levels of stress. In English
you may stress a syllable or not; if you stress
it, you may stress it according to three differ-
ent levels of stress. Let me give you an
example. Take a word like elevator. The syl
lable el certainly is the loudest of all; it has
the primary stress. We all probably agree that
va is the second loudest syllable and that the
other two syllables are weaker than either e!
or va, Elevator shows three levels of stress —
el-éva-tor.

If you add another word, such as operator,
you would have elevator operator. The word
operator by itselfl would have the same pri-
mary stress pattern as elevator. When you put
them together, however, you can make one of
the primary stressed syllables louder than the
other one. You can either say elevator oper-
ator or elevator operator. So, to show that
the accented syllable of one wozd is greater
than that of the other words, I usually write a
little double mark over the one that’s the
loudest. 1 call this sentence stress. The sen-
tence stress is the one that can be shifted
around in a sentence.

’r

! went home at lwo o’clock.
I went home at tico o'clock.
! went home at tico o'clock.

Believe me, sentence stress causes a tre-
mendous learning problem for people study-
ing English as a foreign language who native-
ly speak a language, such as French, which
docs not have this possibility.

This second stress in English is an impor.
tant part of our language. It annoys me that
some books of versification talk simply about
stressed and  unstressed syllabies  without
bothering about the levels of stress.

English is a stresstime language. You can
take a metroneme and equate every primary
stress with one beat of the metronome. Hav:
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ing the metronome swing once, you can have
the students say a sentence such as He’s a
doctor. A native speaker can say that in one
stroke of the metronome. He could also say
He's a good doctor without rushing to get in
the added word. Furthermorc, he could even
say He's a very good doctor in one stroke of
the metronome. In other words, the relative
number of syllables is not as important as the
beat. In a language like Spanish, the number
of syllables is more important than the rela-
tive loudness, the stress. These three sen.
tences, if said in Spanish, could not be said
each within the same time limits. The Spanish
speaker takes longer with the longer sentences
because he can’t shorlen the syllables as
much as we can in English.

I think it is important to point out that the
highest level of stress is thz one that is
movable within the sentence. As long as you
have one word, you only have three levels of
stress. But if you have a sentence in which
there are several words of unequal length and
in which the locatiun of the primary stress
can be varied, you may possibly have four
levels of stress.

In English we have pitch and stress. The
pitch and the last level of stress .re associat.
ed with what we call intonation in English.
Things can be uttered with the same sequence
of segmental phonemes but with several dif-
ferent kinds of intonation. Thus you can say,
“Good morning!™ (very friendly); or you
could say, “Good morning!” (not so friend-
ly). The layer of intonation colors all of our
speech and helps identify us us a personality.
It’'s just as important to understand as the
segmentals.

Let's examine some examples of different
locations of stress. Charles Hockett, in his
book 4 Course in odern Linguistics (New
York, Macmillan Co., 1938) uses this sen-
tence: He was dancing with the stout major’s
wife. Notice what happens when the stress is
shifted. He was dancing twith the stout
major’s wife. He was dancing with the stout
major’s wife. He was dancing with the stout
major's wife.

In American English, there are four levels
of pitch. We use the numeral 1 10 indicate the
Jowest level and 4 1o indicate the highest. My
name is John. What is your name? We can
say both of these senlences with the same
intonational contour, the same pitch differ.
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ences. We start off on a pitch level of 2 in
each sentence, gc up to 3, and drop down to
1.

2 2 23-1 2 2 2 3\l
My name is John. What is your name?

The final arrow indicates the trailing off of
the voice.

Usually, the central pitch point comes at
the same location as the sentence stress in
English. The basic question type in English, if
it's not a whattype question, is usually a 2,
3, 3 rise:

2 2 3-3 .~
Are you going?

Intonations differ in many ways. They dif-
fer from region to region, between men and
women, and according to the meaning to be
conveyed.

Many jokes are linguistic in nature and
aepend on stress or junciure. A difference in
the juncture can wrn What's that in the road
ahead? into a quite different thought. Jokes
of this kind are very well known and occur in
just about every language with which | am
familiar.

We couvld go on and on about intonation
and phonology, but the structural linguist
says that when you go to work on a language,
you first work on the phonology; then you
work on the grammar. There’s probably litle
reason to talk about phonology in teaching
English because the students are native
speakers — at least are native speakers of
some variety of English. The important thing
for you are the grammatical layers, the part
that deals with the juxtaposition of form.

Another thing that the structuralist did was
to distinguish between what we call prescrip-
tive rules of language and descriptive rules. A
prescriptive rule is a rule that tells you what
you should say in a language, and a descrip-
tive rule is a rule that tells you what people
do say in a language. This is where a lot of
controversy exists in language work.

For non-native speakers, 1 think the dic.
tionary ought to have every word. For exam.
ple, the non-native speaker of English wants
to know what somebody had said, so0 he looks
it up in the dictionary; and if he doesn’t find
it and the dictionary calls itself unabridged,
he wonders what kind of a dictionary jt is. So
he goes back to the speaker and says, “Well,
you said s0-and.so and such.and.such. [ can’t
find it in the dictionary." The speaker replies,
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*“Well, that’s not really good Englich.”

The non-native speaker comes to the con.
clusion that there’s good English and there’s
bad English. The dictinction between good
and bad in this case is a statement of pre-
scription — you are passing a value judgment
onit.

I'm. not saying here that we shouldn’ pass
a value judgment. A teacher of English or of
any language, as a malter of fact, has to pass
value judgments. He has 1o direct his students
toward certain goals of style, of articulation,
of expression for the reason that societly in
general makes distinctions of language. The
English teacher tells his studcats, “Don’t use
double negatives. If you use double negatives,
you won’t be linguistically accepted in the
circles that we consider the well-educated
circles in this country.” Or he says, “Don’t
say ‘ain’t.” These are the kinds of value
judgments that teachers and people generally
make about language.

Apart from those value judgments, how.
ever, are the rules that you make up to
describe the language. Those are different.
The first thing the linguist wants to do when
he walks into a group of speakers is to make
up the rules that describe the way they are
speaking. When he starts, he has no way of
knowing what value judgments the natives
make about their language. Only later on,
after he understands what they do say, can he
go about understanding what they should say.

A teacher in a class of pidgin English
speakers in the Caribbean would first try 1o
understand what the students were saying;
then ke would have a better idea of explain-
ing to them what they should be saying.
Language mistakes follow patterns. If your
student says ain’t, he probably says a/n’t in a
certain way, in a certain pattern. If he says
me after it is, he probably also says Aim, ker,
and all the other object forms after this pat-
tern. I he uses the third person singular verb
formula has for 1 has, he probably does jt for
all the persons — they has, e has — thus
regularizing it all th» way through. An under.
standing of what he docs, I think, helps a
great deal in deciding how to explain to him
what he should be saying in order to be
accepted as an educated person.

Teachers of English (or of any language)
in organizing their classes have 10 be aware
of all the aspects of language.
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Maorphology

For the structuralists, each language has a
layer of structures. Each has a layer of pho-
nology (sound) and a layer of grammar. The
structuralist sees parallelisms in the pattern,
the phonological pattern with the grammali-
cal patiern. If the phonology has as its unit
the phoneme, the grammar has as its unit the
morpheme. As the phoneme is the smallest
significant unit of sound, so a morpheme is
the smallest unit of form having meaning in a
language. The ing of going is certainly a
morpheme because it has a meaning all by
itsell. We don't even have to say what the
meaning is; all we have to do is recognize
that it has a different meaning or it has a
meaning of its own. In morphology, we don’t
have to say specifically what it is. All we
have to say is that it has 2 unique meaning.
When you get into semantics, you can ftalk
about what its meanings are.

There may be two or more morphemes in a
word. In other words, if I give you a record-
ing of a sentence, you can analyze it as a
siring of phonemes, their arrangement. You
can also analyze it as a string of morphemes
with their kind of arrangement. According 1o
the structuralist, lan;uage has layers. It's like
looking at a piece of cake that has been cut
so that you can see the layers. It’s still one
cake but it has different layers and you can
talk about the filling or the top layer or the
lower layer, but it’s still one piece.

You have situations in which one mor-
pheme is correlated to two completely differ.
ent sounds — like rows and oxen. In this
case, row is a separate morpheme, ox is a
separate morpheme. Z forms the plural of
rows and en forms the plural of ox. By my
inference, therefore, en and z are the same
morpheme. We call them allomorphs of the
same morpheme class. You also have situa.
tions with two completely different mor-
phemes that would be correlated to the same
sound. You have examples of this in the book’s
cover and the ten books. One is possessive
and the other, plural. If you have possession
plus plurality, they're both correlated to one
sound even in one sequence.

This idea of a morpheme as a basic unit of
meaning is imporiant in describing the gram.
mar of a language. Morphology is a state.
ment of the forms which the morphemes take
in thc grammatical units of a language; syn.
tax is a statement of their arrangements. You
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can say that the word roses is two mor.
phemes, There's a morpheme ros and the
morpheme .5, which means plural, and the
syntax of these two morphemes is the syntax
of suffixation, which is the syntactical process
by which they are joined together.

The system of phonology and the system of
grammar — the morphology and syntax of a
language — are separate systems. One, in a
sense, lies on top of the other one, but their
patterning is different.

Lt us take as the grammatical core of a
language the following: {a) parts of speech,
(b) grammatical categoriexr, (c) construction

types.
Parts of Speech

We know that parts of speeck: are nouns,
pronouns, verbs, etc. What we wan! to discuss
here is the definition of parts of speech as a
class, as a set. First, all of these parts of
speech are stems; they carry semantic mean-
ings. What classifies a set of stems as a
specific part of speech is its common syntac-
tical and morphological behavior; that is, a
part of speech is a class of stems whose
members have the same morphological and
syntactical arrangement or distribution. A
class of words can be defined as verbs if
they’re all inflected for tense. In other words,
they all have the same morphological behav.
ior. Adjectives can’t be classified as verbs
because they den't get inflected for tense.

In English, a distinction is made between
such parts of speech and the function or
structure words. The parts of speech of Eng.
lish are rather simple and few in number.
They are limited to nouns, adjectives, ad:
verbs, and verbs. Such things as prepositions,
coordinators, and subordinators, which are
traditionally called parts of speech, have been
put in classes of function or structure words
by today’s linguic's. A very important reason
for doing this is that, in speaking English,
nobody really knows all of the members of
all of the parts of specch. No one knows
every noun in The Oxford [Dictionary nc:
does anyonc know every verb in English. Tt is
not necessary to know every noun or every
verb to speak English, but it is necessary to
know every preposition, to know every
conjunction, to know every suberdinator. It is
very difficult to speak English without know-
ing the preposition in, at, to, or of, although it
i< N-Cfinl)' conceivable thal one cou'd speak
ERIC
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English for a year without necessarily using a
noun such as escalator.

Function words are like traffic signals, and
parts of speech are like automobiles. Function
words direct the traffic of the parts of speech.
They point which way the nouns are going,
which way the verbs are going.

Grammatical Categories

The term grammatical categories refers to
the particular kind of gammatical distinction
that a language makes. In English, for exam.
ple, we make a grammatical distinction of
tense. We have past tense and present tense.
We make a distinction of number. We have
singular and plural. We do not make a dis-
tinction of gender grammatically. We make a
distinction of gender semantically. We don’t
do what Latin does with its three classes of
nouns nor what French does with its two. We
have a grammatical category of person in the
pronoun set only — [, you, he, she, it, and so
forth; we don’t have it anywhere else. We
make a case distinction in English only in the
pronouns and in the possessive case of nouns.
We don't have a dative or accusative case, an
ablative, or a vocative. And in the pronoun
set, we only have a three-way contrast: a
nonobjective case, a possessive case, and an
objeclive case. We have we, our, and us.
That's all we have.

Construction Types

The third part of the grammar core are the
construction types. This part has to do with
the way things are put together, the way
sentences are made, and the kind of syntacti-
cal arrangements that the language has.

Constructions in English belong to two .a-
jor types, the centered type and the uncen-
tered type. Linguists who like Greek deriva-
tives call the centered ones endocentric and
the uncentered ones exocentric.

The centered constructions contain a logi-
cal center along with an attribute or a series
of attributes. In standard English, attrit:utes
are of two types in the same construction. If
tkey're single attributes, they usuvally come
before the center (big house, white house,
yellow bird). If they are clausal or phras.
al, that i<, if they contain more than just
a single stem, they usually follov: (The
man who came to dinner). Who came to
dinner is an auwribute 10 man. The man
that | sac yesterday — that | saiw is an
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attribute 10 man. Single stem attributes in
English only rarely follow the noun, as in
House Beautiful, in Operation Crossbow, i
courts martial. This sort of thing occurs in
English but is not as common as putting
the attribute hefore the noun.

There are three types of exocentric or un.
centered constructions that Hockett lists as
directive, connective, and predicative. A direc-
tive type has a director and an axis as its
immediate constituents, as, for example, in
the prepositional phrases in the box, on the
table, or in the constructions if ke is guing,
while we were there.

A connective type would contain a conrec-
tor and a predicate aliribute in such examples
as became excited, is a big man, and the very
interesting one He lay in the corner motion.
less. Lay in the corner connects motionless 1o
he. The child grew sickly and The child grew
quickly. Quickly is an allribute to grew and
is, therefore, not a cornective type. In The
child grew sickly, sickly does not describe the
growing of the child; therefore, it is not a
modifier of grew but of child and is linked to
child by grew. We call grew a conneclor and
sickly a predicate attribute.

A predicalive type would have a topic and
a comment with a structure such as That
man, | just don't like. 1 think this topic-
comment type is the one that you are going to
be most concerned with, because this type of
structure has been expanded in certain kinds
of English. In My mother, she upstairs, My
mother is the topic, she upstairs is the com-
ment. We won't accept that particular ar-
rangement in standard English, even though
it fits an acceptable siructure such ss That
man, [ just don’t fike. My mother, she up-
stairs, although it {ollows the same structure,
is not acceplable unless you use a particular
kind of intonation and then put in a linking
verb — My mother, she's upstairs. This re-
vised form woul'w't be in the same context as
it was used in its original form, the one that
we won'l accepl.

Only when we have more than one mor:
pherie can we 1alk about a construction type,
because construction types ate concerned with
the way two or more morphemes are put
together. The largest construction type that
we have in English is a sentence. We 1alk
about th: paragraph in writing. There is no
way of linguistically defining a paragraph.
Linguistically, we can define a sentence as a

31

form bounded by an intonat onal sontour: 2,
3, 1; 2, 3, 3; and the terminal contour. A
linguist trying to define a paragraph would
search for a sequsnce of construction types to
follow.

Is there any formal mechanism that a para-
graph has that a sentence doesn’t have? You
might say that people speak in paragraphs. 1
don’t think they do. I think they write —
organize things — in paragraphs. We try 1o
say semantically that there’s some unification
of thought, yet one person’s unification of
thought might not be another’s. It is my
opinion that paragraph and chapter are writ.
ten forms, forms that look good on a page. A
style sheet from one publisher tells authors
not to write short paragraphs. If there were
some formal way (o define a paragraph, the
length of a paragraph could not be so
arbitrarily legislated. There is no unit larger
than the sentence with which the linguist can
cope. He can cope with a sentence hecause he
can talk about the structure of a sentence, but
he is unable 1o go beyond that.

Inflection and Derivation

Linguists try to make a distinction between
inflection and derivation. Inflection is the
manipulation of stems by means of function
morphemes like -ing, -3, and -ed. Derivation
is the formation of stems.

Derivation occurs when you take a word
lik2 hostile and add ity to it because vou're
making another stem out of an original stem.
If you form the plural of Aostility, you would
not be making another stem. You would be
inflecting the stem. In order 1o establish
whether a form is a stem, you must test the
form 10 see if it can occur by itsell. Any word
that can't stand by itself will be called either
a prefix or a suffix depending on where it
occurs with another form.

{n words like reconsider and relocate, re is
definitely a prefix because we cannot say it
unless it is attuched 1o the other words.

When you come 1o words like relicve and
receive, you think you have the same form re,
but you don’t. When you cul re off, you come
up with forms that 1nake no sense by them.
selves — ceive, lieve. 1f the ceive of receive
has a meaning as a morpheme, then it should
have the same meaning in the word deceive;
but there isn’t any central theme of meaning.
Of course, they do come from the same histor-
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ical source. One thousand years ago, they
probably were separaie morphemnes; now,
they have fallen together and it makes no
sense to break these verbs down into separate
morphemes,

This brings us to a very fine point in
linguistic theory — the difference between a
purely synchronic analysis of language and a
diachronic analysis. The synchronic analysis
deals with language as it is right now. The
diachronic analysis of language deals with
lar.guage as to how it developed into what it
is today. Diachronically, the ceive of receive
and deceive are the same morphemes; syn.
chronically, they are not. Reconsider is to
consider again. Report is not to port again;
reduce is not to duce again. Yery often, Eng-
lich teachers mix diachronic analysis with
synchronic analysis. 1'm suggesting here that
we keep the two analyses separate. Teach first
the detachable prefixes as being a !col in
medern English; and then if you want to go
into the history of these words, you can do it
as a separate kind of performance. When you
discuss report, reduce, receive, and retain, the
student eventuelly says, “Well, isn’t that the
same re that we had in reconsider?” And you
say, “Well, {1 used to be, but it isn’t anymore
because we don't say ceive anymore. In fact,
we ¢an’t even find the same meaning for ceive
in receive and deceive. The ceive part has
shades of meaning, which have become differ-
ent morphemes.”

Let me give you some other examples of
derivational endings which are really nasty
ones o work out. Take the suffix — or
whatever you want 10 call it -— ster. We have
youngster, we have oldster. Youngster is one
who is young, oldster is one who is old. We
have, then, a complete parallelism of adjes.
tives plus ster — sler meaning one who is.
But then we come across teamstcr — one whe
is team? That doesn't work. One who belongs
to a team? That deesn’t work either. One who
drives a team? That cne works; now we look
around for other parallels and we come upen
mobster. Mobster isnt one who drives a mob.
e is a member of a mob. In mobster the ster
means one who is @ member of. This takes us
back to youngster. Do we say youngster is a
member of young? It is very difficult to find
a thread of continuity here.

How about spinster? One who spins? His.
torically, onc who was a spinster was one
who spun, but it docsn't mean that anymere.

BALTIMORE BULLETIN OF EDUCATION

We might end up saying that there are vari-
ous sters. Just 1o further show how difficult it
is, we can bring in a few more words —
lobster, sister, huckster.

The derivational suffix -ster shows that a
study of how stens are derived can be com.
ples.

Morphemes, then, can either be derivation-
al or inflectional depending on what opera-
t.ion they perform in the language. By deriva.
tion we refer to making new stems. In deriva-
tion, we may or may not change the fora.
class membership. We may make another
noun {rom a noun or we may nuake it into a
verb, or an adjective from a noun. Inflzction
never changes the form-class membership of a
stem; it adds function morphemes so the
stems can be used in constructions.

Structural Syntax

Among Jinguists there are many schools of
thought en how to analyze language and how
to evaluate the analysis. [n a sense there
hasn’t been any adequate way of saying that
either the transformational or the structural
analysis of grammar is the one that’s most
appropriate for teaching English. 1 suppose
that eventually, after a lot of careful work,
some particclar way will coma to the fore as
being the most adequate.

The two kirds of approaches to language
analysis are generally called taxonomic or
operational. Both refer to linguistic descrip-
tions,

A linguist of the taxonomic approach re.
potis the language the way a biologist de-
scribes @ kind of animal. This linguist says,
for example, that German has three genders:
masculine, feminine, and neuter. 1t has a set
of strong verbs and weak verbs, and so on.
In other words, he describes the structure of
German. These are taxonomic rules.

An operational model of German would be
onc in which | could give you a set of rules
on the basis of which you could produce new
sentences in German. I might say to you, for
example, that in German a certain kind of
sentence has a noun as the first elcment
followed by a verb as the second element.
Then 1 give you a list of nouns and a list of
verbs followed by a direct object, another
noun of a cerlain class, and siill another set
of nouns. If you select something frem cach
one of these lists and put them in theit proper
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slots in this structure, you create German
sentences of one kind. This is a very simple
example of what I mean by an operational
model,

The transformationalists are primarily op-
erational in their orientation. They leok at
language as a functioning system, like a ma-
chine they work. They turn on the ignition of
their cars and something happens to make the
wheels turn. The taxonomist looks at the
language as he might lcok at the engine in a
static condition. He looks at the eagine as a
combination of arrangements of bolts and
nuls and gears and screws and wires and
things. ile takes it all apart and he puts it all
together. The operalicnalist is more interested
in describing the action that goes through the
engine whereas a taxonomist’s rules describe
the engine in its arrangements,

Owen Thomas, in his book The Transfor-
mational Grammar and the Teacher of Eng.
fish (New York, Holt, Rinchart and Winston,
Ine. 1965), uses the light switch in his aral-
ogy describing the taxonomist and the opera-
tional grammarian. The taxonomist describes
the light switch in the state of being on or
off; the operationalist describes it in terms of
the motion Irom on to off or in terms of how
it goes on and off. I might add that linguistic
thecries are moving more .nd more toward
the operational type, even the ones that call
themselves taxonomic.

One of the outstanding contributions of
structural grammar is the view of language as
being put together in layers. And one of the
things we talk about in terms of layers is the
way struclures os ror-tructions are put to-
gether inlo sentences. Traditional grammar
with its diagramming of sentences had al.
ready started to do this,

Consider a seatence such as fle was shot in
the war and the sentence e 1was shot in the
leg. Superficially those two sentences seem to
be built by the same construction. We might
say that they are both made vp of a subject
and a predirate type of thing or maybe a
directive type of construction. Then in the
war would be a prepositional phrase with in
as a kind of director, war as an object or
axis. And you'd do the same thing with in the
leg. Or, on the other hand, would you trv to
make a distinction between the way ihis picce
in the Irg and this picce in the war ave
connecled to what precedes them? Would
there be a way for you to show that in the
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war and in the leg were connected to what
precedes by different constructions? The con-
struction type, we feel, is different.

To show that these are different kinds of
construction, we could do something ver:
simple with He was shot in the leg and #i¢
was shot in the war. All we have to do is to
insert in the war in the other sentence. fohn
was shot in the feg in the war. You can't say
John was skot in the war ir the leg, can you?
If the two elemenis wer: really the same
construction, then you shouldn’t be able to do
that. But the fact that you can put one in
before the other one proves that they are,
indeed, diiferent kinds of constructions.

let's use a diagram to exanmine the sealence

He kissed her hard. (See Fig. 1.)

He kissed her hand

Fig. 1

Gur diagram will be like that little bras!
type diagram that is used in traditional g
inar except that it's more consistent a1 ] 1.
have 1o identify the re'ationships of « .
piece. Usually the way Nelson Frandi:
Charles Hockett and the structural lingus
do it is to draw a big box, and the v’
sentence is put in it. Now this bigz h
going to contain lets of little boxes whih .
like Chinese boxes — you know, whrre v -
open one box and there’s another hox in-iu. .
You open that one and there might 1.~ I+,
instde. You open one of these two and t' 1~
might be nothing inside of the first, but Ul
might be another one inside of the « cond
Let’s draw this line here to show thi- j-
box. (Sece Fig. 2.}

He kissed her hand

T

Fig. 2
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The next box might contain another box
which contains the subject He and the predi-
cate kissed ker hand. We're finished with the
box containing He. (Sce Fig. 3.}

He| kissed her hand

|

Fig. 3

So then you look a* this one and you open it
and you find two more boxes, one cf them
containing kissed and another one her hand.
(See Fig. 4.)

He | kissed | her hand

Fig. 4

You open the box in the center and you find
two more, one of them containing the inflec.
tion, past tznse. (See Fig. 5.) You open the
one on the far right and you find two more;
then you have completed your immediate
constituent analysis (See Fig. 6.)

He| kissjed| her hand

Fig. 5

kiss|ed| ber | hand

—

Fig. 6
O

RIC

Aruitoxt provided by Eic:

35

BALTIMORE BULLETIN OF EDUCATION

Now you have to go back and identify the
relationship that each piece has to the other.
For example, one relationship here is the
predicative type. You could write a little p.
The symbols here aren’t important. In kissed
her hand you have to define the relatiorships
of the verb to what follows; you might want
to call it a directive type, and you use a little
arrow to indicate it. Then, you are left vith
her hand. This type of structure is what we
call a centered construction because there is a
piece of it, the Aand part, which operates as a
kind of fulcrum around which you could
build other thirgs. You could say, He kissed
her little hand, le kissed ker cold, little hand
. .. pretty, cold, little kand. You can keep
building and hand always remains the center
of the construction. It's always the central
piece. So we draw a little arrowhead lowards
the center with the point of the arrowhead
always pointing towards the center. Kissed in
a sense is also a center construclion, but ed is
satellite to the center which is kiss. So we
draw the arrowhead with the point going the
other way.

Basically, we have only two kinds of can.
structions. We have the centered, the ones in
which you can find some kind of center
around which you can build constructions,
and the uncentered type which have no cen-
ter.

The construction al! that fresh milk on ihe
table is a centered construction, because by
the time you break down all the pieces, ali
the immediate constituents, you end up with a
word like milk around which you build every-
thing else. A construction like across the
street i3 not a centered construction because
you can't build around any part of it the way
you can build around ail that fresh milk on
the table. However, if you took the expression
across the street and took off the word across
and had just the street, you would indeed
have another centered construction, because
then you rould say across the wide streel,
across the old slreet, across the gravelly
stecel.

The structural grammarian reacts against
the traditional grammarian who would say
that in Al that fresh rilk on the table s
good the subject is milk. The structural lin-
guist, thinking of these layerings we have just
investigated, would say, “No, no, no! The
subject §s Ail that fresh milk on the table.”
Then he’d break that down and get smaller
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pieces until he eventually comes to the word
milk. He looks at language as one piece
inside of another piece, whereas the tradition.
al grammarian goes right to the center
piece, takes that oul, and calls il
the subject.

You can also reverse the procedure in 1.C.
(immediate constituent) analysis. Rather than
start with the big piece, you van start with the
little pieces and go the other way. It comes
out the same, only you use a different kind of
diagram. If we use He kissed her goodnight,
we would start with the closest relaticnships
and go to the most remote ones, rather than
starting with the most remote ones and guing
to the closest ones. The closest ones here
would be between ed and kiss; and then
between good and right; and then between
kissed her goodnight; and finally between he
and everything else. (See Fig. 7.)

He kissed her goodnight
L_]L_J
Fig. 7

Transformationa' Syntax

How does the trans’-  mational way of
looking at a language difter from the way the
structuralist looks at language? The structur.
alist looks at language as an arrangement of
units laid out on a table top — the gears, the
wires, if you wish, everything that is part of
the language. The transformational or the
generative grammarian looks at language
from another poiut of view: he wanis to know
how sentences are produced and recognized.

The structuralist could never accept as part
of his analysis the relationship of The wine
was drunk by John to John drank the wine
because, in order 1o relate the two sentences,
you have to bring in some kind of analysis
that involves moving from one state to an.
other state — in this case, from an aclive to a
passive sentence. The structuralist  says,
“We're looking at language as arrangement,
as arrangement of units in a patlern; there-
fore, The wine was drunk by John is one
paltern and John drank the wine is another
pattern, They really have, as far as we're
toncerned, little to do with one another.”
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This brings us to the matter of how ade.
quate is a lingui-tic theory. The transforma-
tionalist says, “Structuralists are not coming
up with an adequate theory. They don’t ex-
plain enough of the language. Certainly, lan.
guage may be looked at in terms of patterns
and arrangements, but that isn’t enough. Lan.
guage also involves the ability of the speaker
to create new sentences.”

The structuralist says, “Aren’t the transfor-
mationalists being very impressionistic when
they talk about how a person creates a lan.
guage? lsn’t that too mystical an approach?
If we’re scientists, shouldn't we work with the
accomplished deed, with the sentence as it has
been uttered, with something tangible?”

This argument goes on and on; however, |
think more and more people are moving to-
ward, if not a generative transformational
model, at least some kind of model of lan-
guage which has opzrations in it, some kind
of motion or activity in it. Whether they call
it transformation or not is beside the point.
The latest thinking seems to indicate that we
should include operations in deseriptions of
language s, Transformational theory has prob-
ably developed more rapidly than any other
theory in linguistics. In about ten years, a
wealth of material has been wrilten on trans-
formational grammar.

For the transformationalist, language is an
immense machine. You start at one end with
the basic raw materials and out of the other
end comes a string of sounds which is lan.
guage. It’s the linguist’s job to explain what
happens in between, to explain how the lan.
guage is produced.

A grammar can be generative without be-
ing transformational. If a set of transforma.
tional rules is introduced into the theory, the
description of the grammar can be made
shorter,

Let us take a quick look at a schematic t¢
sce how transformational rules are correlated
to generalive rules.

(h S —— NP+ VP

2) NP ——% Det+ N

3 VP —» V+ NP

(3) N — man, boy, girl, woman
150V —— cees, likes

6} Det —— the

We began with what we call a sentence in
English, and we took what just about every
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teansformational or gererative grammarian
takes as the first rule: a sentence is a noun
phrase plus a verb phrase (1). Now we must
rewrite each element to the right of the arrow.
Noun phrase is determiner optionally plus
noun (2). I am making these rules very sim-
ple at this point. Verb phrase is verb plus
noun phrase (3). Noun is man, boy, girl,
woman (4). In rewriting verb for a sperific
grainmar, we would probably write ver'. | "us
number, plus person or tense, or ph wh «
ever we would want te show in the verb set.
In order te simplify at this point, we shall
rewrite verb as sees, like (5). Let’s put in one
determiner, the (6).

Let’s draw our little tree diagrams and see
what happens. (See Fig. 8.)

S
N
NP P
/\
/ / Det. N
|
The man sees the boy.

Fig. 8

We could also Fave had a sentence, The
man sees the man, The boy sees the man, The
boy sees the girl, The girl sves the man, The
woman sces the man, The man sees the wom.
an, etc., until all of the possibilities are ex-
hausted. By having simply four nouns and
two verbs, we have explair d quile a number
of English sentences. If we increace the
classes in Rules 4 and 5, the possibilities are
further increased greatly.

The generative grammarian says, “This
demonsirates the power of my description of
the language. 1 can explain all these sen
tences.” What resulted from this first ap.
proach to the analysis of a scatence according
to phrase structural rules is a surface tree,
The transfermationalist agrees but goes on ta
say that if you want to explain sentences like
The girl is scen by the man or The girl is
{itked by the man, you have to wrile more
y1es. Exentually he has to apply the trans.
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formations in understand’ag the sentence or
in creating the sentence, and when he does
that, he ends up with the deep structure of the
sefilence,

In the deep grammar, ambiguities of struc.
ture are resolved. The shooting of the hunters
would produce one surface tree. There are
also two deep grammar trees that would be a
transform of the hunters that shoot with an
imbedded sentence: the first would be kunters
shoot, hanters that shoot;, and the other one
would be people that shoot hunters. In order
to explain this difference, you would have 1o
talk about the embedding, which you would
do in the deep grammar, not in the surface
grammar. The surface grammar would simply
be the first analysis that you do in the sen.
tence without reference to the transformation.
al rules, but only with reference to the phrase
structural rules.

Emmon Bach, in An Introduetion to Trans-
formational Grammars (New York, Holt,
Rinehart and Winston, Inc., 1964), gives ex-
amples of structurally ambiguous sentences.
The comniitiee’s appoiniment was a surprise.
{ just can’t see flying kites. John feels eold.
He’s crazy to go to Cuba. Very often, even
out of context, we would interpret these state-
ments one way and that would be the end of
it, Ii we apply the deep grammar rules of
embedding and transformation, however, we
come to realize that they are ambigusus.

For The committee’s appointment was a
surprise one set of rules would produce the
appointinent of the conmiltee (meaning: that
the committee was appointed was a surprise),
the other set would produce the committee
appointed {(mezning: the appointment made
by the committee wes a surprise).

Ambiguity is shown here by the fact that
there is more than one underlying analysis,
We have nol shown which one was meant; we
have shown that there are two possibilities.

There are two sets of grammars you have
to write. You have to write a forward grain.
mar in which you starl with the kernel rules,
the noun-phrase, verb-phrase rules and you
move toward all your transformations and
your final sentences. The forward grammar is
the productive type. There is also the recop-
tive type in which you take the final sentence
and reverse the procedure. Its called the
reverse grammar because you go back to gel
to the kernel. This is harder to do than going
forward because there are more rules since

e
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you have to try all possibilities. If we had a
sentence like The wine was drunk by mid-
night, we might say that it l.oks like a
passive sentence. We apply in reverse the
passivetransformation andendup withmidnight
drank the wine. We apply the | hrase struc-
tural rules and it comes out in a different part
of speech. We junk the whole thing and try
something else. Eventually we work out the
underlying tree. That's working from the fin-
ished sentence and going back to the kernel.
It's much easier to start with the kernel rule
and write out the sentence, which is what we
do when we speak; but when we hear, we reverse
the procedure. When we speak or write, these
ambiguities do not really exist. It’s the listen-
er or reader who is puzzled by the ambigui-
ties.

The transformationalist with his trees and
diagrams very often feels close to the tradi-
tional grammarian. The transformationalist is
vigorous and formal in his diagraming,
whereas the traditionalist is not. The tradi-
tional grammarian never formally specifies
why yau should select one diagram over an.
other one; the transformationalist is now al-
tempting to make this expl.cit. He is attempt-
ing the traditionalist’s technique, but ke is
being more rigorous and more formal in
applyingit.

Operativna) Definitions: Traditional,
Structural, Transformational

ftem I: Hen or Eég?

The linguist iasists that the only language
is what you speak and that writing is a
representation of this Janguage. The usual
linguistics textbooks point out that language
has heen with human beings as long as
they've been human beings — naybe a mil.
lion years. Writing is no older than 7,000
(maybe 8,000) years. Writing really never
represents all of language — just parts of it
— so that as far as the linguist is concerned,
writing is a reflection of language. A gram
mar developing and explaining the written
system of a language can, of course, be devel:
oped, but the important componerts of mor.
phophonemics, phonology, and intonation
would have to be left out. If a separate
grammar for the written variety of the
language is developed, a st of rules that
explain how this written grammar is dif.

ferent from the real grammar of the lan.
guage must also be developed. If this is
not done, the language described will be
misrepreseuted.

item [I: Grammar or the Grammar of
Qne tanguage?

Both the structuralist and the transforma-
tionalist recognize that a language has jts
own unique system. The traditionalist who
writes a grammar which explains Hungarian
or German but looks very Latin is allempting
to associate the structure of his language with
that of Latin. Latin grammar works very well
for Latin but not for other languages.

The more traditionally inclined person
says, “Well, every language has nouns; it has
names of persons, places, and things just as
we do in English.” Of course, this may be
true but the nouns in one language may turn
up as affixes or in the middle of words. Here
is the weakness of viewing grammar as some-
thing existing apart from any specific lan-
guage. The language is fitted to the grammar,
the important contrasts often being disguised
as exceptions and hidden in ivotnotes.

Item lii: What's a Rute For?

The structuralist talks about language in
terms of patterns, whereas the translorma-
tionalist has a rule or a series of rules show-
ing how utterances are interrelated. The struc-
turalist will not operate his analysis unless he
has something that has been said. The trans.
formationalist, on the other hand, has a set of
rules which produces sentences. He produces
a sentence and then asks, “Can this sentence
be said in the language?”

The traditional grammarian sets up a rule
and then if a particular construction does not
fit that rule, he lebels it an exception. The
transfornationalist takes the language first
and formulates the grammar 1o fit the lan-
guage, whereas the traditionalist very often has
an idea, an absolute definition of grammar,
and then fits the Janguage to the grammar.

Traditional grammar may make some
statement of rules for the placement of modi.
fiers. It may slale, for example, that preposi-
tional phrases follow the nouns they modify.
a< in the big, red house on ife corner. But the
same grammar may define on the corner as an
adjective phrase Here is one of the big proh.
lems of teaditional grammar, mixing the form
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and the funclion. The form of in the corner is
a prepositional phrase. Its function is as an
attribute.

In the sentences Johnr is happy there, John
is happy today, and John is happy quietly,
the words tkere, today, and quietly would be,
for the traditional grammarian, adverbs; but
the third sentence isn't English. It ought to be
John is quietly kappy. The linguist, therefore,
cannot put there, loday, and quietly in the
same category. Quietly is not in the same
form class as there and today because it
cannot, like them, go after appy. Any such

" formal criterion the teacher of English can
bring from linguistics to separating parts of
speech or form classes is good. 1t gives the
student a foothold in grammar, something he
can cling 1o that is formal rather than some.
thing that is just meaningful.

Another example of such a formal distine.
tion in English is the use or the nonuse of the
definite article in phrases such as in school
and in the school, at school, and at the
school. If one says, “He’ in schoo!,” he
means something quite different from “He’s
in the school.” The traditionalist calls them
all prepositional phrases. What linguists,
structural and transformational, do is to tie
the distinction between the two types of
phrases to the use or the nonuse of the
definite article, a formal dislinction.

Item IV: What's a Sentence?

The strucluralist and transformationalist
can, il they wish, describe run-on sentences
and fragments. The transformationalist can
write a rule that produces double negatives.
In cases such as these, | believe that the
teacher has to be prescriptive.

Thz teacher of English rejects run.ons and
{ragments, I \Link, because of a value judg:
ment that we all make about the language. |
think that it’s a good value judgment but §
don’t think it’s necessarily anything linguistic.
We use run-ons in speech which are accept.
able because of their intonational contours.
Linguists, structural and transformational,
ate certainly aware of intonation.

To the traditional grammarian who defines
a senlence as a group of words which convey
a complele thought the linguist says, “Fine,
that’s what it is but that’s not specific enough.
You must be more detailed in saying what
kind of group of words.”

The slructuralist =ays, “A sentence is a
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group of words bounded by an intonation.”
Now he has a unit that he can work with.

The transformationalist says a sentence is a
noun phrase plus a verb phrase. He's got a
definition with which he can work,

Item V: How Do They Handle Expansion?

The concept of expansion in the structural
and the wransformational approaches can be
compared 1o the (raditional way of talking
about expansion in grammatical forms,

Let us take a phrase like red house and
work with it as would a structuralist. We
would first break it into its immediate constit.
uents and talk about red as being a modifier
of house. Then, if we introduce the idea of
other structures that would be related to this
sort of structure — red house — a certain
amount of layering would occur.

What other structures could we build
around the nucleus of red fouse? We could
expand it to big, red house. What is the
relationship of big to the rest of the structure?
Does the immediate constituent cut go first
big and then red house in relationship here?
This is the way I would analyze it anyway —
big, red house. (See Fig. 9.)

big red house

1

Suppose we had a form like big, old, red
house. Would it be big — old, red house,
would it be big, old — red house, or would
it be big, old, red — house? The layering,
of course, would vary according 1o the mean.
ing. This is building on a particular structure.
We eould also build it the other way — big,
red house on the corner. We have another
I.C. that would break down into on and the
corner. The corner breaks into the and cor.
ner with the attribution going to tig, red
kouse. (Sce Fig. 10)

As long as we can go on expanding the
conslruction around one center — in this
case, house — we would be dealing with a
centered construction. We have here the ex.
pansior of a centered construction, and this is
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big | red | house}j on | the ] carner

1

Fig. 10

what the structuralist means normally when
he talks about expansion. He talks about
putting in more attributes or modifiers but
keeping the same center to the construction.
So, therefore, expansion and meodifications
with the structuralist are synonymous when
they deal with nominals. When they deal with
verbs (go, is going, was going, will be going,
might have been going), the term modifica-
tion does not fit.

Now let’s look at the way a transforma.
tionalist explains expansion. What device
might he use to talk about big, red house on
the corner? The different ideas would have to
be embedded. What, then, are some of the
patterns that the transformationalist would
introduce? The house is big, the house is old,
the house is red, the house is on the corner.
He would take all those kernel sentences,
apply to them a series of ordered embedding
rules in order to produce this sentence.
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big red house on the corner

(I} S———= NP+ VP

(2) NP———= Det + N

3) VP V + PA (predicate at-

tribute or prep. phrase)

(transformation) N+ V + PA = PA+N

The house is big = The big house

The houseis red $ The red house

The house Is on the corner = The on

the corner house

The rules numbered 1, 2, and 3 explain the
construction. After writing those three rules,
we transform noun plus verb plus predicate
attribute to predicate attribute plus noun.
That’s our transformational rule. The house is
big is transformed to the big house. We have
three embedded sentences which have under.
gone this transform,

The traditionalist may approach expansion
in various ways. He may talk about inserting
things in a structure, but he is not specific in
telling how he inserts them — wlether he
adds them on in layers or whether he inserts
them in terms of rules. For the traditionalist,
expansion probably involves all kinds of in-
sertion. In a sense, then, he is more closely
allied to the transformational point of view
without showing specifically how it operates,
how it functions.

The traditionalist may also take a semantic
point of view and say that expansion involves
giving a clearer and clearer picture of the
basic kernel.

Language Is What People Make It

As times have changed, language too has changed to meet the needs of
cach generation. It is just as wrong to speak of “decay” of language as to see in
it an inevitable progress. Language is what people make it. In every generation
there are those who use it skilfully and those who use it clumsily: thase who yse it
honestly and those who use it corruptly. The final lesson of its history is that not
only poets and scholars, but ordinary citizens as well have a hand in shaping the
language of their own time. This is our privilege and our respansibility.

® . NelvnFrancic, The Hiszory of Eagfiah (Newm York. W R Norten & Cempany. {ne  I%30p o
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Dialectology and Usage

Dr. Shuy argues that dialecl involves more than just

words and that many of us speak different dialects

depending on the siluation in which we find our-

selves. He cites the causes of dialect differences and

shows how ‘“good” or “bad” usage is affected by

historical, psychological, and sociological principles,

all of which

indicates in Dr. Shuy’s opinion that

English teaching should aim for many styles of Eng-

lish rather than just one.

RoOGER W. SHUY

Last year | interviewed people in a shop-
ping center in Lansing, Michigan, to gel an
idea of what people think a dialect is. Here is
a selection of the responses | recorded:

“A dialect is something like Chinese.”

“A dialect of speech is one that determines
which communities are separated from other
communities: Asia, Europe, the South.”

“Dialect means usage — not the way the
language is supposed to be.”

“Dialect is the same language spoken in a
different manner,”

“Dialect is the local style of pronouncing a
word.”

Almost all of the people 1o whom T spoke
abaul dialects spoke negatively about them.
One girl, in fact, said that dialect is the way a
language is nat supposed to be. Lack of
cerlainly aboul language, in this case aboul
dialect, is obvious.

One of the best definilions given by the
people in the shopping center in Lansing,
Michigan, was: “Dialect is the local style of
pronunciation of a word.” Dialect, however,
involves more than just words. It is scen also
in pronunciations, in grammar, even in syn.
fax and in intonation. I is not just regional

Thicvundereatie v wavoate ln Jha ) Sobheober o the Buore £
ctiens of atape troondiog of I Shuv s precertation b the Dirguictie
Berkehop condu el by the Badineere Carn Fulibie S hoede, Ruguet A28,

1964 1k Shus retaine the e paright oo thie pste ral and has gisen the
Rarran of Pulily atesne gupniccion b print this con-lonsation in the Kol
temore Bulliion of Educ arion
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speech. 1t can be that of any social group, of
any occupalion group, of any racial group, of
any number of other possible subgroups. Dia-
lect may be used to describe the ingroup
speech of the educated and the socially accep-
table as well as of the down and out. The
term dialect, then, carries no pejoralive con.
notation. Many of us speak different dialects
depending on the situation in which we find
ourselves.

The secret of social and linguistic success
comes from knowing how and when to switch
from one dialect to another. This is the mosl
importart thing that 1 am going to say. A
teacher must help his student learn this secret
of social and linguistic success. He certainly
must naot insist that the student eradicate his
home speech.

We teachers of English have the repulation
of being negative, of standing in our ivory
towers and shooling things down. | would
rather add a dimension to a person’s Iife than
shoot a dimension out of his life. Let him
know whal is over the horizon and encourage
him to go see for himself, In the long run,
his switch from one dialect to another will e
facilitated much more smoothly than by tell-
ing him he must desert the old {or the new,

Dial>ct differences exist for a numler of
rcasons which are all lied into another phase
of our lives which we as English trachers tend
Lo overlook,
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Settlement History

We ought to teach some of the causes for
dialect differences. One such cause is to be
found in history.

Whether we realize it or not, our language
is influenced by the people who settled our
area and established acceptable behavior pat-
terns. Although the settlement history of an
area does not prohibit future change in lan-
guage or in any other aspect of culture, the
vestiges of the influence of the early settlers
remain for many, many years. Examples of
this are seen in the German pronunciations
and the German vocabulary still found in
Grundy County, Illinais, the linguistic effects
of the Irish in Beaver Island, Michigan, and
the Britishisms found in many American
communities which were settled directly from
England, such as Albion, Illineis, or New
Parmina, Indiana.

The first English-speaking settlers in Am.r-
ica, of course, came from England; but at the
time of the earliest settlernents in Massachu-
selts, Virginia, Maryland, and Rhode Island,
the dialects of England were by no means
uniform. Speakers of these various dialects
crossed the Atlantic Ocean and settled with
their own dialects along the East Coast. In-
frequent visits from outsiders caused these
dialects to not change. That's why the East
Coast has more dialect areas than we have in
the Midwest. Cohesiveness of the separate
colonies helped to make the dialects distinc-
tive. To this day this area exhibits smaller
and stronger dialect areas than most of the
regions to the west.

Population Shift

Another reason for dialect differences lies
in patterns of population shift. IU’s a curious
thing that most Americans think of their dia-
lect areas without considering the patterns of
mobility. Ask anyone what the dialects of
America are and you will probably be told
that they are Southern, Eastern, and general
American. Despite the tendency of textbooks
to perpetuate this notion, American diatects
simply do not divide themseives that neatly.

Since American population shift generally
has been from casl to west, dialect boundaries
are more apt lo run horizentally than verti-
cally. People from western New York took
their dialect o Michigan, Wisconsin, narthern
Illinois, and northern Ohio. The pattern of

£

population shift is important in the formation
of a regional dialect area. The steamboat
played an important part in population shifts.
The automobile has had and is still having its
effect as well.

Another factor that affects dialects is the
development of urban prestige. Cities like
New York, Philadelphia, Detroit, and San
Francisco have become culturally influential.
No one city, however, dominates American
culture nor American speech. Americans say,
“Why should I speak like people from Bos-
ton?” And, indeed, why should we? A com-
bination of factors, including the size of the
country and the effects of democracy on our
thinking, causes Americans to pattern on a
regiona} rather than a national scale. It seems
to me that here the English teacher has some-
thing to say about social studies.

Various urban areas become focal points in
the culture, which includes the dialect of a
given arca. Somewhere between Chicago and
Detroit, fairly close large northern cities,
there are some speech features which disap-
pear. The influence of Detroit reaches out
towards Chicago in a series of concentric
circles. The dialect of a community located
between these two cities depends upon whose
influence it comes under. Such cities as Chi-
cago and Delroil, because of their urban pres-
tige, become focal peints in the culture which
includes dialect, pronunciation, words, and
grammatical choices.

Physical Geography

Another influence on dialect differences is
the pattern of physical geography. Today we
are seldom troubled by physical barriers such
as rivers, deserts, or mountains.

Today, dialect boundaries are not apt to be
found on opposite sides of a river as they
were in the past.

The Connecticut River between Vermont
and New Hampshire scparates pakk the cah
from park the car. The Connecticut River
used to be a boundary. Even after bridges
were built across the Connecticut River, the
dialext differences continued to exist very
strongly on either side. The differences might
well conlinue into the present day. In more
recently settled areas, however. we find influ-
ences of physical geography less important in
establishing diatect differences.

In the East, we find that rivers are rather
clear markers of dialect areas. In carlier
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times, rivers presented physical boundaries.
West of the Mississippi, geographical bound-
aries were not prohibitive since settlement of
the West came largely after effective develop-
ments in transportation.

Social Structure

Another reason for dialect differences, in
addition to settlement history, population
shift, and physical geography, is the matter of
social structure. Much recent study of dialec-
tology has been concerned with the relation-
ship of regional dialects and social dialects.
Although America does not have clear-cut
class distinctions, relative judgments about a
person’s social rank are forced upon us daily.
We make social distinctions in our own minds
whether we are conscious of them or not,
particularly in the matter of language.

Our difficulty in establishing what high,
middle, or low class means in America is
evidenced by the difficulty we have in finding
names for the classes. Dialectologists have
resorted to various numbering systems in an
attempt to avoid being called prejudiced; but
no matter what they do, they are subject to
criticism.

Since language involves itself in so many
different aspects of the curriculum, I think the
English classroom is a natural place to coor-
dinate the various disciplines in the curricu-
lum.

The factors usually thought of as the spe-
cial property of history and the social studies
course are of great significance in the study of
American English. Our language, after all, is
made up of the various elements of kistory,
geography, and society in the backgrounds of
us all.

Differences in Yocabulary

1 would like to call attention here to some
things in terms of dialect differences and
vocabulary ‘which might be useful for the
classroom teacher. Everybody is interested in
vocabulary, although I think vocabulary is
the least significanl of the areas of dialectol-
ogy in terms of social contrast.

There are vocabulary differences related to
age, 10 sex, to education, o occupation, and
to origin.

The use of cerlain words indicates the
speaket’s age. An clectric refrigerator may be
known as an icebox to some people, even
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though iceboxes have not been in common
use for many years. Older natives of the
Northern dialect areas still may call a skillet
a spider, a term which you may never have
heard in this part of the country.

Sex differences, of course, are not difficult
to find. Lovely, peachy, and darling are not
apt to be found in the vocabulary of boys.
Adult males are not apt to know or use many
words concerned with cooking, sewing, or
women’s styles; and women of all ages are
not likely to use the specialized vocabulary of
sporls or automotive repairs or plumbing.

A person may reveal his educational or
occupational background through his choice
of words. It is no secret that learning the
specialized vocabulary of psychology, elec-
tronics, linguistics, or fishing is necessary
before one becomes fully accepted as an in-
sider. Truck drivers, secretaries, tire builders,
sailors, and farmers provide specialized vo-
cabulary of occupation groups in everyday
language.

Origins will also be indicated in vocabu.
lary. “A baby creeps,” is generally Northern.
Crawls is Midland. The container in which
you carry water or milk is a pail in most
Northern dialect areas and a bucket elswhere,
A carbonated beverage is pop, soda, tonic, or
a soft drink. In the center of some fruits, we
find seeds, kernels, pits, or stones.

A good reference for the study of vocahu-
lary is Hans Kurath’s 4 i ord Geography of
the Eastern United States. In this day and
age, no one is going *o shoot you down for a
vocabulary word used in a different sense
from his own. He may consider your use of
the word amusing or quaint, but I don™ think
you are going to be typed socially for having
used it, The study of vocabulary differences,
however, makes for interesting classroom
“'Ol'k.

Ditferences in Pronunciation

The study of pronunciation is somewhat
more difficult to handle because it requires an
ear for language and some basic background
of the major sounds of language, of English.
The difference between creck and crick is not
hard 10 hear. We asked in Detroit what a
small body of water running through a farm
would be called and we usually got crick.
When we did get creck for the general term,
we often got Battle Crick for the city where
cereals are prepared. A pronunciation hangs
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on to a place name longer than it does on a
general term. Creek is gaining in the North
even though it's a Southern pronunciation. It
is gaining in the Northern cities first and then
working its way out into the country.

East of the Appalachians, people say get.
ting maohried whereas | say getling merried.
Where | come from we make no contrasts
between merry (as in Merry Christmas) and
Mary, nor between Mary and marry. Réof is
Midland Southern and rdof, Northern. In the
urban North, roof is gaining. Kéteh is sup-
posed to be a bad pronunciation for catch,
but you'll *ketch™ most teachers in the Mid-
west saving it most of the time.

Teachers who teach that there’s a consistent
pronunciation of phonogramic relationships
among certain lists of words must take care
to put them in their regional context, because
some parts of the country have it one way
and other parts, another way.

Differences in Grammatical Forms

There are any number of pronunciations
which we could consider, but let us now take
a look at some of the differences irn grammar.
To this day, the grammar books are not
settled as to what is the past tense of dive.
Most dictionaries list two past tense forms:
dove, found largely in the North; dived,
found in the Midland areas.

What is a teacher to do about the past
tense of dive? Teachers, in the past, felt the
need to select one form or the other. Dived
was probably taught more often because
that’s what most grammar books say is cor-
rect. When you see dove in Detroit and Chi-
cago newspapers and when you hear Senators
and Presidents say dove, you wonder who is
out of step here.

1 think one of the most important things
that linguistics geography or linguistics can
add to the teaching of English is that they
provide more precise answers to such ques-
tions. The simple fact here is that dived is a
Midland-Southern form and dove is a Nerth.
ern form; that dived is gaining in the urban
North, perhaps on the principle of analogy
with all other ¢d words. Ever since the time
of Chaucer, Fnghish has been dropping the
seven classes of strong verbs and adding to
the three classes of weak verbs. Any new verb
today takes an ed form in English.

) In the urban North, then, dived is gaining

43

over dove and perhaps is going to win out in
the long run. That js as much of the whole
truth as we can say. It is not simply a matter
of one is right and the other is wrong, but
there is something going on that is much
more precise that we can say about such
grammatical forms as dived and dove.

Language change is constant and also in-
teresting. Which is ‘“‘correct”? Quarter of
Jour. Quarter 'til four. Quarter to four. Quar-
ter before four. There are a number of gram-
matical items in the new book Discovering
American Dialects which will be useful to the
teacher of English.

I think that the teacher of English, rather
than taking differences in vocabulary, pro-
nunciation and grammatical forms as prob-
lems, should use them as beginning points for
interesting discussions.

Dia'ectology in the Classroom

I have been saying things along the way
about the place dialectology has in the class-
room. I now would like to put these things
into a framework.

Here are some cardinal rules, it seems to
me, that we can discuss.

First of all, the teacher should not ridicule
the speech of his student no matter what it is.
Most teachers are conscientious, bclieve in
their children, and want to help them. Yet, we
do tend to ridicule a student’s speech.

Once when | was working for the National
Council of Teachers of English, I asked
teachers, “How would you describe the
speech of the children in your classrcoms?”
They said, “Ugly. Horrible. Miserable. Slov-
enly.” All of these teachers worked in disad-
vantaged areas. Then 1 would ask, “What are
the features which are ugly, slovenly?” I had
a hard time getting answers which were relat.
ed to what I saw in the classroom. | don’t
think we're going to get anywhere if we
subconsciously or consciously ridicule the
children we teach. I doubt that you're going
to communicate much to somebody whose
speech you abhor.

Another of Shuy’s principles is this: Speak-
ers of one dialect are not inkerently superior
to spcakers of another dialect. I'm saying
here that spcakers of substandard (whatever
that means) dialect are not inherently in‘erior
to speakers of stanudard dialect. For one thing,
how do you definc¢ “*standard™? What is stan.
dard in England is not standard in the U.S
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What is standard in Texas is not standard in
New York. Perhaps we can define it as that
which enables a person to get along well
within his own group. Then there is a stan-
dard English which is different in one group
from a standard English in another group. Is
dived then better than dowve? Is roof brtter
than réof?

America, with ils expanded provincialism
or nationalism or whatever you want to call
it, enables me to say that I’m as right as you
are, by George, and just because I'm from
Texas and yeu'’re from Boston doesn’t mean
that you're better than 1 am. On the othe.
hand, we must also be conscious of the view
others take of us. We must be willing to learn
a more “acceplable” dialect and to use it
when the appropriate time arrives.

My third principle: Understand your cur-
rent altitudes in relation to your own social
background. Perhaps 1 am covering the same
ground that I covered in the first principle. If
you have just recently emerged from the low-
er middle class yoursell or lower class to
middle class or lower middle to upper mid-
dle, be sure you understand yourself in rela-
tionship to your judgments of others. For
example, 1 have no way of saying, “I am
right, . . . . I?” 1 can’t say, “Ain’t I?"
because I am an English teacher. | can't say,
“Am 1 not?” because people of my genera.
tion where I'ra from just don’t say it. “Aren’t
I” is just as pretentious as it can be to me. ]
think | understand, however, my son who
says, “Aren’t [?” He can say it because
people in his community say it.

[ don’t know how many papers I have
marked wrong in grading compositions on
things which are only manifestations of my
own provinciatism in terms of speech.

A founh principle is this: Both standard
and substandard dialects are systematic. A
dialect which calls for I runs, you runs, he
runs, we runs, they runs is just as systematic
as the one calling for I run, you run, he runs,
we run, they run.

Subgroup dialects, since they are system.
atic, can be as clearly described as standard
dialects. If 1 have a knowledge of the sub-
group dialect system, I know what I am
“teaching against.” I also know what Irans-
forms should be taught in order to achieve
the standard dialect.

Another thing that dialectology docs for

Q' classrooin, it seems to me, is that it points
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out structural interference on the grammatical
leve;. A child is reading this sentence: “He
walks down the street.” He actually reads,
“He walk down the street.” It is very likely
that the child has merely transferred the
walks of the printed page to his own dialect
where it is walk. Is this a problem of not
pronouncing an s? | think not. It seems to me
to be more of a problem of grammatical
interference of one dialect with that of anoth-
er. The child doesn’t have a reading problem.
This child understands so well that he trans-
lates a word into his own dialect. What we do
about it is another matter. For oral reading, |
guess we want him to pronounce the s. Un-
derstanding the grammar of a dialect may be
very useful in diagnosing problems in gram-
matical interference in another dialect.

Differences in Usage

The terms sociolinguistics and sociodialec-
tology are fairly new and convey somewhat
different concepts from the old definition of
usage.

What do you, as teachers of English, think
of the usage in the following sentences?

(1) His work is different than mine.

(2) Can 1 have some more?

(3) Everyone put on their coats.

(4) We only have five left.

(5) I'will pay your bill.

These sentences have been selected from
those used by Norman Lewis in a survey
which he reported in Harper's.! Lewis re.
ceived 460 responses in his survey of some 19
items of doubtful usage. Those who respond.
ed included 155 teachers of college English,
12 dictionary makers, 33 authors, 80 editors,
22 radio commenlators, 32 teachers of high
school English, 60 subscribers to .farper’s
selected at random, 48 feature writers and
columnists, and 26 women’s magazine editors.

The first sentence in the Harper's survey
gained 319 acceptance. Eleven of the 12
dictionary makers accepted it. The second
senteixce received 409 acceptance. Two-thirds
of the teachers of college English accepted
this one. The third sentence was accepted by
45%% of the respondents. Again, two-thirds of
the teachers of college English accepted it.
The fourth sentence was accepted by +16% of
the respondents. And again, two-thirds of the
teachers of college Fnglish accepted it. The

U Narman Tewie " Hew Carient Mo Carrent baghah Be?

.. Horper's
Magazine, Vol P88 W N 68T



DIALECTOLOGY AND USACE

fifth sentence was accepted by 90% of the
respondents,

What ] am getting at here is not that we
are now absolved from the problem of findin~
usage items. Rather, T am saying that here is
one way of gelling at an accurale statement
about usage based on some evidence. What
interests me here is not whether these sen-
te.ices are classified as acceptable or not but
the basis on which the decision is made. If we
reject or accepl a particular construction, we
ought to have a good basis for rejecting or
accepting it.

I am atterpling to focus on the problem of
deciding what is good English and what is
not. If we seek authority to back up our
usage, whose authority do we use? We shall
examine several systems of deciding what
good English really is, and, in doing <o, we'll
find that man is a rather complex person. The
word good, when we talk about good English,
has a way of changing its complexien depend-
ing on such factors as context, audience, sub-
ject matter, ege, and interests. It is very
difficull 1o find a good English which exists
at all times. We'll find also that language
change has an imporlant bearing on any
definition of good English.

Furthermore, we'll {ind that the total
communication structure relates significantly
to our vwn understanding of good English.
We may be — in fact we usually are —
unaware of our deviation from society's
norms.

Anthorities for Good Usage

Systems of finding good English are many,
We may seek the authority of a persen, of a
book, of a discipline, or of society.

Let’s begin with the authority of a person.
We bave all lived under the iron rule of a
solid, firm, unbending English teacher. Her
ways were the right ways, her judgments
final. Although we disliked her rigidity 10 a
certain extent, we found it comforling that
some rigidity existed in the world. Unfortu-
nately, we were never able 1o fathom exactly
why her judgments were made. Then, when
we mel another equally strong English teach.
er whose standards varied {from those of the
first, we were faced with the dilemma of
deciding which of the former indructors —
rigid, wonderful people though they were —
was right?

@ 7 course, the authoritarian person means

well. He wants to add the rigidity that seems
to be lacking in the world of English and,
perbaps, in the child’s life. He creates prob-
lems for the child when his rigidity is not the
rigidity of the next teacher or when his rigid-
ity does not agree with the textbook.

What about the authorily of a book? Qver
the last two generations, professional students
of language, then teachers, and last of all
laymen have begun 1o understand something
about usage. The layman, however, suffers a
lension resulting from a feeling of relief at
being told not to feel guilty about using
lariguage naturally and from his expeciation
that the dictionaries and handbooks are sup-
posed ta make him feel guilty,

Let’s turn now to the authority of a disci-
pline. We know that radio-TV people have their
own standards. Obviously the seminary has
its own standards since pulpit diction is quite
different from the diction that you hear else-
where. 1 bave a very good friend, a Baptist
minisier, who becomes an entirely different
person in the pulpit. 1 tell him that he'’s
schizophrenic. He's informal and chauy in
personal relationship, but he rolls his r’s in
the pulpit. Speech teachers have their stand-
ards. The newspapers have their own author-
ity on usage. Theodore Bernstein of the New
York Times in his book called Fatch Your
Language makes a number of interesting
slatements about usage which are relevant lo
the New York Times.2 Keep in mind that
they are pertinent for those who write for the
Times but are not necessarily pertinent for
others. If you want 10 write for the New York
Times, you had jolly well better follow Theo-
dore Bernstein’s prejudices and his ideas. |
would strongly suggest, however, that you
don't usc it for love letiers.

English teachers, who certainly represent a
discipline, are perhaps less unified in their
choice of usage than representatives of other
disciplines. It seems to me that English teach-
ers should have a stronger unification of
usage standards than they do.

Society also exercises its own brand of
authorily over language. Vi hat I am saying
here is that language is primarils sociological
and thal sociely agrees upon c=rlain things.
Although some children say d sses for deshs,
socicty decides that they are called desks. The
society formed by nine-year-olds on a play.

2 Theodiore M. Rerratiin, Rateh bror faacurge tNew Yook, Aibeneum
Fubkshere, 13,
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ground may decide that they are desses, and
the nine-year-old wha wants ta be “in” calls
them desses. We all know that women speak
in a somewhat different language from that
used by men. In other words, society, how.
ever it defines itself — as Brooklyn, as Balti.
more, as nine.year-old Negro boys in De-
troit’s inger city — has its own ways of
deciding what’s right and what isn't. Were
this nat so, we'd still be saying puer instead
of boy.

The usage committee of the American Dia.
lect Society has been attempling to make
statements about usage in the Publications of
the American Dialect Society (PADS). The
Journal of American Speech, the same type of
journal, published by Columbia University
Press, contains many articles on vocabulary,
pronunciation, and other matters having 10 do
with contemporary American English usage.
These are atlempts rt recording what scciety
judges useful or nonuseful.

There are ways of getting at good English,
and some ways are better than others. Simply
accepting the authority of the textbook will
lead you into trouble, particularly in an age
in which we're telling our students to chal-
lenge the textbook, 1o think critically. 1 don’t
see anything wrong with facing a controver.
sial issue in ihe classroam by saying, “Let's
look at the facts. 1 dont know what the
answer s, Let’s see if we can find oul.” Do
you have usage guides? Go to them. Do you
have dictionaries? Go to them. Do you have a
linguistics atlas? Go to it. More and mote
material js becoming available 1o use for
research of this sarl.

Usagn is in one way a complicated prob.
lem; in another way it is a relatively simple
one. Certain pronunciations and cerain vo.
cabulary and grammatical items are valued
more than others for certain situations. That’s
the simple part. The complex part is deter.
mining exactly how they are valued in exactly
what situations.

Almost everyone recognizes that in some
way some people use the language more effec-
tively than the rest. Their way of handling the
language attracts attention. People are en-
couraged to emulate them. The self-made
man, who is comfortable in the language he
has been using for years, may be tempted by
adverlisements that ask him, “Do you make
these mistakes in English?™ e builds up
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within himself a tensian between the old,
comfortable ways and the new ways that
promise to make him “acceptable.” This ten-
sian can easily lead to insecurity and the
insecurity, to tinidity. Say it the safe way, do
it the easy way, the way which won’t get you
in trouble.

In writicg and in compasition of any sort,
however, lension and insecurity will produce
timidity. The very thing we don’t want in
compositian is timidity. “Be brave, be bold!”
we say.

Classification of Usage

One treatnent of the dimensions of usage is
that usage is either good or it is bad. A scale
which is frequently given in usage guides and
English textbooks is literary, standard formal,
standard informal, homely, and illiterate.
This type of scale is not anly unuseful but it
is also harmful and misleading. Usually we
interpret [iterary as best, standard formal as
second best, standard informal as third best,
homely as fourth best, and ilfiterate as worst.

Grammarians over the years have tried to
discover the universal principles upon which
to judge good usage, George Campbell in the
18th century, in his English textbooks, said
that in deciding upon which word or which
expression to use, one should prefer the pres.
ent, the reputable, and the national. This
seems like a pretty good idea to
me. However, usage handbooks have reflect.
ed more interest in ilems than in principles
for judging the items. Of course, there were
problems in interpreting Campbell’s criteria,
but he had criteria first.

If we accept the theory of selting up crite:
ria for judging usage, what principles do we
have?

We have the principle of histery. 1 think
that the teacher of English would find a
knowledge of the histary of the language very
useful in the classroom. Explaining the influ-
ence of the Norinan Conquest on the cugh
words (rough, tough, bough, through), for
example, is of more value than just saying,
“That's the way English is.”

The textbooks that warn against sloic used
as an adverb evidently are unaware of the
fact that in Old English slow was an adverb
as well as an adjective. Words, such as slow,
present the oppottunity for the teacher to give
the historical background that accounts for
the usage surrounding them.
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Besides the principle of history, there are
the principles of psychology and sociology.
Let’s take another look at the item iFe only
have five left. Many texibooks tell us to put
orly aext to the word it modifies. Presum-
ably, then, only is supposed to be modifying
we, and the usage is incorrect because the
statement is illogically arranged. On the other
hand, some linguists claim that psychological-
ly such a statement is perfectly acceptable
because it cannot possibly be misunderstoad.
It’s not exactly ungrammatical. It’s not even
socially unacceptable this way. Robert Pooley
in his book feels this is the case.3 1 have no
reason to doubt his opinions on this.

Sociological principles also operate here.
The only valid reason for the creation, pres-
ervation, or extinction of a word is whether
it is useful to our society or not. If we need
the word, it will live; if we don’t need it, it
will probably die. We are going through an
interesting period right now with the word
index. It seemed for awhile that indexes was
gaining on indices, but now indices is popular
again. We are even developing a back forma.
tion which I have heard many educated
people use in the last year. The plural indices
would suggest the singular is indice. | have
hea ‘ndice even in professional societies, |
say t 1 when I am talking 1o English teach-
ers a).J dgta when 1’'m talking to linguists. In
editing Social Dialects and Language Learn-
ing, | had both English teachers and linguists
look it over. The linguists were adamantly in
fayor of data is, whereas the Fnglish teachers
generally wrote data are. 1 don’t reraember
the last time I saw datum in print. Perhaps it
occurs occasionally, but it certainly is not
needed as often as the plural.

Well, what then do we do in our attempt to
find the dimensions in usage? Well, we ook
for things which will indicate clearly that
something is formed which will enable people
to appreciate us rather than laugh at us,

T Rober C. Pooler, Teahine £rrlah Eraer (New York, Appletn
Century Crfte, 0 d
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The Scales of Martin Joos

Martin Joos in his monograph called “The
Five Clocks ™ looks at usage through four
scales, each scale having five clocks.?

RESPONSIBILITY  BREADTH
best genteel
better puristic
good standard
fair provincial
bad popular
AGE STYLE
senile frozen
mature formal
teenager consultative
child casual
baby intimate

The style scale is the one in which Joos is
most interested. Styles are appropriate to the
occasion. They are appropriate to the size of
the group, the degree of familiarity within the
group and they are even appropriate to
the subject being discussed. The problem
comes in selecting the proper style arl
shifting from one style to another.

The paradox, perhaps, of English teaching
is that we aim for one style of English,
whereas we should aim for many styles. |t is
cerlainly appropriate for a preschool child to
call his irain a cheo choo. By the early teens,
the child usually has at least three working
styles (serious, systematic data gathering is
limited here): one style for his peer group,
one style for parents and other adults, and
one style for strangers. This is a minimal
stylistic repettoire needed for the normal so-
cial life of the teenager.

For educated adults, the five Joos styles are
common. The consultative style is the central
one which is used for opening a conversation
with a stranger. The major focus in the con-
sultative style is on communication with a
minimum of social, aesthetic, or emotional

¢ XTartin Jocs . The Five Chacke ™ International Journal of #merican
& inguistics tdpnt, 10621,

Atmost all teachers believe both that they recognize 1he differences hetween
such students’ “natural”™ language and the kind of standard language which is
believed 10 be desicable. and that they understand haw o teach the standard dialect

to their students . .

. The fact of the matter is that differenc es in dialect and Jdiffer-

ences in variety of language are far mare complex than the training of nost teach

ers has led them ta suspect.

Thenae f Crovundl The Tuenn Biflion 18 Mg Micunds e¥ndong,” Som pof f412
trotsand Panewnard ritnog, Nan b vge fad Teabe ol Brgleh, 106g - 1@

O

RIC

Aruitoxt provided by Eic:

4!5



ERIC

Aruitoxt provided by Eic:

48

overtones that characterize other styles.

The casual yle is what we'd use in easy
conversation among friends, except when the
seriousness of the occasion calls for consulta.
tive style. Here we find elided prorunciations
such as 'm gonna. The sentences tend to be
more elliptical, such as Eat yet? Coming
tonight? It may include slang or even occa-
sional profanity. It is nol used to convey very
serious or complex information because even
close friends should use consultative style for
serious or complex information. In writing,
this casual slyle is characterized by a Jot of
conlractions, abbreviations, the heavy use of
the dash. One of the things 1 1ry to tell
college students in freshmen composition is to
be more consultative and less casual, less
chatty, less informal. The most comnonly
used style of the high school and college
student is the casual style except in the class.
room and in writing where he shifts to the
consullative style. As teachers, we musl rec
ognize this fact for we need Lo help the
student to know when to switch and when not
1o,

The intimate style is used by people who
know each other so well that they can predict
each othet’s reactions to a given situation.
Much communicalien here is nonlinguistic —
eyebrow.raising, shrugging, groaning. Hus-
bands and wives communicate with such
things as Hmm? and Un-huh which depend
on intonalion for meaning. Words are often
slurred, are clipped; .here's an accidental
mispronunciation, maybe purposely pre-
served.

The formal style, expository discourse, is
informative and discursive, |t is not conversa-
tional. It is used by lecturers, by preachers,
newscasters, judges, legislators, by anybody
alone before an audience or by a writer writ-
ing to an auaience which cannot talk back.

The frozen style is literary. The fact that it
is preserved in such a way that we would not
want to change it is why it is called frozen.

Intimate style fuses two personalities. Cas-
uval style integrates diff=rent personalities into
a social group which is greater than the sum
of its parts. Consultative style produces coop-
eration without the kind [ integraticn that
you get with casual style. Formal style in-
forms the individual scparately on a one-lo-
one basis so that his future planning may be
more discriminating. Frozen siyle lures the
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reader into educating himself so that he may
be more confident in acting the role he
chooses. The key here is that these styles all
require subtle shifts of pronunciation, gram-
mar, syntax, and vocabulary, depending on
whether the language used is written or spak-
en, It is not a matter of good versus bad or
literary versus homely. The nalive speaker
must learn lo control these shifts 1o a varying
degree and | think this is the tremendous task
of the English teacher — to be able to handle
this kind of thing.

Detroit Dialect Study

Iif we are to make statements about what
people aclually say, we must do large-scale
language gathering studies. 1 am going to
discuss very briefly the Delroil Dialect Study,
which 1 am conducting, in the hope that such
an overview will give you an idea of how
such studies are organized and carried out.

The purpose of our research in Detroit is,
first of all, to describe the speech of Detroit.
ers from various economic and age Jevels and
of various ethnic, religious, and geographical
origins. We are inlerested in any kind of an
ingroup, no maiter what it is. Since there are
70 ethnic groups in Detroit, we spent most of
our efforts on these groups which live in
particular kinds of ghettos. Other ethnic
groups include Negroes, Jews, Poles, Mexi.
cans, and Appalachian Whites. We can split
these groups into various subgroups, basing
our distinctions on the scales of breadth, age,
style, and responsibility.

Our second purpose is to relate this linguis-
tic descri}” o to the soriological factors in-
solved i1 r to determine what speech
features ch... .crize each group. We want 10
gather data, but we want (o relate the data to
any kind of information we have about age,
the geographical origin of grandparents, of
parents, about religion and many other
things.

We wanl ta relate the linguistic facts that
we find to whatever other information we can
discover about Detroit. Soriologists, for ex-
ample, have found that the Poles on the cast
side of Delroit tend to have different values
from those of Poles on the west side and that
those from the cast side who change their
residence tend Lo move to enc section whercas
those from the west side move to another,
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Qur interest in describing the speech of
Detroiters is not limited to that of the inner
city people; we are interested in as many
classes as we can get. We know that our
sample is not going to tell us in the end that
Detroit speech is such and such. We are not
even pretending that. What we want to do is
to gather the speech, relate it to the sociologi-
cal factors, and then utilize the information to
provide a theoretical basis for pedagogy and
even 1o develop some materials for the class.
room. If we discover certain kirds of syntax
features characteristic of one group, we want
to tell teachers who work with members of
the group what these features are and to tell
teachers in other areas r..t to worry about
such features.

Since time for making this study is limited,
it has seemed to me that we should focus on
problems. We need background information
on comparisons of geographical areas, of eth.
nicity, race, or even religion, and of age.

In our survey, we have interviewed chil-
dren of the fourth and sixth grades, teenagers,
pareats, and grandparents.

By now, you are probably wondering how
we chose our informants. We decided to use
the registration files of all the public school
children in Detroit as our populatior. We
randomly selected schools from each of 10
areas and then randomly selected 10 children
from each school from the 4th to 6th grades.
We did rot feel competent 1o interview any.
onc below the 4th grade. Then we interviewed
the older sibling, if there was one. If there
were two older siblings, we would pick the
one who was not out of high school and work
our way down. We wanled 1o get an age
difference here because we know that some.
thing happens to the language between the
middle elementary grades and high school. If
possible, we would like to get a m.easurement
of those differences.

We interviewed one or the other parent on
a rigid basis, the father in one case, the
mother in the next. We interviewed a grand.
parent if onc was available.

We finished the feldwork on August 12.
We have between 700 and 730 interviews in
the city of Detroit. That may not scem like
very many, but keep in mind that up to this
time the tola) knowledge thal we had was
based on four interviews conducted 20 years
o0 We had only 8 weeks and 12 field
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workers. Each field worker could do approxi.
mately two interviews a day, each interview
running about one and a half hours.

The basic areas in the language to be
examined here were pronunciation {word for-
mation, inflections, and derivational affixes in
this case), syntax (the way word order pat.
terns go), and vocabulary. I was least inter.
ested in vocabulary and my questionnaire
reftected it. 1 think vocabulary is interesting
but it does not carry the crucial social stand.
ing that pronunciation, grammar, and syntax
do. The search here was for indices of social
standing within the matrices of race, econom.
ics, religion, age, ethnicity, origin — what.
ever other matrix we had in mind.

Let me give you some examples of the

phonological indices that we are testing now.
The final consonant deletion is one such
thing. The dropping of the d and the ¢ in such
words as bed and wel are examples that come
to mind. The substitution of f for t4 in such
words as bathroom and the dropping of the
final g in words that end in ing are others. In
addition to deletions, modifications, and sub-
stitutions, we are also studying consonant
additions (chimbley for chimney), vowel
deletions (g'rage for garage), and vowel
lengthening (caow for cow). These are only
some of the phonological indices being stud.
ied.
* In our study, we are going to talk about
grammatical indices in terms of processes
rather than items. We think that it will be
more useful in the long run if ve can lump
grammatical things into patterns rather than
simply say, “Here are a list of grammatical
things.” So the processes involved are the
morphopkonemic processes, the analogical
processes, the deletion processes, the proc.
esses of sddition, the processes of permuta-
tion, the processes of concordial relationships,
the processes of expanded or restricted form
class usage. What we want to do is to put all
these things into various kinds of processes so
that the teacher will have a better grasp of
the unity, the problem involved.

I think it is much better to understand that
the child's problem is one of analogy than it
is to say “Your problem is that you put ed’s
where they don't belong.”

One of the motphophonemic processes
which is common is the neutsalization of the
an distinction (a apple instead of an apple).
This scems to be an age grader in Detroit. It
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also has some social manifestations beyond
age grading. When we come upon such things
as string-strang, bring-brang, gooder, badder,
or feet-feets, we put them under the process of
analogy because we waould like to be able to
understand why the child is saying what he
says, not just what he is saying.

The process of deletion is one which gram-
matically has bearing in Detroit. We found
particle deletion (you out the game for you
are out of the game), copula deletion (ke
cruminy, he nice), article deletion ({ want to
make wish for I want to make a wish),
conjunction deletion (there eight ten horses
for there are eight or ter horses), auxiliary
deletion (we playing for we are playing),
relative deletions (different things Santa
brings). The deletion of the dependent clause
with a comparative (! fike arithmetic tetter)
is another vase. I look at this problem from
the viewpoint of deletion process rather than
as a logic problem — better than what? Here
is the deletion of a whole unit of speech
which 1 prefer 10 consider in the same class
with copula deletion, particle deletion, and
conjunction deletion.

We are also looking at the process of
addition. Prepositions seem to be the most
fruitful area. Adverbs come in for their share.

By the process of permutation, which is
another we are dealing with, I mean the
change in linear order of things, such as ke
used lo always go instead of he aliways used
{o go.

Another process is that of concordial rela-
tions, the subject-verb concord; for example, }
watches, we goes, he go. We are lrying to
discover the systemaltic pattern of this concor-
dial relation as it exists in Detroit. Multiple
negatives fit into concordial relations, We
asked, “How much have you traveled?’’ One
of the respondents said, “I ain’t neter went
nowhere on no trip.”

There is the expanded or restticted form
class usage, such as we have with pronouns
— [ buy me a house {the object pronoun used
as a reflexive), Him and my sister went home
{object pronouns as a subject), fle's better
than me or better than { (pronoun with a
comparative).

We are studying, then, cerlain numbers of
grammatical indices. We are also studying
some syntaclical indices, which are not quite
as easy lo formulate because nobody has
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really said anything about dialect in syntax.

We are now preparing a file which will
show the exact number of occurrences of each
senlence type, each clause type, and each
phrase type used by each speaker in Deltroit,
It is a fantastic undertaking. It is laborious
but it is important in terms of language
learning. Four typists have been working all
summer making transcripts of the recorded
interviews. The linguist takes the transcript
and checks it for accuracy against the tape.
After the transcript has been retyped and put
on a stencil, it is run off and studied bit by
bit — every phrase, clause, and sentence. We
go through our potentiaf indices of syntax
and our potential indices of grammar 1o see
what he does and how many times. We record
every peculiar use that we think is diagnostic.
Al the present time, we are lesting hypothe-
ses, We intend 1o do a lot more, of course, in
the organizaiion of the findings. Qurs is a
monumenial undertaking, but when it is fin.
ished it will say more about Detroit English
than any fife of its kind yet in existence.

We came upon a few new lerms in Detroit,
but we are not really as much interested in
vocabulary as we are in grammar and syntax.

Qur study will relate 1o the teaching of
English primarily in describing what actually
is there in terms of pronunciation, grammar,
and syntax. It should indicate where a partic-
ular kind of problem exists or with what
types of people. Tt should indicate the why as
well as the what. It should find the systems
into which the language of each child fits.

This study would not do.the schools of
Detroit much good if all we did was tabulate
the results and hand over the tabulations. In
the case of one respondent who reverted to a
different system of tanguage when he became
emotional, I think it is worthwhile for the
teacher to know that this is a systemalic
reversal and that it is common. Teachers may
be tempted to say, “What a chaotic thing.
Why, this boy, for no reason in the world,
starts using a copula. He knows better.” |
think the situation is quite different when he
undezstands why,

Another thing that must be related is the
interference of subgroup speech to standard
English. When & student reads f be the ane
who canie for I am the one who came, his
problem is not a reading problem nor a
phonemegrapheme problem; it is a gram.
matical interference problem.
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DIALECTOLOGY AND USAGE

1 think there's something 10 be said for
applying this kind of research 10 composition.
If we can isolate by quantitative analysis the
number of each phrase, clause and sentence
type used by people of different age, racial,
economic, ethnie, geographical, and religious
groups, we ean discover something about how
syntax acquisition comes about. So far, no
one has said much about this. Composition
teaching, unless it has changed since 1
stopped teaching compasition, lacks concrete-
ness. Qur research in Detroit, 1 think, wiil say
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tual. | hope it will be useful.

Certainly we can also say something about
usage statemenls. J think a great deal of ink
is wasted on nonexistent problems. Usage
problems vary from place to place, situation
to situation. Basically, we are altempting to
find out exactly who needs what said to him.

| really am excited about the kind of re.
search we are carrying on in Detroit. ] think
our results will be of great usefulness to
English teachers in the Detroit area. 1 am
hopeful that teachers outside the Detroit area

something about comnposition which is fac.  will also benefit from the results of our study.

Linguistics Is u Process

Linguistics is a process: it's a special way of doing soinething, and [it] has
lwo paris to it. One part concerns vhat we call attitudes. In order 10 behave as
linguists do, in order to do linguistics, one has to accept certain attitudes. These are
as well known 1o you as they are to me. They go by various names such as tenta-
tiveness, objectivity, a certain hostility to authority, certainly a hostility to authori-
tarianism, openmindedness, wiilingness to accept the fact that there can be dif.
ferent answers 10 a single question, willingness to accept the fact that any answer
you have in your head today is subject to change and sometimes immediate change.
All of these are attitudes that we generally associate with the scientific methods of
inquiry. You cannot do linguistics unless you are willing to aceept these attitudes.

In addition to attitudes, there are certain eperations that are part of the
process of doing linguistics. Once again, these are well known to you. To over-
simplify, let me name five or six of them: Question-asking— you almost always start
an inguiry by asking the question; Defining—you spend considerable time trying
to make as elear as possible the meanings of the key terms you are using: Qbserr-
ing, Classifying, Generalizing, Verifying—all of thesc are operations that we wa-
sociate with scientific methods of inquiry . . .

It scems 1o me that if linguistics is a process, if it’s a way of doing something,
then what this means for the English teacher is that he must refashion his class.
room environment so that almost daily what & s students are dving is linguistics,
and by “deing it I mean using the attitudes and procedures that 1 referred to. If
the students are not doing that, then they are not doing linguistics, the classroom is
not a linguistically-oriented classroom. . .

[Linguistics] stresses active inguiry on the part of the learner so that any
classroom in which the study of language is fundanientally an act of abedience is
not a linguistics classroom, no matter what definition of a noun is being used or
what definition of a sentence is being used.

What is at stake here for all of us is in a way even more fearful and painful than
what some of us might think is involved in making changes, because what we need
is not so much a new English, if you'll forgive my saying it, but a new English
teacher . . . who makes the whole range of language behavior the subject of in.
quiry, so that what his students are doing is not giving back a kind of hi-fi or low-fi
recording of someone else’s answers to sumeone else’s questions, hut . . . actively
doing what the linguists do.

What linguists do is ask questions, define their tetms, make observations,
classify their data, draw generalizations from data, and verify. As they do this,
they accept as a matter of course all of the attitudes that we associate with the sci
entific method of inquiry . . .
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Nonstandard Speech Patterns

Many people
standard dial
ingful system
ground. Dr. §

will be surprised to learn that non-
eet has a coherent, structured, mean-
of ils own with its own historical back-

tewart’s intensive investigations into an

increasingly critical area stress that it avails the

teacher little to recognize a deviation from standard

English witho

ut understanding the nature of the de-

viation. *““Without the sophistication to =valuate ex-

actly,” Dr. S

tewart says, ‘‘the teacher must use a

great deal of caution in a correction device.”

WILLIAM A. STEWART

Talking about dialect variation and the
problem of dialect differences involves socio!.
ogy, foreign language teaching technique, the
history of the Uniled States, and, in some
cases, foreign language differences.

A change has taken place — primarily
because of changes in educational and social
philosophy in the United States — not only
about wha is 10 be taught but also about
what is to be taught. Groups that we-e very
much left in the periphery or totally outside
of the educational process in America have in
the last few decades been 1aken seriously into
the educational process.

The goals have become more practical,
since the people who have been included have
been people representing actually & much
wider range of cultural differences, of eco-
nomic differences, and of background. Many
very different kinds of people have to be
trained for practical inleraction with other
kinds of people in a life which, being more
Th» condensation was made by Vincent [ Malin of the Bureas of Puth-
catiens of 2 tape recording of Dy Siewart’s precentatmn ts the Linguiatic
®orkshep condited by the BaNimere City Public Sebole, bugyst 825,
1966. Dr. Stew ant retaina the copyright on 1h.s material and has given the

Bureaw of Public ations permiseien In print thic cndenaation in the Bat
timore Balletin of Eduration.
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and more technological, requires increasingly
some kinds of formai education as preparation
for acting in a technological society. The days
when people could get by, where most people,
in fact, expected to get by as simply a diich-
digger, are past.

With respect to the socioeconomically dis-
advaiitaged, particularly people — many of
them Negtoes — in the slum areas of our big
cities, educators now have to ask: How can |
teach these people what I need to teach them?

Linguistic History

KFnowing something ebout the history of
the Negro in the city ghetlos means knowing
linguistic history as well as social history. At
the formation of the United States as we
know it today, Afticans made up some of the
very first immigrants. They started arriving
along the Scuth American voast before prac.
tically anybody arrived in North America,
and Africans also were among the first people
to arrive in North America. They werent in
the very first wave; bul soon afler, they start-
ed coming.

By the late 1690's, which is s1il] fairly early

(o4
(%]



Q

ERIC

Aruitoxt provided by Eic:

NONSTANDARD SPEECH PATTERNS

in American history, a sizable number of
Negroes was in the United States, some Af-
ricans and some western-born Negroes. Afri-
cans came to the United States with a foreign
language as their native tongue usually, and
they were faced with the problem of acquiring
the language of the new nation, the language
of most of the immigrants in this new nation.

Because they were of slave status (as the
vast majority of them were for the next few
cenluries), very little in the way of formal
education was open to them. English had to
be picked up as best it could until the devel-
opment of an elite — today we would call it
Negro, but in the early days a social distinc-
tion was made — a mulatto caste (usually
derived from a union between master and
slave). They were often freedmen in the Bos-
ton and New York area, although in the
Southern areas they were still defined as hav-
ing slave status because usually they were of
a slave mother. They were given formal edu-
cation, and often they constituted an elite
cadre of household-type servants.

A social dichotomy arose then between the
elitists, who were upper-class or relatively
upper-class, formally educated, fairly stand-
ardspeaking Negroes, and the darker-
skinned field hands, who throughout the
group’s linguistic history by and large were
nonstandard speaking Negroes. [t's been a
dichotomy which is well known and well
studied by Myrdal and Franklin Frazier and
such people and has existed right up until
recently within the Negro community.

To most of the field hands — and they
constituted the majority -— formal education
wasn’t open. They weren"t educated in
schools, and they just had to pick up English
as best they could. Now, although it has been
generally assumed historically that African
slaves arrived on the North American main-
land speaking no English at all, we have to
revise this opinion. There's evidence, for ex-
ample, that a kind of pidgin English was
spoken as a trade language and primarily as
a slave trade language along the West Afri-
can coast ranging roughly from where Dakar
is today clear down through the Ivory and
Gold Coasts — that i¢, down to roughly
where the Fernando Po lsland is in the
south. So along the whole area of Africa,
running from ofl the coast of Senegal to ofl
the coast of Cameroon, at the slave stations,
at the trading stations, watering places, and
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landfalls for ships, tribal people and sailors
used two or three kinds of pidgin languages
for trade. One was pidgin English, another
was pidgin Portuguese, and another was one of
the African languages pidginized — all still
used in varieties along the West African
coast.

Many slaves brought with them this pidgin
English, as did many whites who were en.
gaged in the slave trade, and it apparently
gained quite a bit of currency among the
early dark-skinned field hands. These African
slaves were deliberately mixed ethnically. The
policy of slave owners and slave buyers was
to mix the African slaves with respect to
travel origin, the language they spoke, and
the area in Africa they came from.

Plantation owners planned to keep com:
munication, interaction, and common back-
ground to a minimum.

Rapid Linguistic Transition

The slaves had 10 have a common language
to communicate with each other, and unless
they happened to find somebody who spoke
their own tribzl language, they couldn’t use it.
They had to acquire some kind of English as
a communication language between slaves
even in the very early days. In one sense the
African slaves coming to the United Stales
learned a kind of English more quickly than
many of the other foreign immigrants. Many
foreign imm; rants, ltalians and Scandinavian
groups, for example, took two or three gener-
ations to make the transition from the lan-
guage that they came with to the kind of
English they ended up speaking. For slaves,
particularly the field hands, the deliberate
mixing situation forced a rather rapid linguis-
tic transition. And it had to be a makeshift
one because formal education wasn't open to
them.,

We have many early texts of the two basic
kinds of pidgin English spoken in the United
States. Another kind of pidgin English devel-
oped in communication, first, between Furo-
pean settlers and American Indians and then.
later, between different Kinds of American
[ndians. These had previously — especially
on the Plains — used one or two [ndian
languages as an intermediate 'rade language
and also a nonverbal sign language. But once
this American pidgin English got started, ap-
parently along the eastern seaboard when the
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first Furopean sefttlers had contact with the
Indians there, it spread quite rapidly so that
Indians were using it among each other long
before Furopean settlement had spread west,
out to the Plains areas, for example.

One of the characteristics of this pidgin
English was the nonsubject-object difference
in pronouns. People said me for both me and
1. Verbs that were transitive had um attached
to the end. The stereotype of American pid-
gin English, Me likum heap big chief, is
actually rather accurate. The um on the end
of like is a transitivity marker. In Me wantum
wampum, wan! is a transitive verb so it takes
um on the end and Me is the subject. But in
Him likum me, me is the object. American
pidgin has pronoun simplification in this
sense, and it also has a simpler but a more
regular way of marking verb transitivity.

This American pidgin English got well es-
tablished and vestiges of it are still used in
Alaska in certain kinds of pidgin English still
current there. [ suspect, although 1 dont
know firsthand, that bits and pieces of Ameri.
can pidgin English structures still survive
on some Indian reservations, probably not
reported even though heard by lots of people
who don’t know what it is.

Another pidgin English, developed and
spoken in the South Pacific area, has now
become almost an official language in the
Malaysian and New Guinea area. It spread
north to Hawaii, and today large numbers of
peoples in the Hawaiian lslands speak pidgin
English, a different kind of pidgin English,
And a dialect problem there involves teaching
standard English to pidgin speakers, now pri-
marily ol Japanese h~ckground with some of
Philippine elmic originin Hawaii.

Slave Pidgin

For the slave pidgin in the United States
many attestations are found, including attes-
tations by suck capable observers as Benja-
min Franklin, who kept his ears open when
he heard some characteristic slave speech in
the United States and set it down. [t’s rather
like what we know about the early stages of
West African pidgin English, though in some
ways a step closer to standard English. No
longer in an enviroment as it had been in
Wesl Africa where the other languages spok-
en were quite different from pidgin, 1t was

spoken side by side with standard kinglish,
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was susceptible to the correction and direc-
tion of standard English, and therefore was a
step closer.

[t was also probably very similar to what
is called Gullah or Geechee. (It's called
Geechee in the Charleston area, although
technically within the area itself Geechee re-
fers to the sort of citified variety of the
language spoken in Charleston, Georgetown,
and cities along the coast.) The Gullah area
extends roughly all along the coast in the rice
plantation area from the South Carolina-
North Carolina border halfway down Geor-
gia. The dialect demarcation is very rigid
between the rice plantation area on the coast
and the cotton plantation areas in both Geor-
gia and South Carolina. Gullah, still spoken
today, especially in the Sea lslands which
have been isolated historically from the in-
land, is quite obviously a creolized kind of
pidgin English. A pidgin and a creole lan-
guage are different primarily in that creole
language is a pidgin language which has
acquired native speakers —- people who speak
no other language. Pidgin language is a mod.
ified variety of a language that is used by
people who speak some other language as
their native language. And the pidgin modi.
fied variety has been modified because it has
been influenced by the structure of the native
language.

Thus, for example, if Chinese in Hong
Kong suddenly had to acquire Engtish rather
quickly, their Engtish would be modified by
linguistic structures of Chinese — analogies
with Chinese grammar, syntax, phonology,
and lexical translations. In some cases, the
English might be simplified: in other cases it
m’zht just be made differert; then it would
have become a pidgin language but with a lot
of structura) influences of Chinese. Bu if
China were to disappear and just Hong Kong
10 sutvive, pcople would forget Chinese and the
children of the people who spoke Chinese
natively but who had learned pidgin English
as a second langu.ge would learn just pidgin.
And pidgin would then become what is called
a creole language.

Again, in West Africa the slaves came
speaking African languages and learned pid-
gin French, Because the African languages
didn’t survive, the sccond generation knew
natively just this pidgin French which then.
by definition, became the Creole 1anguage.
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NONSTANDARD SPEECH PATTERNS

As the importation of slaves lo America
gradually diminished, people speaking Af-
rican languages became rarer and rarer, and
American slaves divided into the small grcup
of fairly sophisticated, well-educated Negroes
and the vast majority of field-hand types.

They spoke primarily a kind of pidgin, but
when it acquired native speakers, it became
by linguistic definition creolized Englich and
was fairly different from the European lan-
guage to which it was lexically related. Tt
looked like standard English, and somebody
conducting a dialectic survey by looking at its
lexical items and al its sounds and not at its
grammatica) structures might, in fact, classify
it as part of the general dialect system, al-
though in some ways odd.

Grammatically, it was often guite different.
And the early atlesiations of slave speech,
even in the 1810's, 1850%, and 1860’s when
obviousiy the slaves were already native-born
Americans, illustrate the differences, as do
Gullah and the Charleston citified Gullah
called Geechee today.

Liberian Resettlement Project

The Liberian resettlement project of the
1840 makes it much easier for us to tell
what the linguistics of the American Negro
were like &t that time. The program took
rmany freed and sometimes nonfreed Af-
ricans, and sometimes slaves freed by this
particular process and ‘“repatriated” them.
The quotation marks are needed because of.
ten there was no evidence that these people’s
ancestors had come from the Liberian region.
But Liberia was available.

Liberia preserves today in its English situa-
tion what was probably the linguistic profile
of the American Negro in the 1810's. Essen-
tially two kinds of American Negro were
repatriated. The elitist 1ype Ataerican Negro
usually spoke a fairly standard variety of the
local English where he was raised, for exam-
ple, a fairly educated kind of Georgian Eng-
lish. But the darkskinned field-hand type
probably spoke something like Gullah or a
very creolized English.

In Liberia today, these two kinds of Eng.
lich exist side by side. “01d Setiler” or “*Ameri-
co-Liberian” knglish are very much like a
blend of upper-middleclass, coastal Southern
standard dialects. And Liberian pidgin kng.
“),Sh is probably a direct descendant of the
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lower.class field-hand pidgin or creole lan-
guage imported 1o Liberia. The two kinds of
English preserve whal was probably a lin.
guistic cross section of the American Negro in
the eastern coastal states in the 1840,

Migration, North and West

The freeing of slaves after the Civil War,
the Reconstruction, and the turmoil as the
North indusiriatized and the South degenerat-
ed into a plantation area decaying in a world
in which plantalions were less important, be-
gan a vast movement, particularly of the
Southern Negro, northward and westward.
Geographic mobility has characterized the Ne-
gro from right after the Civil War until the
present time. In comparison, the migration of
the poor southern whites today is trivial.

As the plantation economy spread inland
from the rice plantations to the cotton planta-
tions and Negroes and whites moved from the
coast inland toward the Mississippi Valley,
the English of each changed. We can trace
features of the coastal white dialects inland 10
the delta region, so that the white English of
Mississippi and Alabama today is not like the
white English of Georgia and Atlanta. The
same is true with the dialects of the Negroes;
as they got off the lowlands of the Georgia-
Carolina coast and went inland and then over
into the Mississippi Vailey region, they got
progressively more standard. The Uncle Re-
mus dialect of Joel Chandler Harris repre-
sents actually this stage and is one step more
standard than the pure creole Gullah in John.
son’s Negro Mylhs of the Georgia Coast. Bt
these stories — basically African Anansi sto-
ries, although the spider has turned into a
rabbit — are the same in the coastal Gullah
tales as in the inland dialect of Uncle Remus.

Like many early plantation whites, the
Johnson who told the Anansi stories, in later
years a Civil War Army colonel, had bven
raised by slaves. Many whiles were totally
bilingual in creole slave English. Johnson was
a native speaker of Gullah. A lot of bilingual
ism was relatively usual belween standard
English and pidgin, now statistically minor in
the population but still quite common. $lave
overscers, whether they were white or the
Negro assigned overseers, were bilingual in
local standard English and pidgin English or
treole. The household servants were probahly
bilingual, speaking standard English to their
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masters and a creolized English to the field
hands. Even the masters were probabl - bilin.
gual iri the senze that in childhood they used
the two kinds of standard Knglish with their
parents and probably their brothers and sis-
ters, but creole English with the children of
the field hands with whom they mingled free.
Iy up until adolescence.

Johnson was one of these cases in his beau-
tiful Gullah. Joel Chandler Harris was in fact
another example. He was raised in inland
Georgia in the cotton plantation area, and his
stories are in this other dialect. These are
both very accurate renditions of the day as
far as we can tell.

If you compare Johnson’s Gullah and Har-
ris’ inland Georgia dialects, you can see what
happened oace the Negro left the coast and
lost contact with West Indian and New Af.
rican influences. The English speech of the
Negroes who left the coastal area shows a
transition from the Gullah to the Uncle Re-
mus type dialect. Then the Uncle Remus type
dialect again fades off into the Mississippi
Valley dialect. This was all before the Civil
War.

The Freedom Train and its trickle of n.igra-
tion north, although statistically it didn’t
amount to much, established channels of mi-
gration which then were later fed by large
numbers of people. This pattern is character-
istic of migrations. One or two persons trickle
into an area, Place X, and settle. Eventually,
their relatives move there. Then lots of other
people have cousins, aunlts, uncles, brothers,
and sisters in Place X; so they move there
and vou get a sudden wave of migration.

‘Lhe Freedom Trains had established chan-
nels of migration that Negroes started using.
The stop-off points have left traces today. In
Bloomington, Indiana, Negroes are, in some
ways, well integ-ated into the white communi-
ty. I found no case, for example, of a Negro
household living next door to another Negro
household, But the small towns were just a
jump-off place on the way northward into
Indianapolis and Chicago and other places.

By the early 1900% Chicago had a very
wellestablished and sizable Negro communi.
ty, as did New York, as did Washington,
D.C., as did Baltiniore (although Baltimore
had always had one for other reasons), as did
many of the Nozthern citics. And then in later
waves, people went 1o the West Ceast; and
today Oakland. California, and los Angeles
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on the West Coast have Jarge Negro commu-
nities.

As these people moved, they took their
dialects with them, whether it was the creole
English that still survives along the coast or
the inland Mississippi Valley type well on the
way toward standard English but with bits
and picces of the creolisms left in it, or
whether it was the fairly standard English of
educated Negroes or the very nonstandard
English of uneducated Negroes. In Boston,
New York City, and Philadelpkia there had
been very early Negro communities made up,
as far as we can tell, of standard speakers of
the local dialect. whatever it was. These Ne-
gro communities, however, got swamped by
the Southern immigrants and essentially they
disappeared linguistically. For exar ple,
where the original Negroes lived in, say,
Boston or Philadelphia, was where the immi-
grants would go first because of residential
segregation, and, of course, the communities
blended and swamped the dialect which had
been spoken by very few people.

Washington, D.C., has had a Negro com.
munit; for some time, which earlier probably
spoke a fairly standard kind of English, not
unlike what was spoken, | suspect, in Alexan-
dria or in the old white settlement in Anacos-
tia. The tremendous wave of migralion of
Negroes from coastal Virginia, from North
Carolma, Soutk Carolina, and to some extent
Georgia, with sprinklings from the Mississippi
Valley, has swamped the earlier English. And
you can see families thal are in transition,
that have fairly standard-speaking parents
and radically nonstandard-speaking children
because the children associate with other chil-
dren.

Dialect Blending

Today, Negro communities in many of the
large cities represent a range of dialcct behav.
ijor. The result is that the earlier dichotomy
between the sophisticated, standard.speaking
Negro and the lower-class, uneducated Negro
is now disappearing, is dying out. A lot of
dialect blending is taking place and since the
nonstandard-speaking poor migrants moving
north outnumber standard speakers in Negro
communities, the standard kinds of Englich
in the Negro communities tend to  be
swamped by the nonstandard kinds.

Essentially, there's a range of speech
(speech”™ rathet than “dialect” because
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there’s really no one dialect that's spoken);
there’s a range of linguistic Lehavior ard
styles and approximalions toward and away
from slandard English. Many are able to
switch, though net through the whole spec.
trum of linguistic behavior, at least across a
series of contiguous dialects of three or four
markedly different levels of approximation
toward or away from standard English. The
linguistic repertoire of members of a Negro
community is a hooking together in overlap.
ping circles where shared features connect the
whole community in some ways. The ethnicity
which lumps all of them together in the same
boat causes, for example, the children often to
end .p speaking more like the poor immi-
grants than Jike their own parents, although
the converse is in some individual cases also
(rue.

Nevertheless, this common origin — this
eastern-southeasternseaboard origin —resulted
in the concurrent social isolation of the Negro
from the werld of the white. The Negro v.as
always put in a special category. He was
always treated diflerently, always given a
special residential area, always given a special,
very circumscribed range of opporlunities
with special limits on formal education, and
so forth. Because of this, dialect maintenance
occurred to much more of a degree than was
characteristic of whites,

Social Isolalion and Dialect Maintenance

For example, if you examine the western
coast and the poor white migration westward
by the Okies and Arkies, who mnoved on te
California, for inslance, you will find that
among their descendants dialect differences
disappeared in one generation because these
people were integrated into the total commu.
nity and the children had the samie opportuni-
ties as other white children did in California.
Consequently, the dialect differences disap-
peared. Negroes started meving into the Oak-
land and los Arngeles areas in the early
1900%. But in the Oakland, Los Angeles, and
San Frencisco areas, and mest of Walls, we
sce the maintenance of various southern dia-
lects over a long period of time where migra-
tion actrally predates that of the Okics and
Atkies, who caine primarily in the twenties
and carly thirties.

Because of this dialect niaintenance, an
interesting number of featu.es are chared in
"-Q'"'\rc nonstandard varieties of epeech that
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one can hear in Negro communities today
throughout the United States. And some of
these are attested in the early slave pidgin
and creole and exist today in some kinds of
West African pidgin English-Liberian, for ex.
ample. One recurrent linguistic feature is the
lack of & copula, as in He a boy. Another is a
nonpossessive marker, where apposition is
used for possession with a certain number of
stress patterns. For example, Me massa dog
occurs in very early slave speech frr My
master's dog, and Uncle Hemus dialect has
My massa dawg. You will find today in many
nonstandard kinds of English in Negro com-
munities throughout the United States The
man dog for The man’s dog and sv on.

There are many of these kinds of structural
features, particularly in verbal morphology,
symactic struclure, etc. Although phenology
is a litle harder to trace, som.e delinite phon-
ological fratures scem to De preserved
through the extension of these Southern Ne-
gro dialects into the Nr-th, although | think
it wrong to say generally that Negro dialects
in the North represent only unique Southern
features. The dialect atlas of the historically
typical speech of a given region was devel-
oped on the basis of white speech, unfortun-
ately.

If you're a dialect geographer and you're
moving into the South, into a community to
do an atlas questionnaire, you pick the person
who's lived there the longest. Who's this per-
son usually? A white person, a little old lady
sitting on a chair on a perch smoking a pipe.
If there was a Negro burn there at the sanie
time that the lile old lady was, he has
vrobably gonr 1o Thcago or Oakland or New
York or Washington.

As a result, if you look at the linguistic
matcrials in the Americen Pialect Atlas and
knew anything about the way the Negro dia-
lects in the South bekave, you would think
the Negro didn1 exist. Some featuces just
don’t tutn up in invertories of the Dialect
Allas that would have to if the Negrocs had
been looked at at all. One is the clear [I)
formed + " the .niddle of the tongue up in
the cen . of the mouth rather than Jdown.
Another feature is the replacing of the bilabi-
gl voiced and voiceless aspirants between
vowels by{rlandlf] bruver and nuffing for
brother and nothing — which doesn’t oceur
in while speech at all but is very common in
ahinost all the kids we deal with in Waching
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ton, 1D.C., and most o the kids I've heard in
New York and in Oakland, Wetts, and all the
Negro community sections. So the inadvertent
bias against the Negro in the Dialect Atlas
material means he got the sane treatment
he’s gotten in history and in all historical and
social studies set up within the United States
~— he got lefi out.

Social Isalation and Special Features

But if one has looked at features, he finds
some unique ones in Negro dialects that are
not normally shared by whites — although
they can be. One thing you must understand
is that where unique features exist in the
speech of Negroes, they have nothing to do
with physiology. They only have 10 do. with
social behavior, which is learned from other
people — in the case of Negroes from other
Negroes, because primarily Negroes associate
with other Negroes as the American social
pattarn works. Negroes constitute a social
group which is contained. Look, for example,
at residential containment. [ has produced
socicl cohesion but it has the Negroes and
whites work together, go to school together,
yet when the bell rings, all go home into their
own social group. Preservation of sprech pat-
terns is no! physiological; it is social. A nice
example is the occasional Negro who is, let’s
say, the only Negro in the white community
and who talks just like the whites around
him.

Otker kinds of unique social behavior fea-
tures involve Negroes. Some of the postural
things are Alrican survivels — for example,
bending and laughing, and sometimes cover.
ing the mouth and turning the head in laugh.
ter. Averting the eycs, looking at an eye level
lower and to the side of somebody to show
defercnce is another postural trait. Saying
“yes" with eyes raised, very common among
Negroes but practically nonexistent among
whites also may be an Aftican survival. Some
of these are probably onut-of-awareness behav-
iot. People learr them socially without realiz-
ing they'te learning them just as they are
likely to learn structure of their language
without realizing theyre leatning it. Some
just may be unique behavior that people de-
veloped. They change and cociai behavior
changes, and in a group lhat’s been isolated
sozially, they develop new norms which don't
represent anything they had historically, and
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which also don't represent other groups. Ku-
ropean fewry is a good example. Also isolated
in the ghettos, the European Jew:y in the
Middle Ages innovated. The ruropean Jew in
the Middle Ages was not ai zll like the Jew
who migrated out of Palestine. He wasn’t
entirely like the surrounding Slavs or Ger-
manic peoples. He innovated and ke devcl.
oped new kinds of social norms, The Negroes
have done much of the same thing.

One interesting innovalion within the Ne-
gro culture is ethnic slang, often confused
with dialect.

Consider the following two groups of sen.
tences:

SI. She’s a phat chick.

St. She's a pretty girl.

D. She a pretty gir).

Sl. He didn't dig his vines.

St. He didn’t like his clothes.

D. He ain’ like he clothes

The sentences marked S! are in ethnic in
group dialect; those inarked St are in stand-
ard English, and those marked 1) are in
nonstandard dialect.

The slang is Howard University slang,
which is as ethnical and as ing1aupy &s you
can get, and the dialect is from local nonstand.
ard Negro dialect spaken by kids across the
street from Howard University.

The slang She’s a phet chick for Ske's a
pretty girl is standardized slang. She’s a pret-
ty girl is Jocal, not standardized, in Washing-
ton ard recurrent in just about every Negro
comrnunity in the United States. Notice that
the difference between the standard and the
slang is strictly lexical substitution — phat
for pretty, ckick for girl. Notice that the syntax
remains the same. Look at the ronstandard
utlcrances. Lexically, the nonstandard dialect
of these kids in the urban Negro ghellos is as
standard as can be and is a lot more standard
than tire rural dialects of people who arent
considered to be nonstandard speakers. The
vocabulary of these kids is tremendously
standard.

In <lang. the scntence HMe didn’t hike his
clothes becomes He didn't dig his vines, and
in dialect, Me ain’ like his clothes. The differ-
ence between the slang and the standard Eng.
lish is the lexical substitution of dig for likc
and vines for clothes; the difference between
the nonstandard dialecl and the slandard is
again grammatical. Notice the noncopulative
and the nonpossessive,
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Slang is a deliberate lexical substitution.
Dialect is different linguistic patterns whick
the person actually is unaware that he'’s using
and doesn’t recognize as different. This is why
I think that in cerfain ways people are fool-
ing themselves when they take the approach
that people in the Speech Training Program
at Howard want to take. They want to give
the kid a bag of words 10 use, He already has
those words. You know, they are really ac-
complishing nothing because they're giving
kim a bag of what he’s already got. He’s got
the standard words. No person, as far as |
know, who uses phat doesn’t know the word
pretty. Nobody who uses the word chick
doesn’t know the word girl, nobody who uses
the word dig doesnt know the wozd like, and
nobody who uses the word vine doesn’t know
the word clorhes. This is deliberate lexical
choice well within the competence and well
within the sophistication of the speaker who
uses slang,

Slang involves deliberate lexical substitu-
tion, that is, the manipulation of language
behavior is within the comypetence and sophis-
tication of the speaker; he knows what he is
doing, and he knows how to do what he
wants to do.

QOne can use slang in conjunction with
nonstandard dialect granunar and phonology,
but he can also use it with standard grammat-
ic structures. Slang varies independently of
grammatical and phonological behavior. As a
student’s grammar and phonology become
morc and more standard, apparently there's a
desire to innovate, to create an ingroup lan.
guage.

When a slang term becomes gencrally ac.
cepted, when it's taken outside the ingroup
function, thcn it’s quickly dropped by the
ingroup and another term replaces it. For
example, the old word cat (for man) got
adopted by the true jazz musician, but when
the gencral pubtic adopted it, cat was quickly
dropped.

Somelinics you get a change for something,
it gets gencralized, and you get a semanlic
shift, Cool is a good example of this. Now,
cool has become not an adjective but a noun
— things shift around in meaniag, or they are
dropped and a new term is developed.

Slang is very jealously guarded, very delib.
crate, and very ecarefully manipulated. The
more standard the students’ grammar and
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lexicon, the greater tendency they have to use
slang for certain kinds of ingroup communi-
cation, whereas the people who speak radical.
ly nonstandard in gramar and phonology
don’t do this as much. Slang is also very
changeable. A slang term today disappears in
its use tomorrow. Grammatical paurrns, on
the other hand, endure and exist over many
generalions. Two that are characteristic of
nonstandard dialect today —— the noncopnla
He a man and the nonmarking morphiciwe of
possession The lady hat — were altested to
in early examples of slave pidgin and Creole
in the 1700’s and some adaptations ol these
that go back to the late 1600’s have endured.
Slang as a linguistic phenomenon endures,
but specific slang items change quite quickly
and they are deliberately changed. Slang is
deliberate behavior. Slang is very different
froms the grammatical structures of the non-
standaid dialect. These are out-ol-awareness
and involve different kinds of linguistic struc-
tutes and often different kinds of perceptual
mechanisms. They are not within the range of
the user’s manipulation because he isn't for-
mally aware of what it is that he is doing.
What the nonstandard speaker needs is tech.
riques for learning to recognize the nature of
and [or acquiring the different kinds of lin.
guistic structutes which will be necessary,
along with the competence in using them, to
speak standard English. And that’s not an
easy job.

A Different Culture

Many features of nonstandard dialcct are
recurrent throughout the country in ltower-
class Negroes. And by lower class here |
don’t just mican poor; | mean a special cul-
tura} cenfiguration, what the anthropologist
would call a “differeat™ culture. One of the
things that’s caused a survival of this kind of
culture, even where it's socially disadvanta.
geous insofar as opportunity capabilitics of its
carrier are concerned, is the containment pol-
icy on the part of the white community to-
ward the Negrocs. The lowerclass Negro is
certainly in many ways culturally quite dif-
ferent from general middleclass American
socicty and even from lower-class whites in
the same area. Moynihan was bitterly attack-
e¢d when he wrote a study of lowerclass
Negro family structure pointing out that it
was different; his point was misinterpreted by
people who thought he was saying that il was
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all right berause it was different. But his
general point was quite valid that in many
cases there are aclually family structural dif-
ferences and that there are kinship differ-
ences.

Social workers — white middle-class social
workers who go to a lower-class Negro com.
nunity — are often very confused in trying to
find out what people's names are, who lives
with whom, who's the parent of whom, and
so on. When Africans came lo the United
States, they assimilated in part the white
culture but not entirely. African social pat-
terns that were brought to the United Siates
were madified by slavery, were partially con-
formed to white social palterns, bul not
entirely. There were innovations and they
survived in this changed form, but they were
not entirely identical to the white norm be.
havior.

There are varations within the white be-
havior. Among descendants of Italian immi.
grants and among descendants of kEnglish
immigrants, English stock or Scandinavian
stock, the way of viewing the family is very
different and there is a difference in family
visiting patterns.

The Tialians tend to regard as the family
what the anthropologist and cociologist calls
the “extended” family, This goes through
various kinds of cousins several times re-
moved from the direct, or “nuclear,” family.
The English-background descendants often
prefer to limit their family interaction pal-
terns to what is called the “nuclear” family,
that is, the family that lives within the house.
hold and perhaps aunts and uncles. These
altitudes go back to cultural differences in
Fngland and ltaly on what the family is.
Each one, perhaps, will define the family in
the same domain, but the real interaction
patterns show that they've got two different
concepts of family.

The American Negro who hasn't been too
much in contact with standard American cul-
ture (and here I'm talking about standard
cullure as I’'m talking about standard dialect)
or 100 assimilated 1o it, often has a very
different kind of family structure, and some-
times the kinship and family relatiorships are
very foreign from any kind of FEurepean mod-
¢l. For example, one thing that | suspect is an
African cultural survival deals with who your
parent is. In Africa, if a child docsn’t like his

@ ‘ter loses his parents. I has & sort of
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right to go to another family and say, “I
want 1o be your child.” Then the child moves
in and this is a quasi-legal kind of adoption
where these people become the parents of that
child and he becomes their child. African
languages have a special name for this kind
of a relationship, different from the word for
Jather or son, etc. In lower-class American
Negro communities, often the child lives with
somebody who turns out not lo be his real
mother or his real aunt. Or he has play
relationships very much like the sorl of vol.
untary brother or sister relationships in some
Alrican societics, where two fellows who are
friends become each other’s brother, so to
speak. The lower-class Negro community has
a way of technically defining il; children, for
example, often refer to these semi-legal rela-
tions by the “play™ prefix. Somebody is your
play-aunt, your play-uncle, your play-brother,
your play-sister. | suspect that these kinship
terms in lower-class Negro culture, mother,
Sather, brother, sister, aunt, uncle, are false
cognales with a kinship system of standard
American culiure where they appear to refer
to the kinds of kinship and family structural
relationships that occur in standard culture;
in fact, they don't refer to these.

Standard and Nonstandard Dialects

When you look at nonstandard dialect, you
can look at it in two ways. You can look at
it, as many people do, as some sort of ran-
dom variation of standard Fnglish, grammat-
ical palterns and phonology and so on, or
you can look at it as a coherent, siructured,
meaningful system of its own with ils own
historical background.

Some transformationalists expect dialects
of the same language 1o be alike in deep
structure and to difter only in very low level
phonotaclic rules. But if this substandard dia.
lect is a coherent system of its own, in some
ways it becomes difficull to describe the dif-
ference between this dialeel and standard
Fnglish in tems of a single deep structure.

let me give yoo an example. In standard
Englih, we have one way of indicating a
predicate adjective and that's with a verb of
being, in various forms of person and tens,
In the nonstandard dialect. one way of predic
cating an adjeclive is with at the verb te be.
In non<landard English vou'd <av e busy.
But there is alen another way of picdicating
an adjective in nonslandard  Freglish an!
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that’s with the verb be, as in He be busy. U
you look from standard English lagic at the
situations ‘n which you say He busy or fle be
busy, this is clearly free variation. But if you
consider the situations in which this sort of
thing occurs and forget about slandard Fng-
lish for a minute, the nonstandard dialect has
worked on the basis of a rationale or logic
not found in standard English at all. That is,
the nonstandard speaker, in making his deci-
sion about predicate adjeclives, has 10 scan
the real world situation he’s describing and
incorporate for the purposes of his grammat.
ical structure information which the standard
speaker doesn't have to.

In dialect, the rule works this way: if it is a
shorl-term state, an immediate situation, it is
zero predication — He busy right now; if itis
a longterm state, habitual action, it is He be
busy alt the time. A nonstandard speaker in
Washinglon, D.C., will reject as nongrammat.
ical — this has nothing to do with standard
English — an utterance like He busy all the
time, and he will say only He be busy all the
time. He will reject as ungrammatical an
utterance like He be busy right now. Now
here is grammatical judgment; here is a Tejec-
tion of nongrammatical forms and accept-
ance of grammatical forins quite outside the
realm of whal standard English does or
doesn't do.

If somebady says 10 Johnny, “Why doesn't
your uncle come and visit us 1oday?” Because
he tusy would be the answer,

“Johnny, why is it that your uncle never
comes to visit us?"” Because ke be busy.

In standard English we would say Because
ke’s busy in both cases.

The diatect speaker scans the situation and
he's got something exlra lo take into account.
He's got 0 take into account short.term slate
and durative long-tcrm state and incorporale
itinto grammalical structure.

The standard speaker has other things he
has 1o incorporate into grammatical struc.
ture; for example, he has to incorporate per-
son-number accord, He is busy, I am busy,
You are busy, etc. The nonstandard speaker
has time, too — He been busy as opposed to
He was busy, and so on — that h~ incorpo-
rales, but the siandard speaker has to incor.
porate pure person predication morphopho.
nemices into his system. A nonstandard speak.
er docsn't and he has also 10 scan the real
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world situation. It seems 1o me that since this
involves knnwledge about the real world, it
lies at a very deep level of grammatical
structure and, therefore, the nonstandard and
standard can™ be described in terms of a
single deep structure if this type of difference
is 1o be incorporated. Nonslandard dialect
can behave in terms of its own logic, logic
which at times is somewhat foreign to stand.
ard English. Sometimes, however, the overt
form looks like something we think we know
in standard English; in fact, we don't.

Iet me give you an example, Two forms in
French are called presentatives: Voici and
voila, historically from the verb voir, 1o see,
and then ici and la, meaning here and there,
have nothing 10 do with the verb woir in
French today. They are entirely independent
forms, presentatives used to call the atlention
of the listener to the existence of something
either near the speaker or remote from the
speaker.

The child nonstandard dialect in Washing.
ton has presentatives, 10o. Like the French
presenlatives, they historically come from
verbs that could mean other things but don
any more. To the form There go the book on
the table (There is the book on the 1able) or
Here go the book (Here is the book) the
standard-speaking teacher might say, **John.
ny, 1 don't see the book going anywhere.”
The beok isn't going anywhere. There go,
here go are just presenlatives which call the
attention of the listener to the existence of
something. The teacher is correct in singling
this out as a deviation from standard English,
but the teacher has to be careful about assess.
ing what the nature of deviation is. A correc-
tion like “Johnny, the book isn't going any-
where” is a misevaluation of the nature of the
linguislie event that has just occurred and is a
misevalualion of what's going en in the
child's head and in his linguistic generative
mechanism.  Without the sophistication 1o
evaluate exactly, the teacher nust use a great
dcal of caution in a cc:rection device.

As | talk to researchers i other communi-
ties throughuut the country, recursive dialect
fcatures in Negro communities become more
and mnre evident. I, in fact, it turns out that
nondtandard dialects in Negre communities
all over the country are like cach other, it
may also turn out that they're different from
the surrounding kinds of white Fnglish, stand-
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ard or nonstandard, and even from the non.
standard Fnglish of sociocconomically com-
parable white levels. We have suspected that
the tests developed for testing the verbal skill
of the nonstandard child have really been
biased against him in as;uming that his non-
standard dialect is just a minor deviation of
standard English.

Substandard Dialects and Testing

A psychologist gave some lower-class Ne-
gro kids from Washington the Peterson pic-
ture-word correlation test and noticed that on
verbs they scored quile low. She developed
some theory that they were belter on concrete
noun handling than on verb action handling,
and she then developed some ecological
theory about why this is so. By the way, in
digression let me point out that if there's
anylhing dangcrous — although i1 doesnt
sound dangerous — if there’s anything that’s
really dangerous for their own ends, it's the
stress of the social actionist that the differ-
ences between Negroes and whites are purely
ecological. That’s very self-satisfying too if
one wants lo sort of say, “Well, we're all
alike,” but to me there'’s a built-in danger in
this sort of approach.

The social actionist developed a very elab.
orate theory that the ecology of lower.class
living had warped the perspective of these
kids and that they were good at concrele
noun thirking but not good at abstract verb
action thinking. How can semebody not be
good at abstract thirking when he can make a
distinction betwecn short-term and long-term
state in adjective constcuction? lLet’s look at
this linguist’zally and see if, in facl, several
things are involved. First, if the objects and
the aclions are culturally unfamiliar to the
individual taking the 1cst, we arc tesling his
culture and not his psychological perspective.
And, if the thing is culturally familiar to the
person taking the test, he may not call it by
the same name the tesiers do.

Suppose | have a picture of a man with his
hand on somcthing on a wall and somcthing
down on the botiom says switch or turn.
Washinglon kids don't switch or tuen a light
off, they cut it on or off. Therc's no question
of a verb deficicncy; they just use a dillerent
\ﬂb.lMany peirforinance tests that arc given
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lo sucioeconomically disadvantaged -kids {be
they lower-class Negroes, be they Mexican-
Americans, be they Alaskan-Indians or any
other kind of Indians in the United States, be
they any other group that you find — Cau-
casians or Appalachian poor whilcs, or Okies
and Arkies) many times end up not testing;
end up, really, pointing out thal there is a
cultaral difference but calling it a deficiency
of the aids, in the sense that they're tested by
us in terms of consensus culture or standard
culture and standard language and consensus
language. They test the child and he fails.
(Obviously, he's failing something.) The test
works, in faet, as a test of deviilion from
standard culture or standard language.

What these tests don't often succced at,
however, is bringing out the kinds of things
that they are intended to test. The Peterson
test, for example, didn™ test a1 all the verbal
ability, or verb usage abiiity, of these slum
kids. 1'o me it seems very important that for
purposes of testing and for purposes of specch
remediation and dialect correction, we have
to develop at least some knowledge of what
the nonstandard dialect we are d-aling with is
and what the nonstandard culture we are
dealing with is like, and how these differ from
the standard dialect and culture. We should
then work in terms of these differences.

A lot is said about the lower-class *loose”
(and this means *not the standard culture
definition of family”') family structure among
lowcr-class Negroes bul little about the rather
light age-grading structures among lower-
class Negro boys where age-grade differences
are extremely importam. Go into a lower-
class Negro community, get some boys just
about any age below 19; ask them to list their
friends and then ask them the last names of
their friends. You'll get lots of blanks. Then
ask them the ages of their friends, and they’ll
give you the age of every kid in the neighbor-
hood that they have any contacl with at all.
Age-grading is an extremely important social
device in lower<class Negro culture. particu-
larly anlong boys. Dress differences, gram.
matical behavior, play pattern, communi-
cation patterns. and nerms of politeness and
ctiquette — all these correlate with age-grad-
ing. lere’s a device of social organization
that doeen’t happen to match very closely
anything that streng or that well crganized in
standard culiure; people just don’t Look at it
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Politeness Tags

We must take a good close look at what is
going on with the people that we are trying to
deal with, This is true for lower<lass Ne-
groes, for Mexican-Americans or any group
that we want to work with, including Shenan-
doah Valley mountain whites who alse have
culture norms of their own. They may not be
so drastically different as lower-class Negro
culturally deprived from the standard, and
they may not be preserved as long after
migration into cilies because there isn't as
much containmen, but there are cultural dif.
ferences just the same. It's to the teacher's
advantage to see these and know what they
are. Yery minor differences sometimes cauze
big risunderstandings. One of the frequent
complaints that | bear by whites about Ne.
groes is that they’re rude. One of the white
culture things that defines politeness is please.
This magic word in middle-class American
white culture is one of its main politeness
tags and one of the first things that parenis
who edit child speech deal with. In lower-
class Negro cuiture this word is quite rare.
These kids are taught — this happens with
southern whites, too, so it may be just a
general southern culture thing — to say sir to
elders, and stum kids usually say sir to eld-
ers. This doesn™ get noticed, but the fact
that they dont say please does gel noticed
and they get a bad mark. If you start looking
for paliteness tags, you find two things. First,
man is used as a politeness tag. Give me the
took is much less polite than Man, give me
the book. Second, a slight intonational rise is
also a politeness tag, so that That'll be fifty
ceni*as a request for payment is not so polite
as That'll be fifty cenis? The dialect uses not
the word please, but an intonational please; it
isnt the morpheme but an intonation. As a
matter of fact, when you tell kids they’re not
being polite, often they're confused because
they had & vague idca they were in fact being
polite. And then the white gets judgec as
hostile or aggressive when really he just mis.
understands. Why dont we ask, “Now let's
sce, there are probably politeness devices in
this culture — there are in most cullures —
what wou'ld they be?" Observing a situation
and sceing how people are polite to each
other is very important. This politencss indi.
cator doesn’t correspond exactly to standard
Fnglish please. Standard bEnglish uses the
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politeness tag only for a command or a request.
The nonstandard politeness tag can be put
not only in commands or requests but on the
plain statement to soften at. A West African
pidgin English or creole English called Krio,
spoken in Sierra Leone primarily in the Free-
town area and related hi<torically to Gullah
and the American slave pidgin, has an intopa-
tional politeness tag just like this. It is passi.
bly a survival from an early North American
slave pidgin politeness tag which was intona.
tional.

Sierra Leone Krio has it and Sierra leo-
neans know, when they’re speaking standard
English, that it corresponds to please because
they know the Englishman says please in his
requests, What they don’t know is that it only
corresponds to please in requests and com.
mands and that it isn't used in anything elsc.
They put please wherever they’ve been using
their politeness intonation.

A Sierra leonean who doeen’t know Eng:
lish very well will say “Good morning,
please.” “How are you, please?” *'It’s a nice
day, please.” He just uses please as a dircct
structural equivalent of his peliteness intona.
tion. The important thing to recognize is that
there are politeness indicators but that they
are structurally different.

Syntactical Features

Let me show you some of the syntactical
features of these nonstandard dialects. ['ve
nientioned the noncopula and the nons pos.
sessive in This John book for This is john's
book.

The grammatical mechanism of the dialect
for making possession is apposition, so John
and book just get put side by side: This John
book. Mr. Jones gels put beside book: This
M:. Jones book. It's a grammatical structure
and not phonological. Deciding whats s
phonological problem «r what's a grammat.
ical problem requires a sophistication. Seme-
tiraes it is a mixture of both. Often therc are
phonolagical rules, for example, which apply
to grammatical constructions and both are
deviants from standard English. So then it
may be either a grammatical deviation or a
phonalogical deviation or really both.

One of the ver; mice things that a leacher
can do to train hkimeelf in approaching people
who are culturally different is to ohizerve how
they are polite functionally within the area of
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linguistics. How do they predicate nouns, ad-
jectives? How do they show possession? How
do they show comparative adjeclive slruc-
ture? How do they lorm their tenses? How
do they modify modally? How do they quali-
fy nouns with adjectives?

These are functional things. How does the
child start an utlerance, how does he pause,
what does he do when he pauses as though
he’s thinking about something, how does he
csk questions? Question in‘enation is very
suseeptible 10 misunderstanding because it
can be very different in different dialects, The
question intonation in the Washington non-
standard dialect starts with a high siart and
has a rapid fall. In standard knglish, a com-
m n question intonation starts with a low
middle and has a rise at the end. Did you
find the book? Now, in standard English, the
diop at the end in a question shows a very
abrupt sort of extra surprise or irritation; and
therefore questions by nonstandard speakeis
are often very much misunderstood. Employ-
ers think a kid is rude or overexcitahle when
he uses an intonation like this not under-
standing that in reality it is just a usual
question intonation.

Itow pCOpl(‘ pIuralize anrd where and when
is very important. In dandard Fnglish, for
example, we put plurals on certain things and
not on others, and we generally correlate it
with h - many there are. In some varictics of
English and nonstandard kinds of dialect,
people don’t pluralize a noun if they've got
something else already pluralized. They say,
for cxample, { got four bruvver for {'ve got
Jour brothers, because four afready takes care
of the pluralization. But they say ft belong to
my bruvvers {h belongs to my brothers);
nothing shows that it's plural there, They
have a plural marker when there is no count
word like “many™ or any of these pluralizing
hings co-vccurring witlt a noun. The rules for
pluralization are different; there are a dozen
different ways to pluralize. If there were &
spokesmian for nanstandard dialect, he would
ak, “Why do you say the plural of brother
when you've already said four?™ The dialect
just works differently.

How do they form conditional and if
clauses? One way is with if but another way
involves subject-verb inversion, putting the
pronoun after modals, for example. Are you
surc can he go? I don't know did he do it is
very common in dialect,
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Contrastive Studies

What you can do is develup your own little
contrastive studics where you plot out how
standard English does it and how the dialect
does it, and then you can teach on the basis
.f thos differences and tell the kids about the
differences. They’'ll be fascinated, | assure
you. Ie had great success teaching kids
about the nature of their own dialect. | got a
great glow of recognition from them when |
explained the parallel between the use of their
y'afl as opposed to you and the Freuch vous
as opposed to tu! vous is plural and polite to
a single person, y'all is plural and polite 10 a
single person; fu is familiar and uscd only to
a singie person, and the same is true with
you. And never have | heard a French teacher
make use in the Washingten City French
classes of 1his fascinaling correlation belween
the local dialect and standard French.

Sometimes teachers find it useful to use the
dialect, to hold the dialect form in some areas
to progress in cther areas where they want
the clild 10 concentrate his problem-solving
activities.

This system works because one of the first
problems in learning to read is learning what
we call phoncmc-grapheme-mo;pheme corre-
spondeiices. The child knows what the sounds
mean but can't always recognize the letters
that represent the sounds — that’s what his
reading problem is. It's quite a complex prob.
lem — he's got to figure out whal these
marks on the piece of paper represent in the
way of sounds he knows aud particularly
what this whole thing 1aken together repre-
sents in the way of words that he knows, Qne
good way for him 10 do this is to look at the
whole sentence. He can get a geod idea of
what the not easily recognized words mean
and then he can problem-solve. He can tel)
generally what the gist of & sentence is if it's
close 10 his own syntax. I it's not lose to kis
synlax, then he has to define what it means
and he can't concenirate on the sound pean-
ing word correspondences. His problem.solv.
ing activitics are too diffused. If you can
maintain his synlax andJ let him concentrate
on the word spcllings. |h(‘n e can coneen-
trale on the primary problem of what sounds
the letters stand for. Laler on vou can worny
about the synian.

This is a technique that yeu can Jeaelop
quite casily by getiing vour kids 1o diclate
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stories 1o you in their own speech. Take it
down in standard Fnglish spelling but pre-
serve rigorously the syntax, grammar, and the
vecabulary, and if the child uses a word in a
way that you think is wrong, put it down
anyway because he probably uses it correctly
from his point of view. You develop his text
and then you will have the children learn 10
read from those. Because they meel no unfa-
miliar vocabulary, they can coucentrate vi-
rectly on the thing at hand.

The history of language development in
Western Europe and in the Arab conntries
shows that in spite of all the descriptions of
Latin and classical Arabic that were written,
vernaculars and dialects replaced them both,
Describing a linguistic system does nothing 1o
preserve it if other social linguistic dynamics
are not aimed at preserving it. If a linguistic
system is destined to die out, it's going to die
~a1 in spite of your descriptions; and if it
isn"t going to die, it is going to survive in
spite of your not describing it. As a result |
see nothing dangerous in talking about the
nature of nonstandard dialect to kids that use
nonstandard dialect. On the contrary, 1 gain
an undersianding that they have a system in
which they know how to think and express
themselves.

Be very careful in teaching standard Eng-
lish structure, even to a child. Some things
you can point oul to children and get an
immediate response. When you do, drill on it;
then later on do pattern practice and anything
else that helps. A child may deny that he does
sonie of these things formally; he may say,
“Well, T don"t do this. My brother does, but §
don’t do this.” Let him deny he doesn’t do it
because. people often aren’t aware of what
they do and don't do.

Be careful in evaluating the child who
somelimes communicates and somelimes
doesn’t communicate. What he docs is often a
matter of social situation and social structure
relationships between him and the person
who's communicating with him as well as of
his own language capability. A very 1alkalive
kid can be very silent in an snfamiliar situa-
lien or in a situation in which age-grading
instructions are taking place A lot of kids are
silent in a classroom because of two situa-
tions. One is that there is no culturally anal-
ogous situation 19 the classzoom in their own
Iscal culture so the classtoom is & really
foreign situation. The other is that children
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often dont 1alk to adult teachers because they
are adults, and in lower-class Negro cullure,
communication patterns are different not only
in dialect but also in who 1alks 10 whom and
who talks back and why. For example, [ have
seen mothers actually work through an inter-
mediary, the older sibling, 10 get at younger
kids; the pattern is that strict. In Negro
families the mother talks a lot, but often the
child doesnt talk back. [ he does, it is with a
limited kind of utterance or through the sib-
ling intermediary. And I’ve seen this survive
right into middle-class Negre families where
we see all sorts of chores age-graded. In other
words, if you can’t understand why these kids
aren’t saying anything, try to find out wheth-
er the situation is foreign to them. These are
things you look at: If kids are quiet, are they
quiel because they really are verbally disflu.
ent or are they quiet because there’s some-
thing different about the social structure?

It seems 1o me one of the best ways lo
change people culturally is by undersiancing
the nature of what it is that they are doing
now and what it is that you want them to end
up doing or waat them to at least have the
ability 1o do. It is important — not 1o force a
change on anybody; just make it possible-for
them to make the change. A lot of debate is
going on about whether we should stamp out
nonstandard dialect or whether we should
preserve it.

Suppose you are teaching Spanish. Your
job is to make him fluent in the use of
Spanish when he wants to use it. Where he
uses English and Spanish outside of the class-
tocm is his concern. Why not do that with
standard English? What you want to do is to
give 1o the child skill in the use of standard
English. The English teacher’s job is to im-
part skill in the nse of standard Engl'<h to
the child so that when and where he needs it,
or whon ard where society suddenly tells hiny,
“look, you've got to use it,” he can have
recourse to this rkill. This decision has 1o be
made about language and about other kinds
of cultura) phenomena. If the child wants 1o
use bluffing Lehavior in establishing social
rapport with other boys, that's his business.
But we need to teach him standard norms of
politeness for when he gets jobs and when he
interacts with people oulside his own social
group. This point of view works for culture as
well as it works for tanguage, which is also
part of celture.
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Linguistics and Reading

Alarm over the fact that many children in Phila-

delphia—as in all big cities—were not achieving de-

sirable success in reading prompted Mrs. Wilson to

re-examine her school system's reading materials,

This began her interest in linguistice and, with the

help of several outstanding authorities in the field,

she employed lingulstic principles in setting up a new

program for the teaching of reading. Not only are the

children now reading better, Mrs, Wilson states, they

are also writing better.

ROSEMARY G. WILSON

Unhappily, in the big cities we are not
achieving the kinds of success with reading
with all of our children from elementary
schoo! through high school that we would
like. The degree of retardation is almost ap-
palling in certain situations in our own cities.
Therefore, [ felt that we couldn’t be compla.
cent about what was going on and we had to
decide whether any changes to be made
should be in favor of a new approach,

It did seem to me that one thing we had to
look at critically was: What methods are we
using 10 teach children? Was it true that all
young children leain to read successfully
using only one approach through a basal
reader? Undoubtedly, many children had
learned to read very well but what about this
big group that didn't scem 10 be catching on
using \hese particular techniques? | decided
that perhaps the one thing that we ought to
look at very carefully was what maicrials we
were using and whether there were cerlain
materials that are better for some children
than for othess at this initial stage.

Thes cunds reation was made by Vincent D Mabin of the Bareau of P
- nnot atape eecor fngof St Rilon®s procontation tetke L
Borked porduted byothe Raltimore e Puble 8 g g
19 Mew B b petaine the oyt gh o hae goe s
the Rurraw of Fublie otk ne permivenn o priot ths condoncationin the
Bt omore Rurevw ot Fdu aticn

That began my interest, actually, in how
we could use some linguistic principles tu
teach reading, particularly to young children.

My interest in linguistics lay in the fact
that it represented scholarship in the field of
language. 1 felt that if 1 wanted to do some-
thing new and ask teachers to do scmething
that was different, 1 had better be on very
firm ground about our source of informatien.
And, of course, the linguists know our lan-
guage. They know how it is structured, they
know how it operates, and it seemed 19 me
this was a firm basis from which to take off
on anything that was new and different.

Primacy of the Oral Language

The fisst basic prineiple that has great
relevance to the field of reading as well as to
the other aspects of the teaching of English is
the linguists® expression of the impoitance of
otal Janguage and what they call the primacy
of the oral language. 1t is difficult to dispute
ticir contention that oral language is primary
wh.n they point out that there are «till more
people in the world today that have no writ-
ten [ nguage than there ate people who have
awutten language.

The linguist says, “it is in the oral lan-
guage that meaning lies,"

ERIC “



LINGUISTICS AND READING

It's quite apparcnt that of the children who
are severely retarded in reading, the clinic.
typc cases, many are very, very good in their
oral communication. They not orly express
themselves well but understand qLle wel
what is said to them on an adult level. And
some uf them can do this on a vety hign levr ]
of material when their actual reading level
itse may be bock at second. or third-reader
level, but adult raaterial can be read to then
and they have no problem at all if it is ia the
cral area. So, tl.cre is something very impor.
tant about the fact that the meaning lies in
the oral language.

As fxr as r2ading and stracture in reading
materials is conrurned, this oral language is
basiz. To have the greatust success with a
retarded reeder, ouly those words which are
already in his language sheuld be uscd. Then
no conu pt developraent is necessary. This is
the prablen: presented by many hasal reading
materials te children from vury poor eaviran.
ments. Many of those words ihat appear in
the pre.primers and piimers are simply not in
the owal language of cur children. They've
never had those experiences; they've never
seen those particular types of tays. They can’t
identify a scout:r because they have never
seen one hefore, they've never used it, they
have no label for that particular thing. To
eliminate one nossibility of failure in early
reading, words that are in the oral languaze
of the childten should be put into the begin-
ning of those stories. Then there is no prob-
lem of concept developmeni. This process
frees the child to concentrate on a very few
basic things at the beginning level and it
seems Lo be working.

Afphabetic Nature of
The English Language

1'd like to go on to the sacond idea which
linguists have given to us which is ef great
imperlance in the teaching of reading and
that is the alphabetic nature of the English
langnage.

There is a great deal of research on the fact
that children who are taught the letters of the
alphabet and how to discriminate between
one letter and another at an eerly stage are
farther ahead in reading — no matter what
the approach may be -~ than children who
are\)not [t's interesting 1o me that ail chil-
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dren, no matter their background, need this
kind of direc* teaching.

One authority has said that trving to teach
reading withoul teaching the letters of the
alphabet is rather like trying to teach arith-
metic without tcaching the Arabic nam. rals.

In Western European cultures there are
some highly phoaetic languages in the sease
that their writing systems have a symbol for
every word in the language.

If a language has complete consistescy of
phoneme-grapheme relationsnips, a chiid can
learn to read rather casily becanse he hes no
decisions to make. But when a language has
certain letters representing as many as 9 or
10 different phonemes, whick is the cazc with
English, then not in the spoken language but
in the written languvage do children in manv
words have a decision 1o make. This, of
course, is why linguisls are so opposed, |
think, to the basic premise of phonics, which
is the atleching of a sound to on individual
lctter. It would chill the blood of any linguist
to think thal a sound can be attached to a
letter. It's the reverse that they're interested
in. i a child is asked to give the sound of the
letier @ he might reply, “Which of nine or ten
sounds of a wauld you like?” In other words,
there is no such thiug as the sound of a because
its ia the context of a word that it
has a sound value that it represents in that
particular word. So this is one basic differ-
ence between s phonic approach and a lin.
guistic one; the words are always presented
as whole wcrds as close to their usual pro-
nunciation as we can ge! them,

Tte next thing to keep in mird is to think
about the alphabet and the particular letters
which present the greatest reading problem.
The linguists have told us that 13 of the
consonants of our alphab:t have great consist.
ency as far as the sounds which they repre.
sent. It scems to me that it's important for
teachers to know that the consonants do not
present the real reading problem in our writ-
ten l.nguage. But they dwell ¢n the conso.
nants at treriendous length. They are follow-
ing the manuals of the basal series, for those
begin with consonants as the beginning
sound. They never seem to get beyond the
beginning consonantin *' ir word analysis.

It's quite obvious t' .1 the vowel letters of
the language are the ones that present the
reading problems because they do stand in
the context of the words for so many different
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phonemes. Thcy take up the slack on these 41
sounds versus 26 letters. And yel, in ore
basal series ths teacher iz not told to da
anything about vovel analysis and word at.
tack unti! Reader 2], not the second pre-
primer but Reader 2-1!

This is a very long time to wait to tel
children what to do about analyzing the vow-
els in our language because every word has at
least one vowel and some of the very horrible
ones have several vowels. The really bad ones
have the vowel clusters, as the linguist calls
them, where two vowels coming together pre-
sent a really great reading difficulty to the
children.

Spelling System of English

‘The question is whether or not all of this is
a hopeless situation. Here [ feel linguistics
has offered us a tremendous amount of help
through the analysis of the spelling system of
English. This is the basis of Fries’ work. In
fact, bis approach is often called a “spelling
pattern approach.” It recognizes immediately
the importance of having children learn some-
thing about the vowels and how to attack
words on the basis of analyzing the wey in
which those vowels are used in certain spell.
ings.

The linguists have said, particularly Henry
Lee Smith, that 85 percent of the words in the
English language are regularly spelled but,
unfertunately, the 15 percent that are irregu.
larly spelled are used about 85 percent of the
time. All the linguists, beginning with Bloom.
field, have by their analysis of the words in
our language in their written form ey clear.
ly explained what the spelling pat. ins of our
languape are. And Fries has divided the
words ¢ the langusge into three major speli.
irg patterns and 8 numb-.r of minor anes. The
highly irregular words that don't form pat.
terns are few in number compared to those
that follow regular spelling patterns, This
would be interesting, [ think, in teaching at
any level. .

The First Speliing Pattern

There are three spelling patterns on which
our own malerials are based. The first one
Fries calls a “'major spelli: g pattern* because
more words follow this pattern than any other
pattern in the language. This is the consonant.
vowel-consonant pattern, traditionally called

RIC

Aruitoxt provided by Eic:

69

BALTIMORE BULLETIN OF £DUCATION

the short -owel, occurring in such words as
pin, pel, and eat. This not only forms a base
for the three-letter words which we begin to
teach little children to read but, i those
words are extended with consonants on either
side, gives quite lengthy words without get.
ting out of the first spelling pattern for short
vowels. One of the longest words still in the
first spelling pattern is the word twelfth,
where there are a number of consonants on
either side of the short vowel. With younger
children, of course, we do not get into exten.
sions of words that rapidly.

This first major spelling pattern, then, is
presented to chiidren in the beginning read-
ers. We attack the vowels immediately but we
do it by always giving children words which
are consistently pronounced and spelled. We
do not ask them to cope with vowels in all
kinds of values right at the beginning., The
idea is to give them security in reading; then we
gradually begin to feed in a lot of the irregu.
larly spelled words., For example, we might
have a littl= sentence as this in a pre-primer:
“Come to me.” Here we have an o in a rather
unusual representation of a phoneme, an o
that represents a quite different phoneme
from the usual one, and a “long ¢” in me, in
what makes a small pattern of words. We
can'’t very well teach word attack at the early
levels when so many different varieties of
vowels are presented very quickly to the boys
and girls. So what we have evolved following
Fries’ patterns is that in our first reader we
give the children only words having the medi.
al vowel of a in the value that we traditionzl-
ly call a short vowel. The idea is that in the
presentation of these patterns the children
will get great security in reading itself. They
are also dealing with words which are perfect.
ly regular on phoneme-grapheme correspon-
dence, such as the word cat. This has a one-
to-one correspondence, three phonemes and
three letters.

The only way in which we could gel some
of the irregularly spelled words in our mate.
rials was to put in a few high-lrequency struc.
ture words in order to get another linguistic
principle into play, which is normal sentence
patterns. But normal sentence patterns don't
develop without parts of the verb *'to be” and
some prepositions and pronouns, and o0 on.
Qur ficst sentence is a very siraple one — “Nat
is a cat.” Nat is the name of the ca. in our
series.
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Thz Second Spelling Patterr:

What Fries has designated as the sccond
major spelling pattern of the language is
those words that pattern on a silent e, which
in English has a value in the lengthening of
the preceding vowel. Once the children have
learned to read with fluency in the first pat-
orn, they are introduced to this second pat-
tern which will give them hundreds of addi.
tional words, this introduction completely by
contrast with the first spelling pattern. When
they can read with accuracy such a word as
cap, in the second spelling pattern the chil-
dren sec cape. And in this kind of approach
the entire word should always be presented to
the child. Ask then: to read it. The contrast
practically teaches itself. Use mat and mate
as an example and tiie children will want to
«ell what this word mate is. They can almost
read it without ever having seen it befure,
which is true of many word: as they are read
in context. This goes very rapidly and this
second spelling pattern almost does not have
to be taught by the time the groundwork has
been laid with the first.

Yhe Third Spelling Pattern

The third major spelling patiern is, to me,
the great clue as far as retarded readers are
concerned. It is the pattern which presents the
greatest reading problem: the vowel cluster,
the two vowels which represent one phaneme.
Words containing the clusters, however, do
make smaller patterns and this is the way
they are presented to the children — the ea's,
the ¢i's, the ie's, the words which don't yield
to phonetic analysis. There’'s no way that
you can take a word like read and by separat-
ing the ¢ and ¢ and giving them separate
sounds come up with read. 1t doesn’t work
that way in English, It's the spelling conven-
tion which children have to recognize as such,
and not necessarily consciously. Now, this is
the first, real opening wedge that | have had
in all the years I've worked with retarded
readers and teachers of retarded readers that
will give children tomo real help in how to
handle vowel cluster and vowel digraph
words. As 1 have seid, phonics doesn't help
on this but linguistics does: the linguist has
worked out these patterns. There is the ea in
the spread-thread-read pattern and there is
the ea in scat and mean, and so0 on, whare it
has another value. And by bringing in con-
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text, the child can almost always, if he only
has two possibilities, know what that word
sitould be, what it really is in tht particular
sentence.

Minoar Spelling Patterns

Fries also introduces & number of what he
calls “the minor spelling patterns,” and cer-
Lsin words that he calls once-ers which den't
pattern at all. These are certain irregularly
spelled words. The word of; for example. he
calls a once-er since there isn’t any other
spelling that approximates it. There are many
once-ers and sorr 2 have a very high frequency
of use but they usually present no difficulty.

Minimum Contrasts

Tuere are two impartant points that 1’d like
to make. One is that the way in which the
children recognize different words is entirely
based on what Fries calls the principle of
minimum contrasts. 1n other words, the mini-
mum contrast is having two words in which
only one letter is differeni. And his theory is
that clildren learn to read well not by seeing
hcew words are alike but by seeing how one
word i¢ Jifferent from another word. So that
when we present the first pattern that we had,
the et matrix, we present two words such as
cat and fat. With these first two words,
whether the child is a retarded resder or not,
the contrast has to start, this habit of Jooking
for contrast is basic to the approach.

The Linguist's View
Of Reading and Pictures

Too many children think that reading is
somehow lied up with loiking at pictures and
guessing what words arc unuerneath. And
then they say that ihey can rcad: they can
read correctly something they've memorized
under a picture, but when asked to turn to
another page and read another sentence there,
they will repeat the same .entence. They are
not really into the reading prevess. They've
got entirely the wrong, idea of what recding
is, that is, looking at the printed word itself
and then getting it back into oral language.
But there are children who learn despite these
pictures. 1 guess, more than anything, \nis
puiot can be illustrated bv a very little boy
whoin | asked if he wanted 1o read to me, an
academic question for him. e said he would
read from the pre-primer. He opened to the
first page which was a double picture spread,
the usual suburban house. Down in the corner
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was the word home. So 1 said to him,
“Weuid you read that word for me?” 1 dou’t
know whether he even locked at the word,
but he immediately said, “House.” ! said,
“What else can you read?”’ So he went to
another picture of a Luge red bari and down
in the corner was the word farm. | know he
didn’t look at it this time. I said, “What is
that word?” And he said, “Barn.” Now this
really makez me heartsick because here is a
child at the end of first grade who already is
entirely mistaken about what reading is. 11
doesn't know what it is to rcad. He looks at
the picture. He says what he thinks that
picture represents. He never looked at the
word which is the reading part of the wh-le
busiress.

Linguistic readers have no pictures at all
and this is the basic linguistic principle that
1'd like to emphasize now. Looking at pic-
tures has nothing to do with learning to read.

What we do in Philadelphia is to have the
children draw thei owa pictures for these
readeis and we have gotten some very nice
creative artwork — after the children read the
story. And we can a. this also in upper
levels. What we do is ~ay, “Now that you've
read the story to yourselt, draw a picture but
you've got to pul in that picture everything
you read about in the story.” So, if Dad anrd
Dan and Nat are in the slory, we want to see
Dad, Dan, and Nat doing whatever they were
doing in the story. ‘This is a wonderful com-
preheasion chieck 3 well as an encourage-
mert of creativity.

Reading for Meaning

Some critics, who 1 think really haven't
gone into what is behind the strurturing of
materials such as this, say that linguists
aren't interested in reading for meaning. |
don’t know how much ieading for meaning
we do in pre-primers, bul, in any event, the
linguist could not be mure interested. Fries
says very definitely that there is meaiing in a
word, and that there i more meaning in that
word in the conlext of a sentence. The real
meaning howcvar comes with a sequence of
sentences — actually one adding to another
idea. In our beginning stories, simple though
they are, we have ¢ rc vence of ideas. We
have as our first sentence, Nat is @ cat, which
is & statement of fact in & norr-al sentence
Q m Next in sequence is Aat is fat, which
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adds something to the picture, and the final
sentence is Nat is a fat cal, which brings
together ihe first two sentences into a se-
quence. We get into more complicated ones,
something which is not true of other reading
materials.

Stages in Reading

Something else about linguistics and read-
ing appealed to me. Fries talks about the first
stage ot the reading process as being the
“transfer stage,” the stage at which the child
is actuaily transferring his oral language into
the written language or vice versa. It’s a
question of what he knows in his oral lan.
guage, recognizing it in written language, and
being sble to read it as easily as he speaks it,
whicls, of course, is our goal as terchers of
reading. This transfer stage can go on for
quite a while or it can be very brief because it
goes into the second stage, which Fries de.
scribes as “the slage of prodictive reading,”
a very happy term, [ ti:ink. This is what we're
aiming fcr: produ :tive reading. | think it’s an
all-encompassing term. A child can read pro.
ductively for information; he can read pro-
ductively for enjoyment, for appreciation.
And it's what we hope our children, all of
them, will be able to do.

‘The third stage which, unhapypily, many of
our children never reach is the stage of vivid,
imaginative realization, the high level reading
that we are aimirg for, critical reading of all
kinds, 1k level at which we hope the children
will function. The tragedy about retardation
in reading is that we have many children in
the secondary schools who are in the transfer
stage. They are not reading productively in
any sense of the word. No one can read
productively until he has the mecharacs of
reading under confrol. A child who is sot
able to apply word attack skills will be sty-
mied on so many words that he will remain
in the first stage. But if a child is reading
well and with understanding, he is reading
productively, even at a very immature level us
far as subject matter is voncerned. But a
rather slow progression at the beginning
seems to pay off in the end, a3 far as [ can
tell, because 1 think sometimes in other sys.
tems, the children are expected 1o do too
much too scon. They are expected to be high
level rezders before they've even found out
what reading is. That's why we get some of
our relard=d readers.
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Writing Aspects of a
Reading Program

Talking about the writing aspect of such a
reading program will give secondary teachers
some concept of what can be done in creative
writing with children if a linguistic base is
used.

We begin the creative writing — and we
can do this with secondary students as well—
in a very simple way by the use of the
beginning pattern. One day, with a class of
children from varied ethnic and racial back-
grounds, [ scrambled the firs' sentence in the
rezder and made it read, Nat cat a is. § asked
the children to read it to make sure that they
could read every word. I asked, “Does this
make sense to you?” I've had no class, |
don’t care how immalture, where the children
did not say, “No, it doesn’t make any sense at
all.” Nor did this particular group of chil.
dren, whose many problems make us think of
them as practically unteachable for the first
year, believe it made sense,

Then I asked, “Now, suppose you take
those words ard you put them in the order
that you think will make sense.”

The first response 1 got was, “A cat is
Nat,” which almost floored me. Of course this
is a perfectly good English sentence.

I said, “Fine, Who can give me another
arrangement of the words?”

The next child said, “Is Mat a cat.” And
again, I said, “Wonderful.” We didn’ get the
simple, straightforward “Nat is a cat™ until
the third time. But out of this little gioup of
words we got three arrangements which do
make sense in English.

It is very interesting to linguisty that these
ckildren who we think are so culturally and
linguistically deprived have, as the linguists
say, “internalized the siructure of their lan.
guage.” Nobody's ever told these children
that word order is important in the English
langusge; they know one order doesn't make
sense, but that if they turn these wcrds
around, it will make a lot of :ense. We use
this technique of the screinbled sentence con-
stantly with the children and they become
very experl. They love doing it and they can
scramble sentences for the other children.

With the very beginning of writing, the
teachier starts the children on sentences. The
teacher prints in blue, Dad taps, for example.

Q n each child finiches the sentence, I have
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suggested to ray junior high teachers that they
give these children whe are, shall we say,
reluctant writers, a start at this early level
and finish one seatence for them, such as Dad
taps the tin can. Then a child might say
something entirely different, using the words
that he's had from his readers. The tin lid,
the teacher wrote in one class, and the child
wrote is big after it. And then, Dan ran to
and another child wrote Ded. Dad wins was
finished by a pin for Dan, This is from a
story the child had read. He’s using the mate-
rial of the story at the beginning. Very soon
they won't need any start, but I think it
would be very good to pull junior high school
students into writing by supplying something
and letting them finish it in different ways
which, believe me, they will do at the junior
high level.

Very often at the early stages, after they’ve
had a spelling pattern. we give the children
the pattern and say, *“See how many words of
this pattern you can use in a story.” Some
results are rather interesting. One rather
bright litile boy took the ink pattern and
wrote:

“Dad has a pink ink can. He cannot open
the can, so Dad goes to the sink. He opens
the can, Mother goes to Lhe kitchen with her
mink to get a drink. Mother said, ‘What
stinks? 1 think the ink stinks." ™'

We encourage humor, and the children roll
on the floor at these stories. They dn like to
read whut other children have written.

As an English teacher at various school
levels 1've been amazed at the complexity of
the sentences written by these younger chil.
dren, which is greater than I've found in
sentences from children as high as the tenth
grade. In a first grade sitation in one of the
poorer neighborhoods, this paper was handed
in by a child. It is called “Fan After School.”

“When we come home from school, 1 do
my homework before 1 go to play with the
m’.s:'

The teacher, of course, has cavefully put in
the comma. We don't think il is necessary at
the first grade to teach this kind of punctua
tion. Now this child's sentence, even withont
the comma, to me ‘s a remarksble sentence,
an original senteno, and perfectly spelled,
written by a first.grade child who in some
schools might be asked to read such things
av, "Look, look, Jook.” The suphistication of
tkese children in their sbility to h.indle sen-
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tences is impressive. And, as I'm sure you
realize, there’s no relation between what chil-
dren are actually saying and the language
that they are being given to read at the
beginning stages. The complexity of that first.
grader’s sentence shows many layers of struc.
ture, of different ideas, of subordinate ideas.
We don’t usually get such complex sentences
written by our tenth-grade students, let alone
our first-grade students.

I like to think that because the children
have been reading stories where the sentences
are sequential and not disjointed they write
sequential sentences.

Here is a second-grade story which 1 like to
read because everyone generaliy finds it quite
remarkable as to content and subject matter.
The children were shown a picture and asked
to write. We all use that as a technique right
up through high :chool. This one is called,
*“The Baby Wants His Mother.”
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“l think the baby is crying because his

mother works every day and he never

gets to see her gll day. He only sees his
father. He likes his mother much better.

When she cames home very late at night,

her husband never gets to see her, either.

The parents both work. The parents take

him to neighbars. He doesn™t like it so

that is why he cries every day.”

The content makes quite a paper for u
second-grade child to write. What this girl's
paper says reveals a g-eat deal. And we see
very interesting sentence structure in “When
she comes home very late at night,” (the
child herself had a comma) *“*her husband
never gels to see hcreither,”

There's quite a lot of development in this
second-grade story, and this i- the kind of
wriling that we can get, that many children
are able to do. We believe that linguistics
helps us teach children to read better, and
therefore they can write better.

Mankind, A Perpetual Word Mill

English possesses a sort of built-in automatic word-making device through

which, once a word is in the language, speakers can make related words. Once
we have 4merican, anybody can devise un-American, pro-American, anti-American,
Americanism, Americanize, and Americanization. Such coinages become possible
through a large body of prefixes and suffixes, which can attach freely to almost any
word to produce a new but related meaning.

Obvioutly the fact that objects need names has something to do with making
language, The English Channel is a name, but, once the name is given, it can give
rise to channel weather, a chkannel sea; the Panama Canal can lead to the Canal
Zone, and with military personnel 10 a Canal appeintment.

Many other quirks of human minds and society produce words. Just now
Americans are making words out of letters. Ok has become okay; a combination of
nations can be NATO or Nato. We like to fuse words. particularly if they overlap,
motor hotel becoming motel. Sometimes these combinations become ridiculous.
like the tiny grocery store whose owners catled it a super-ette. Words like motel —
or the more recent boatel —are known as blends in this country.

Charhon Laird, Thinking fhost Language (N ew York, Holt, Rnehart snd $inston, 1994 pp 3334
]
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Singuistics and “Whiting

The material for this struectural grammar lesson

is taken from the first three lessons in Chapter 10 of

Mr. Schuster’s book.* The subjeet matter is modi-

fication around a noun—the way words fit around a

noun. It deals with parts of epeech in an untraditional

way.

EDGAR H. SCHUSTER

This first lesson is going to have to do with
the way some words clusler around other
words to affect their meaning one way or
another. Let's pretend that this circle I'm
drawing represents all the girls in the world.
Sometimes we want to talk about all the girls
in the world and other times we want to talk
about fewer gitls. For example, we might
want to talk only about tall girls. Assuming
that half the girls in the world are tall, let’s
cut our circle in hall.

So this is one way we could alter the word
girls to parrow down its meaning. (Mr.
Schuster drew e circle, labeling it girls. Then
he bisected it, marking one half tali girls. He
continued to narrow the area, step by step.]

We might end up with some tall, smiling,
brunette Campfire girls who were lalking to
me last night. The meaning keeps getling
more and more narrow unlil it
becomes quite specific. Now let’s think about
how words behave when they're clustered
around a head word like girls. Let’s change
the head word to dog. Use dog as the head
word and let me have a word which will
stand either in front of or behind that word

*Edgar H. Schuster, Crummar, L'sagr, o of Si3le (New York: Webstre
Disision, McGran il Book Company, 1965 i
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and narrow it down somehow. Now, what
kind of dog?

Chiid: A big dog.

Mr. Schuster: Big dog is one way of doing it.
How about another word that will tell some-
thing about dog?

C: Spotted.

[Mr. Schuster continued until he had hsted
big, sported, brown, fierce, greyhound, short:
haired, collie, and homeless.)

So far so good. Now, suppose we try for a
very different kind of word or phrase that will
tell you something about dog. Something
that's rather different from any of these
words. 1'll tell you what to do to get one of
the other types. Think of a very short sen-
tence with the word dog in it. Have you all
got one?

Child: My dog is pleasant.

Mr. S: Yery good. Now we have my dog is
pleasant. Do you see a word telling us some.
thing about dog which is different from other
words we have been using?

Thiv condenration war made by John ). Schreiber of the Buresw of Publy-
tations of a tape recarding of Mr Schustes’s presentation to the Linguin.
tic Workahop condu:ted by the Bahimore City Public Schonls. Angust B
2, 1965 Mr. Schuster tefuing the copyright on this material 1nd hos giren
the Burraw of Publications permission 1o print this condens atinn in the
Eoltimore Bulietin of Educurion.
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C: My.

Mr. S: Exactly. How ahout another sentence
like that?

C: The dog is frierdly.

Mr. S: The dog is friendly. Okay. Doesn’t the
tell us something, too? The, my, and we'il
think of some others later or. Now, in addi-
tion to having words in front of the head
word, it’s also possible to have words telling
you about the head word which go behind it,
even though you don’t have a seatence. Can
you think of a word or group of wards which
can come behind dog and tell you sorething
about dog?

How about who belongs to me? Okay? We
could take a whole group of words — who-
belongs-to-me — notice I’'m putting hyphens
in here. Why am 1 putting hyphens in there?
Why do a weird thing like that?

C: For them to run together,

Mz. S: Well, why would I want them togethe:?
C: It’s a co.aplete group.

Mr. S: Right. Sharp. It's a complete group; it
functions as though it were a single word,
don’ you agiec? Now, how about a simpler
kind of group of words that would modify
dog?

C: My dog is the biggest on the block.

Mr. S: On the block. 1 like that -— on-the.
block.

C: Of this kind.

Mr. S: Ofithis-kind. Very good [As the
pupils suggested the words, Mr. Schuster list.
ed them in the cclumns indicated below. ]

DOG

the big who-belongs-to-me
my spotied on-the-block
brown of-this-kind
greyhound  homeless
collie ferce
short-haired

Now, how many different kinds of words
do we have here? Do you see any two words
which are, in your opinion, preity much the
same kind of word?

C: Spotted and browun.
Mr. S: Spotted and brown. All right? Okay.
Let's take out one of them. I'll erase the first
one. Do you see any other words that are like
spotted and brown?
C: Greyhound and collie.

lﬂfr. 3: Greylcund and collie. Well, they are
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like each other, right? So we'll erase one of
them — greyhound, since it’s longer.

Mr. S: Anything else?

£: 1 think brown and big.

Mr. S: Brown and big, very good. Any more?
{Teacher erases brown.)

C: I ihink you could take cut either the or

my.
Mr. S: The or my, very good. You certainly
can because they’re the same kind of words
somehow. [Mr. Schuster worked through the
rest of the list until he tad only the following
words lefi: collie, short-haired, fierce, who-
belongs-to-me, on-t'e-block, big, the.)

Now here’s what I want you to do with a
paper and pencil. 1 want you to take these
words and arrange them around the word dog
so as to have a good English phrase. Now
just to make sure you give me a jhrase and
not a sentence, we'll take your sentence that
ended with is pleasant. Does everybody un.
derstand what { want you to do? Simply
arrange these words around dog in the way
you nornnally would if you were going 1o
wrile a good English sentence. Then complete
your idea by saying is pleasant. Everyone can
change fierce to unfierce. Yon might say, for
exariple, dog, collie, short-haired, urfierce,
who-belongs-to-me, on-the-block, big, the, is
pleasant, but you wouldn't because you have
learned a great deal about English granimar;
you have learned a lot by imitation as a
child. Let's see if you agree about the rules
for arranging these words around the word
dog. Go ahead and try. 1 want you all to have
the same answer or almost the same answer,
{Students worked and Mr. Schuster went
about making an occasional suggestion.]

Now, what word's first on cverybody’s pa.
per?

C: The.

Mr. S: The. Right. Is that an accident? Why
didn't somebody put the someplace else? Are
you all a bunch cf conformists? Everybody
has the first. What do you have in second
position?

C: Big.

Mr. S: What do you have?

C: Big.

Mr. S: Who has something other than big?
Everybody’s got big in second position? You
are conformists! All right, what da you have
in third position?

C: Unficrce.
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Mr. S: Unfierce. That's your third word?
Does everybody have unfierce third? You
have short-haired? Nobody's got anything
else, | hope — just unfierce and short-haired.
Now, what's next in line? Collie. Collie is
next in, | assumne, everybody's version. Next?
Dog. Everybody’s got collie and then dog.

How about collie and unfierce dog? Have
you ever heard of collic unfierce dog? Or
collie big dog? lsn't that interesting? Why
shouldn’t there be a collie big dog? You got
any feathered bright birds? You could have a
pretty parakeet bird, couldn’t you? Could you
have a parakeet preity bird?

What's the next thing you've got? Every-
one has on-the-block followed by who-belongs
to-me? Then, of course, you complete the
sentence.

Now, one of the major points here is that
it's got to go the way we have it here. There
are some exoeptions; but, in general, every-
body has the first and everybody has collie
stuck to dog. It's got Yo stick to dog. You
can” have any natler word in between; not
any of these words, at any rate. Collie musl
stick to dog, on-the-block has to follow dog
and that has to be followed by who-belongs-
to-me. There is a very definite order for most
of these words. We have some disagreement
about which goes first, unfierce or short
haired. Why?

C: Because they’re the same type of word.

Mr. S: Does everyone agree? They're (he
same kind of word. We should have eliminat.
cd one of them. Let’s take short-haired oul.

Now how about big and unfi:rce? That's
an interesting comhi~ ttion, isn't it? Suppose
we took un off fierce We could change ihe
sentence to end with ne ty instead of pleasant.
We can say either the jierce big dog or the
big fierce dog, cant we? We agree they must
be prelty much the same kind of word, and so
"I take fierce out. Notice, by the way, that
when you modify a head word like dog, the
single word modifiers tend to precede the
single word, whereas the word-group medifi-
ers follow. That's a very natural thing in
English. You find it all the time.

Let’s get fierce out of here and in its place
put barking. The big barking collie dog. Do
you all agree with me that barking is enother
kind of word?

C: s a differert kind of word because big is
a size and barking is what something does.
C: Barking is a form of verb,
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Mr. S: Barking is a form of a verb — that’s a
good idea. What else tells you barking is a
different kind of word from big? I'm thinking
not so much about the meaning now as about
other things; for example, the structure, the
position. Can You change their positions?
Could 1 say the barking big collie dog or
does the big barking collie dog sound more
natural? The last one sounds more natural.
Well, these are just clues, ways of coming to
the conclusion that barking may be a differ-
ent kind of word from big, and 1 trust ve
would all say a ditferent kind of word from
collie.

All right, now, what 1'd like you to do next
is 1o come up with other words that are like
these. I'd like you to ccme up with a list of
words that belong in one of these particular
columns. We won't make it a long list, but
let’s add at least a few to each column.

C: The could be our, my.

C: Collie could be terrier or hound.

C: Big could be large.

M:. S: How about the barking column?

C: Sleeping, running.

Mr. 8: Okay. Let me go back to the first
column for a minute. I'm sort of interested in
that first column. Can you think of other
words that belong in there?

C: An.

Mr. 8: An, very good. [Mr. Schuster contin-
ued to draw out words to make this list.}

lhe
our
my
an
that
their
this
his
those
these
your
many
several
most

three

coltie
terrier

hound

big
small
large

barking
sleeping
running

dog

Mr. S: Three. That's good. You've got them
all now, You’ve got all the different classes of
words that can go in this first column, and
you did it in about five minutes. Congratuls -
tions.
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Each column represents a different kind of
word. You agree that each column differs
from the other. They all can inodify a noun.
I'm going to ask ycu something that you'll
really have to think about. Try to give these
words names. We know therc arc Qiffevent
kinds of words because of the fact that they
fit in different slots, but there’s another rea-
son why they are different and that is that
they tell us different kinds of things. In fact,
the kinds of things they tell us may be one
way of hetping to name them. Who wants to
volunteer a name for any one of the classes of
words you have up here?

C: The large list could be called a physical
description?

Mr. 8: 1 kind of like that — descriptives. All
right, let’s take that as one possihility.

C: Types for the fourth column.

Mr. 8: Types. Type or class you could say;
it's the sar e thing.

C: Anothe one could be action words.

Mr. 8: Any other ideas for names for one of
the groups?

C: Well, the second one is adjective.

Mr. S: You could call the second column
adjectives, right.

C: The third one could be verbs.

Mr. 8: Would you call the words in the
second column verbs?

C: No. Well, sometimes.

Mr. 8: Could you say, “f was smalling down
the street larging my own business?"

C: Aren't verbals formed from verbs?

Mr. S: Yerbals are formed from verbs. Do
you want to call this group verbals? Let's
face it. You could call these we:ds anythirg
you please. You could call them smorgasbord
and it wouldn't make any difference as long
as everybody else in the world would agree to
call them smorgasbord with you. But if you
want 1o call them verbs, that would be great;
if you want to call them verbals, I'll iake
that, too. Nobody's got me a word for the
first column yet.

C: Limiting?

Mr. S: How about limiters? Now you've
given me some ideas for naming these words
and [ like a Jot of your ideas. I'm not going
to insist on your calling any one of theso
columns any pacticular thing. But I do think
we thould name each column because the
types are 20 different one from the other.

(The lists by now have all been given
a heading.]
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Limiters Descriptives-Adjectives
the big
three large

Action Words-Verbs-Verbals  Types-Classes

barking

collie

runring

hound

In your own grammar sludy in school, you
may have called all these words adjectives,
There’s no harm in that, but do you see what
is wrong with it in terms of this lesson?

C: Each word, even though they may be
called adjectives, has a different effect on the
word dog so that they all can’t be classified
actually as being *'1e same.

Mr. 8: If you put them all in the same bunch,
you're obscuring those vital differences
among them and that's the objection 1 weuld
have in calling them a)l adjectives. Now, Jet’s
go on. Let's do something else.

Suppose we wanted to specify where this
big barking collie dog is without using a
sroup modifier like in the yard. Now we've
got his type, we've got what he's doing, we've
got some description on him. and we've got
some limitations on him. | want to add one
more thing. | want you to tell me something
about wherc he is in one word, Think of one
word that tells where 1his dog is and also
decide where you would put it in this cluster
of words. 1 sce a dog walking down the lawn.
1 want yeu to give me a word which will
describe his position in relation to you.

C: Here.

Me. S: Here. That's perfect. How about tone-
thing else?

C: Outside.

Mr. S: Good.

C: Nearby.

Mr. S: Nearby, inside. These are all words
that tell us about the position of the dog
Now, where would they go in our cluster? The
big barking collie dog on the lawn belongs
to me.

C: The big barking colli» dog outside.
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Mr. S: You put outside after dog. Can you
think of any other place where you might put
nearby or outside or kere? 1 think the natural
place is the {isst place you came up with and
that is right after the head word. Now these
are the words that specify positiun or place.
What else might you eall them?

C: They point out where it is.

Mr. §: What do you want to call them —
pointers? Pointers wouldn’t be gowd, because
there are too many other things you might
call pointers, too.

C: Locators?

Mr. S: Locators, fine. Now you are exercising
your own creativity again, whicn is great. Let
me ask you for a moment to remember a
grammatical word you probably have
learred.

C: Adverbs.

Mr. S: Adverbs — what ave adverbs doing

77

modifying nouns? Isn't dog a noun? Anyway,
that is a very interesting thought. What are
adverbs doing modifying nouns?

Maybe that kind of word needs a litle

working on some other time.

To the workshop members this exhibition
of teaching structural grammar was outstand.
ing because of the artful questioning that
drew fror. the class itself the materials the
pupils were to use in making generalizations;
the sure devclopment of the concept of pat-
terning, the structuralist's “filling a slot”;
and the constant referra! to the critetrion of
“what sounds right.” They were also delight-
ed at how effectively the teacher’s enthusiastic
reception of the pupils' suggestions estab-
lished an atmosphere in which ideas could be
generated.
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Linguistic Approaches to the Study of the
American English Language

Phase I of the Baltimore City Pubtic Schools Institute ran for five days a week
{Monday thoough Friday) 9 a.m. to 3 p.m. from August 8 to August 26 inclusive.
The daily schedule followed this division of time:

9:00-19:30 a.m. Lecture
10:30-11:00 a,m. Coffee, Browsing in Library
11:00-12:00 noon Lecture
12:00- 1:00 p.m. Lunch
1:0G- 2:00 p.m. Discussions in Small Groups
2:00- 3:00 p.m. General Session questions to consultant of the day

CHARLTON LARD

What Language Is
Theory of language: language process, structure and operation

History of the English Language
Origins and development of language; history and characteristics of the English
language

Semantics
Theory of semantics: precision in use of words. ways in which words affect hu-
man behavior

English Grammar
Overview of comparative approaches to English grammar

ROBERT J. DIPIETRO

Structure! Approach —phonology, morphology. syntax
Theory of structural linguistics: appreach and objectives of the structuralist

Transformational Grammar
Theory of transformational linguistics: approach and objectives of the transfor-
mationalist

ROGER W. SHUY

Dialectology
Theory, approach, and objectives of the linguistic geographer; relationship ta
pronunciation, grammar, and vocabulary

Usage
Theory of linguistic usaga: cultural levels and functional varieties of English,
determining levels of usage

WILLIAM A, STEWART
Linguistics and Speech
Applications to altering nonstandard speech patterns: establishing standards of
usage; altering patterns of langiage: applying teckaiques of teaching foreign
languages and of teaching English as a second language

ROSEMARY WILSON

Linguistics and Reading
Applic itions of linguistics tu the teaching of reading

Epcan H. SCHUSTER

Linguistics and Writing
. Applications of linguistics to the teaching of writing
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