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ABSTRACT
Audio recordings took place in various locations: the child's home, the investigator's home, the school, the garden.  Various people were involved in these recordings: the Uncle-in-law, the Aunt, various friends and relations of Mana's family as well as those of the investigators family, children at her school and her playmates in her home environment.
The video-recordings took place in a bedroom in the investigator's home.  There were various objects in the room: 2 beds, a set of drawers, wardrobes, several stools, children's books and various toys (e.g. an elephant, an aeroplane, a tea set, cars).  One microphone was used in the video-recordings; in the first recording, the investigator held it in her hand throughout the duration of the recording.  However, during the second session, the microphone was left hanging from a line just above the area where the action took place (i.e. where the investigator and other participants stayed).

2.
Following Bloom (1973), we have attempted to divide the data into speech events and these are numbered sequentially as they appeared on the tapes. Like Bloom, the criterion used for the division is essentially a shift of topic or focus.  However, what has not been captured is the time lapse between and within events.
The notation convention is as follows: all the utterances on the right side are Mana's and all those on the left are others, who are generally represented by their initials, (except when first mentioned, and in actual utterances)1   The material in parentheses on the left is descriptions of behaviour and situational context.  Utterances follow one another on successive lines.  Ongoing behaviour or action is coded in the
1.  Mana has used 'Uncle' and 'Daddy' to refer to her Uncle-in-law.  Similarly, she has used 'Auntie' or 'Mummy to refer to her aunt with whom she lived. The researcher was generally referred to as 'Auntie'. However, in the school environment, she was also referred to as 'Teacher' by many of the children, including the subject herself.  The nanny (N) and Iya are one and the same person.

3. present progressive form, and occurs on the same line as the utterance.  Immediately previous (or immediately subsequent) behaviour or action is coded in the simple present and occurs on the line preceding (or following) the utterances.  Dotted lines (...) indicate unintelligible or inaudible utterances.  Utterance boundary for Maria's utterances is marked by a slash (/). A question mark (?) against a word indicates a doubt as to the correct word used by the child.
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image7.jpeg
M:

Mz
R:

It's notdo. It's true.
(R takes out another
biro and tries it)
Come and see.

(moving closer to R)
It's do.

(R writes on a piece of
paper )

Where?

(pointing to the writing
on the paper)

It's what I wrote down,.
You said 'it's not do',
s0 I wrote it 'it's not
do'.

(@xcited)

Ehn? It do?
It do.
And what happened to

your mouth?

You said its paining
you?

where?

M (opening mouth)

R:

Re

Sorry, kn? Is it
paining you hard?

(M nods)

And where did you say
it's paining you, again?

e

it's do/it's do/

what is datz/

dis/

it's do/you no
see it do?/

it do/

where? where?/

yes/

here/




image97.jpeg
101.

no/ I bring
banana/

See banana/
yellow peteto
[P‘Oteitl\_l7

Teacher, I bring
bana

yes/

ten/

it's not good/
Teacher, this
is not good/

I will eat your
flask/
I will eat your
flask/

mm/

my own flask?/

my own flask2/




image98.jpeg
R: Yours,




image99.jpeg
1024
S. (R pointing to M's dress)
¥hat colour is that?
M3 T don't know/
R: What colour is your dress?

M3 pink/
R: Is it?

M: pink/
R: And your sweater?

M: pink/

R: Look Mana, Your sweater is
the same colour as mines

M3 no/

6. M (pointing to another child)

(to Victor) sce Titi bring squash/
Victer, Victor,
Titi bring squash/
see Titi/ see, see/

(W looks round to sec)

Mz 1 didn't want wali
to see/

(To another) you want to cat
YOur eee/

(picking up her banana) 1 take my banana/
I take my banana/
1 won't give you/

7« (M and other children playing
outside. Some children run
off,) Come back/ come
back/ Everybody
came back/ I'm
the police/




image100.jpeg
1a

103,

(Mana aged 50 months, 3 wecks)

(Children and T. have talked
about the  ke,water, the
island,then T asks:)

T: what is the colour of
water, Mana?

Y: Bluee

T: Blue, clap for Ya'ua
Clap for Ya'u. Good,
The colour of water is
blues

(Ts asks various children
the colour of water, land,
etc. Then asks M).

T: Mana, what 15 the colour
of water?

M:
T: that is the colour of land?
M:

T: Prowns Very good.
wWhat do we use water for?
we use water everyday.
vhat do you use water for?
Mana, what do you use
water for?

M: (getting up)

]

For bathing, Yes.

Is that all you usc water
for? You use water for
washing clothes everyday,
for cooking your foocd.

yellow/

blue/

brown/

for bathing/

for washing the
floor/




image101.jpeg
2.

3.

4a

(In the class)

Ts

You are going to draw me
a lakce

(Te demonstrates on the
board)

(going towards T.)

Your daughter?z

vho's your daughtcr?

(Children drawing)

Mz

(to another child)
(drawing for the child)

Child: A man?

Me

Rs

Mz

Do your own, Mana. Is
this yours?

104.

Teacher, we draw
you a lake/

Teacher, give me
crayon/
it's my daughter/

yes/

Cici/

sec my shop/

let me write (draw)
for you/

Is not a man,
is a see/

no/




image102.jpeg
Kz

Rz

Rz
Mz

M:

You do your own, and
let him do hise Give
him his crayon.

M oteys)

Now do your owne
what will you draw?

Ehn?

You can. You were doing
it for him. Do it.

{pointing to the drawing
of the lake)

The inside, you will colour
blues

(M picks up a blue crayon
and begins to colour)

Yese
{After a while)
Mana, have you finished?

(Another child wants to
take the crayon M is
using)

What did you say?

105,

1 can't write it/

I can't write it/

like thisz/

no/

let me finish/
I soon finish,
you hear?/

1 say I soon
give her (him)/




image103.jpeg
5.

6a

7.

(one child slaps another
on the facc. M. reports)

M: (pointing to thc children) .

R: Mm?
Mz

R: This one is slapping this?
Do you know their names?

M: (pointing to one child)

(R looking at M's drawing)

R: You have a wonderful
lake therc.

He (pointing to another child)

R: ho gave you the squash?

(M shows R an egqg)
M3
R: Who gave you the cgg?
Mz

(1 looking into another
child's flask)

R: what did you bring, Mana?

106, .

Teacher, this one
slapping her here/

this onc is
slapping this
here/

Jide/This is Jide/

she have finish

I bring squash

my mummy/

see eqgqgl/

my mummy/

let me see/ its
tea/ you say
you will give me/




image104.jpeg
s

Ls:

R:

R:

M:

(Somebody accuses M of
drinking his ribena)

Mnana, you drank your
squash?

(L taking something
from M)

Let me see it.
(showing R)
Mm?

Don't lose it., Give it to
your mummy .

(M still holding it
in her hand)

Put it in your bag.

(M sees another child
ecating cake)

(Child nods)

(Putting her bournvita
away)

(Looks at another boy)

Ehn?

who?
(Pcints to the boy)

107.

me, I bring
bournvita/

I didn't drink/

is my mummy own/

= mummy own/

my mummy own/

Ei, you bring
cake?/

you will give me2/

I didn't like
it/

she bring tea/

she bring tea/

I didn't like
my mummy/
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(Mana aged 51 months)

1. (Children colouring shapes)

M:

M:

(To a child who is looking
for a crayon somebody clse
is using)

(showing her colouring
to 1)

(To 2 child who wants the
colour M is using)

(A child is just sitting
down and looking =t the
others)

(to him)

(sces a poster falling
off the wall)

(showing her paper to R)

(W takes another child's
paper, M sees him)
(peinting to the boy)

(secs what W has drawn)
(to R)

(B tears w's paper)
(to B)

(to T)

109,

didn't you
see them taking
it/

Teacher, see it/

I will not
give it to youf

they say colour
it/

Ei, look at this
coming down/

see my own/

wali, you take
this own paper/

see what she
(he) write (draw)/

You're tearing it/

Bimbo is tearing
wall own paper/
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111.

(Man2 aged 51 months, 1 week)

le (Breaktime. Children about
to cat)

M:

Re
M:

e
R:

(M takes her bread from
her box and showing R,)

(A child wants to take his

box)
(to nim)

(The child stops and looks
at M)
(te R)

Mm?
{pointing to the child)

He's not taking his box?

(M eating an egg)
What are you eating, Manaz

M7

Eaq?
(M nods)
(1 finishes her eqgg)

Ehn?

see bread/
sce bread/

Don't take your
box/
don't take your
box/

he didn't take
his box/

he's not taking
his box.

no/

ega/

egg/

I'm finish/

I'm finish/
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EN

M3
R:

(pointing to her mouth)

Here, Is doing what?
What is here doing?
what is here doing,
you said?

It's

It's paining you. Hmn.

(R writes on a piece of

paper)

M3

R: Ehn?

Mz

R: What?

M:

R: A baby?

M3

R: 1Is this a baby?
Mz

R: (pointing to her writing)

Rz

This one?

(M nods)

Ah, can you write a
baby?

(M nods)
Oue write it for me.

10.
here/here/

is paimim me/

it's paiming me/

wetin you lait
[rait/2/

a peibi L-"beib£77 /
a peibi?/
yes/

no/ yes/
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3.

4e

Se

Mz

(girl nods)

(Cutsides M is playing
with a tyre)

R:

Mana, what are you deing
with the tyre?

(1 says something inaudibe)
(M tries to lift the tyre)

Can you do it?
.
Olke do it, let me see.

(Sseveral children join
M and R)

And who are these? Are
these your friends?

running towards T)

Ehn?
(pointing to two boys)

Dayo and Gbengae
(The two boys run away)
(to T

How is Cici?

with whom?

with whom?

113.

Ouke I'm coming/

mm/

yeah/

Teacher/

this is beating
me/

we go and wash
our hand/

Cici has gone to
Kaduna/

with my mummy at
homet/

wWith my brothar/
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1.

3.

4.

R: Xor how long?
How many days?

M: (showing a finger)

114,

for singlc one
day/

(Mana aged 51 months, 2 weeks)

(¥ scos R's radio-cassette)
M:

R: Mana, what are you
supposed to do?

M:
(i.ce draw an orange)

{W is facing the wrong
direction)

Mz (to W)

(Children sitting down on
a mat, One child is not)

T: eee please go and sit downe
M: (to the boy)

(T and children talking about
loge

T3 None of you can carry the
loge

M3

(T shows the picture of a clock)

is my Auntie own/

orange/

Teacher say that
you should turn
your chair/

sit down/ go and
sit down on the
mat/ sit down/
sit down on the
mat/

T can carry a
stone/
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Se

6o

Ta

Ba

Mz

T: Your mummy has a clocke
Where?  In the bedroom
or in the sitting room?

T: Ycur mummy has a clock in
the bedroom.

M:

(T shows children the picture
of a belt)

M:

(R tokes out peppermint)

Mz

M (to a child sitting in
her place)

(11 says something inaudible)
R: What did you say?

R: Jnywhere, you see what?

Rs You saw a frog?
M:
R: This morning?

115,

Teacher, my mummy
have a clock/

my mummy have a
clock/ in the
bedroom/

my mummy and
my daddy have a
big bedroom/

the belt is for
the trouser/

see your peppermint/

This is my place/

T see anywhere(?)/

I say I see a
frog this morning/

yes/
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9e

Tz

Vhere?

In your house?

(M nods)

breaktime)
wWhat have you got?

what are

Mana, what are you eating?

you eating?

Are you eating ricez

who cooked it for you?

(after a

(showing
her rice

It's not

{showing
It's not

while)

R the cover of
container)

a plates

another object)
a plate either.

116

yes/

from my house/

Lice/

yes/

my mummy/

I will tell my
mummy to put
ribena./

I have ribena in
my house/ tomorrow
T will bring my
ribena/

this is a plate/

It's a cover/
and this is a plate/
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10.

11.

12.

(Children in the class)

R: vhat did you sec?
M: (dancing around)

R: What?
M: (silent)
(ifter a while)

(Children playing)

Onc child has biscuits)
M:

Child: 1let's cook it.
M:

R: What did you say?
Mz

R: It does not cocoken it?

(M shows R the remaining rice
in her bowl)

R: Your mummy?

117,

I saw it/

Alhaji kankanni
babban mutum/

Fulani, are you
a Fulaniz/

can 1 takez/

It does not cooken
it/

It does not
cooken it/

yes/

my mummy say

that if I come
back let mc throw
away/

Yes/ my mummy

say if I come back
let me throw away
this/
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R:
M:
R:

Ms
R3

Me

If you come back?

If you come back from

whoera?

If you come back from

your house?

(M gets up and makes
as if she would go out).

Mana, where are you going?

You're not going where?

(11 nods)

5it down and finish your

foode

(to another child)

(shows him a biscuit)

(M steps on another child)

(M sces a child taking
somebody else's biscuit)

1184

yes/

from my house/

I'm not going
where/

I will eat your
own/

do you want to
eat it?2/

sorry/

tief (thief)
barawol/
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119.

13. (¥ #nd R and others outsidc.
A omon is eleaning the roof of
T's housc)

R: (Luoking up -t tho man)
Mian, leook at that man.

vt is he doing?
Me hcts sweeping/

Rt He's sweeping? Do you
sweep somctimes?

(1 nods)

R: Do you climb and sweep
like this?

¥M: (I nods)

R Ney you don't. I'm surd
you don't. Do you climb?

Y ves/
i:  You climb thce wall and
sweep like this?  Km?

14. M(locking at the radio-
o asette) I want to hear
my noise/

R: Whit did you say?

He my noise/

R: You want to hear what?

3 my noise

R: Your noise?

i my noisc/
(Fier o foew minutes)

UH I want to hcar
my ncisc, my
noisc/




image114.jpeg
1204

R: You want to hear your noise?
He yes/
R: TIt's not your noise.

It's your voice. Your

volce. You want to
hear your voice$j say thate

i I want to hear
my voice/

R: You want to hear your
voice, alright. Let me
play it for you then.

{looking up at M) You
want to hegr your voice,

really?

Mg yes/

R: Say something else.

HEY I want to hear
my noise/

Rs Ehn?

H:  (almost crying) I want to hear
my noise/

R: Listen, listen, voice.

e I want to hear
my voice/

154 (M eating outside the class)
R: Are you a naughty girl?
M: (shaking head) no/

R: UWhy are you e=ating
outside then?

M3 because my mummy
say that let me
eat in the parlour
(living room)/

I eat in the
parlour/ I didn't
go out again/




image115.jpeg
164

1.

2.

121.

Rs Is this the parlour?

M no/
R: Why fre you eating outside?

(it silent)
R: Thatt's naughty, isn't

it?

(Children playing outsides
I comi's crying)

R: Whats the mattex?
vhat did he do

to you?
M he's beating
me/
R: Hurg benting you?
Mz ves/

{Mana aged 51 months, 3 wecks)

(Children being taught the
Hiational santhem. s they
sing, som¢ of thuem begin to
march)e

T: You de not march when
youtre singing the National
anthems  Nebody should move.
Yo just stand upe
(They sing, but G marches)

H: (to TY s_oc Gideon is
marching/

(Children asked to go and stand
some where, not run. A child
ruhs)

M:  (to child) they say that you
stand here/
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M2

Mz

122,

(Children do some cxercise
~ jumping, *hand up' and
down 'fly 1like birds, cvtca)

Come back

cne morel/
{.fter running children
coughing)

we are tire(d)/
fou are tired?
Now, put your he~d down like

Ehisa

(T demonstrates) for a rest.
Rust your head and thero
will be no more coughinge

(Children all cough - secems
somewhat contagious)

I'm not coughdng/
NeKe hcads upe

(Children stand up)

(an acroplone flies overhead)

(pointing) see that up for
playing/

YWill you sit down where you
arc, Right on the ground,

Sit down,

(Some children are still

standing)
8it down every-
body/

{To one child) Bola, don't sit
down/ don't sit
down/

(To another child) sit down they say/

Not to f£all on me
wol/




image9.jpeg
M:

(looking over the page on
which Re has written and
drawn)

(pointing to a drawing)

Ah} where I lait it ko?

(M tries the biro but it
does not write)

Mm?2
(trying it again)

It's not doe O.K. leave
it nowe

(still tryinge Ink flows and
M scribbles on paper)

Mhme Now you can use
it to write

Kail my biro is stubborn,
isn't it?

(M tries the biro again,
but it does not write)

(suddenly ink flows)
But it's doing nowe
(M drawing)

You can do a leg?

11.

I can get the
baby/

see where you
lait /frait/ it?/

yes/ see/

///,——’

it's not do/
it's not do/

like dis?/ like
dis?/ like dis?/

yes/

yes/

you see, it's not
do/

you see, a baby/
I can do a leg/

yes/your biro de
do/
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3. (T asks children to go and
play for 2 minutcs)

4.

Se

M:

T
M:

Alrighte

(M runs to R and putting
out her hand)

R:
M:

Who?
(pointing at W)

(Breaktimes Children eating)

R:
M

R:

What did you bring today?

(M throws the egg shell
on the floor)e

No, go and pick it up and
throw it into the dustbine.

(M does so)

(After a while R sees
M cating something)

What is Mana cating?

Peas?

123.

everybody is
playing/

Mrs Ga, everybody
is playing/

I will sing/

Teacher, see
them bitc me/

Wall/

egg/

I throw it away
in the basket/

pis /pi:zl/

and potatoes/
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6a

{¢ is crying, seems to be
locking for something)

Ehn?

What about it?
where's Gideonts cover?

{pointing to G's box)

(other children cating and
drinkinge. M dous not have
a drink).

Rz

Mz

You didn't bring anything
to drink?

(later)
Mn?
(getting up)

But you haven't closcd
your box properlye.

Fan2

what?
(showing K the box)

124,

Tcacher, Glduon
cover/
Gideon 1s crying/

Gideon cover/

I don't know
where is Gideon
covers /

sce Gideon box/

No, T will bring
lemon tomorrow/

Teacher/

I'm going outside/

my box has spoil/

my box has spoil/

my box, my box/
1 can't close
it/ my boxes have
spoil/




image119.jpeg
EN

1im?2

(M un in a tree)

M:
Re

Me

i

Rs

Re

Who put you up there?
Get down.

(M wents ko cry)

Arc you a baby?
Who put youiwp there?

fhe don't know ¥ sw to get
deown?

No, sho doesntts Will
you tcll her?

Did you tell suntic
that your box is spoilt?

You told her?

{4 nods)
ind what did she say?

(later)

1254

my boxes have
spoil/

Teacher, Teacheri/

I can't get
down there/

I tell her/

s say she will
buy me a new box/

my baby havc
something/ my
baby have a baby/
Cici have a baby/
Cici have a baby/
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1.

3.

(Mana aged 52 months)
(Children writing)
M: (to R)

R: (locking at M's paper)
What is it? This is
1, this is 2, this is
3, Now write 2, then
3, and then 4,

M (looking at R's hairdo)

R: Somebodye Where is your
work?

M:

R: Oh I sce, on the chaire

(Children working)
Child: My mummy is a nurse.

M2

R: C,K. do your worke.
M: (to one boy)

M: (to ancther)
M:  (te the boy)

126.

Teacher, see
what I lait /Fait7/

who plat (pl#&it)
your head?/

at the chair/
my pencil/

my mummy is a
doctorf

don't touch
my book/

no, not you/

I'm not going
to play with you/
I'm not going to
play with you/




image121.jpeg
5e

e

R3
M3

(Secme enildren tell what they
would like to be when they grow up.

Te docs not ask M to indicate

{to R)

Alright, do your work.

{M looks at picturcs in a
booke Turns thc last

page)

what she would be)

Mz

(shewing R a picece of

™
Coke?
(11 nods)

Who gave it to you?

(v joins M and R)

(M gives V cak:)

I want cakec.

(to 1) You, sharc it with

him, will you?

(M gives W some cake)

127.

Tcacher, they
want to touch
your radio/

Teacher, I will
do my work/

Is finish/

And me, T didn't
tell where I'm
going to/

Teacher, sec coke/

my mummy buy it/
my mummy make it/

Victor, go to your
place/ I no want
you/ I don't wgnt
you here/




image122.jpeg
M3

(Inother child agks her
for some caka)

(The child begs for it)

{toe another child)
(to R)

(M takes out the raison
frum her cake and throws
it cway)

You dJdontt like raison?

(Turninag to w)

(W cating his food)

lana, I want you to tell
me what you told Mrs. Ge
vhat did you tell her?

You want te be a soldicr?
(4 neds)

128.

It's me whe give
him/

my own going to

finish/ my

mummy say let me
not give anybody
all/

I'm not going toe
give/
see, see my eyes/

Teacher, I close
my flasky/

I don't like the
raisony/

your mummy didn't
make any cake/
she didn't make
it/

don't finish your
food/

I want to be a
soldier/




image123.jpeg
A soldier? Sit down.
(1 sits down)
You want to be a soldiex?

{11 nods)

what do scldiers do?

You want to go te school?

Vhere? Which school?

Staff school o Then where
will you go?

Murse? You will go to
the Celleges

Vhere?

You will go to the
College in Kano?

i You will go to the
Celluge in Kano. And from
Kana, where do you go?

ano State! what will you
do in Kano State?

(M scys something inaudible)

129.

I want to go
to school/

yes/

staff school/

to nurse/

yes/

in Kano/

Mm/

Kano State/

eenel/




image124.jpeg
7.

Pomorrow you will do
what?

You wash your teeth?

Wikh what?

with brush and what?

Mm?

In your bathroom, Ycse
Put what do you use to
wash your tecth? Brush and
tooth pastec. What is the
name of the toothpaste

you use?

{3 silent)

Who elsc washes his teeth
in your house?

It's only you?
(i nods)

Your mummy doecsn't
wash her teeth?

130,

tomorrow I will

cane

tomorrow I will
do something eeo/

in the house/
T wash my teeth/

yes/

with brush/

in my bathroom/

in my bathroom/

1 only me
washing it/
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(11 says something inaudible)

Cici has a brush tooc.
A small one?

and you, is it a big cne
or a small onc you have?

It's a big once

Cicl can wash her own?

ind who washes daddy's own?

It's daddy who washes
his own?

And Mummy washes her own?

Docs Iya still come?

Iyn comes?

Everyday?

To do what? What does
she: do?

Shet's sitting with Cici?

131.

oo/
Cici get a brush/

yes/

bia one/

and Cilci can
wash her own/

yes/

is daddy who
wash his own/

Mm/

Mm/

yes/

yes/

yes/

she's sitting
with Cicily




image126.jpeg
9.

= =
o

bd

R:

s
Rs

Who cooks your foed for

you?

Tya cocks your food?

AR. Docs she know how to

cook well?
(1" nods)

Very goode Very goode
I think you want to go

anu play.

Ehn?

4 sneke?  Woul
Where?

Your mummy cocked the

snake?

The foods Your mummy cocks

the food/

But you said you have

snake,

Whoere did you see the

enoke?

132,

yes/

Iya/

yes/

I have a somcthing/
a snake/

a snake/

my mummy cock
it in the kitchen/

No, the food/

yes/

yes/ I have a
snake .../

in a fridge/




image10.jpeg
10.

11.

R: Mhme

M: (still drawing)
(ink does not flow)

R: Shall I get another
one for you?

Mz

R: 5Shall I go and bring
another biro for you?

Ehn?
(M nods)
R: (getting up) o.k.

(R looking for her keys)
Where are my keys?

R: Yes
M: (pointing)

R: Go and get it for me,
will you?

M: (Walks towards the dining
table and looking round)

(M finds the keys and
brings them to R).

(R gives M another biro)
R: Yes,
M: (drawing)

R: Ehn?
M: (still drawing)

12.

you see it/
ehn? ehn?/

ehn?/

your keyz/
i dei for dat

place/

wel di key?/(3)

i go do?/

I lait /rait7
baby/ 1ike disz/

I lait baby/
I do baby like
this?/




image127.jpeg
Mz

Rs
M3
Rz

In your fridge?
(H nods)
A snake in your fridge?

She closed the parlour?

And the snake went into
the fridge, ehn?

Arn

2

you killed it?

(M somewhat restless)

You want to go and play?

Ouke Byc-bye then.

(As R leaves)

EIin?

Yos, T will come again.

{(Mana aged 52 months, 1 weck)

{Children in class. W sees R)

We

M

Mana is not well.
Hana is not well,

133,

yes. my mummy
close the parlour/

yes/

yes/

++« the snake
gc to Yabaya house/

Mm/

I'm going to take
my tyre/

come/

come again/

It's a lie/
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Za

3.

4e

134,

M: (to R) I bring ribena/
R: You brought ribena?
(M neds)

Child (to R) My mummy say
that let me greet you.

snother Child (to R) My
mummy say that let me greet

youe
M: (to R) my mummy Ssay
that let me greet
you/
R: Oh, thank you very much.
(noticing that M has only one
earring on)
R: What's happened to your
other earring?
M: I leave it at
hone/
R: You left it at home?
(il nods)
(children asked to put crayons
and toys into different containers;
a child is putting everything into
the same container)
33 It's not for here

it's for the other
pan/ it's not for
here that you put
it/

Child: You're not wellz

M who say that I'm
not well?/ who
say I'm not well?/
I'm well/ I say
I'm well/
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5e

6.

(12 writings M watches

her)

e
Ri
Ms:
Rz

zT =T X
W

s

Whot will you write?

Hmz

Did you come to schoel
last week?

(ii looking at 2's paper)

Wherc's mumry?

What about daddy?

(to &)

+ »2cket of

(Children laugh)
I%'s nono?

(11 attempts to open it.)

Don'’ open ite Let me open

it Fur o oue

(i=nds - to R)

135.

T will write.,

ae/

W/

T didn't come/
who drrw this
thing?/

Mummy is at home/

he's aone to his
officcf

I drink ‘a2t

smartics/

T get smurties
mwr b

7t's nono/

my mumny wish i1t/
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9.

Childrcen: It's ncno, nono, nono
Mz

Child: Nora?
M (ko child)

(kurning to ancther child)

(A girl is sitting on M's
Chair)

M3

(The girl puts her finger in
her mouth)

R: Take 1t out. Are you a
baby?

M: (to another girl, and
pointing to the first girl)

(Becs the girl's food)

(M takes her box and tries
to close it. Turns to R)

M: Tt's not closing/
(Children blow paintings M and

another child have the same
colour of straw)

136.

It's nono
maishanu/

you dontt know
nono?/

T tell my mummy
to put smarties
in my box/

I want to sit
*own on my place/

she's not a big
baby/ she's not
a bahy/ she's a
big girl/

this girl suck
her hand/

she bring chinchin/
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10.

(To W)

I go and take my owne

(L trying to draw something
on M's paper)

(11 shows R her work)

It's very nice,
(Discussing with L)

llow many of you went to
church yesterday?

Children: Mc, me, me.

Mz

T¢1l us what you did on
Sundaye

That's goed, You tock your
uncle to the station.

137,

sec the samei/

they didn't give
you your own?/

Teacher will give
you/

Larai, I don't
like this/

I don't like
this fal/

Tueacher, see what
I draw (peinted)/

sss therc's cne
cakc in the water/

I didn't go to
church/

we take our uncle
to the station/
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11.

12.

(Discussing with other
drene  Somebody says a
bey is a girl, M teascs

chil

him)
M2
Boy:
M:

Loys
Mz

I'm not a

girl.

No, I'm not a girl.

(M is talking with other

chil.
Tz

Chil

T:

Mz

T3
M
s

dren)

Mana, what did you do on

Sunday?
(¢ does not

dren: They
youe It is

Nana, ihere

hear)

are calling
YOue

did you go?

where did you go?

Is he the one who looks

after you?
didn't take
hospital?

Your mummy
you to the

Nana, they toock you to

the nanny?
do with you?

vwhat did she

138.

It's a girl baz/

It's a boy?/ No,
it's a girl/

what's your name?/

because I'm not
well/

I go to my brother/

they take me to
the nanny/

she ga®a me one
sick pay/




image133.jpeg
13.

14.

{G tells a story about a
man who saw and killed a
crocodile in a river)

T
M
T

She took you to the

Sick Baye

The medicine, was it
very sweet or not?

ro injection?

(i’ shakcs head)

S0 you're feeling much better

now, are you?

They said they should take
you to the doctor again?

(1t nods)

(te T)

You saw a snakel Where?

In your village?

139,

#he get medicine/

very sweet/

they take me to
the doctor again/

my baby sleep
in $mall bed/
T will tell my
mummy to buy me
a small bed/

I will sleep in
smnll bed at
night/

we saw a snake/

in my village/

we are killing
it, killing it/




image134.jpeg
Ws
M3

Mz

140.

I saw a lion.
1 saw a lion/
he boy kill it,

(To W) you don(t) know
the boy/

(1i says something about
Fle

Dontt mind the boy.
the boy?/
That boy, Fanny
Fanny is a girl/
(Mana aged 53 months, 2 weeks)
M's home, R gues into
house, sees M's broken arm)
sec my hand/
Sce your hand?

Mm/

what's happcned to your
hand, my dear?

I fell down/
Fm3

I fell down/
You fell down?
(1" nods)
¥ou want to comoe and tell me
all about it?

yes/

(#i and R going into the
living room) somebody fell me
down, Peter/
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2a

ER

R: who fell you down?

Mz

R: Peter?

M3

R: He fell you down?

Mz

R: Where? In Wusasa?

Mz

R: Really?

(M and R seated at a small

table in the living room.
R writing)

R: What am I writing?

Rs  Mm?

R: (pointing to some
place) You want me to
write there?

(M and R talking about M's arm)
R: And what did they do to itz
YM: (showing the plaster)

R: Mn?

141.

Pceter/
yes/
yes/

yes/

what are you
writinq?’/

Mm/don't write
herc/

don't write here/

yes/

them put this/

them put this thing
for me/ they took
me to the hospital/




image136.jpeg
4.

Rs lio, T don't.

Tz

R: Szuran gobe?

Mz

R: Thc hespital is in
Sauran Gobe?

Me

R: Who put it for you, the
doctor, or the nurse?

e

R: It's a nurse?

Mz

(c joins ¥ and R)a C has a

burn)

R: (to I1) What happened to her?

They took you to the
hospitalz

she got burnt?

Hot water?

(1. touchcs radio knob)

Don't touch thotf
(tcuching another knob)

142,

the hospital?/
%o yeu know the
hospitalt/

@ouran gobe/

Mm/

yes/

yes, it's a

nurse/

yes/

burn/

yes/

yes/

here?/




image11.jpeg
You /Tait/ baby, and
you ‘do baby like this?
OuKe

(drawing)

QuKe
(drawing)

Fhm
(writes)
Mhme Ehn?

Mhme
(writing)

Alright. Vrite it
thene

(tries to write)

Mhm,
(draws something)

(looking at what M
has drawn) What is this?

Another baby?
(pointing to the drawing)
Mhme The what?

13.
I go do him (his)
hais /aiz//

See im leg,
a stomach/

I do eight/
let me lait one?/

I will lait it
like dis/

dis one no deg
do/
its do/

I lait it for
you/

is a baby/
the hais /aiz//

the hais/
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5e

Now

pon't touch it.

non't touch it.

(touching ancther knob)

(i1 nsks 'here?' and touching
different knobs 12 times and
R ~aswers 'Mo! each time)

(M, # and C atill in 1iving
room)

You didn't go to school?

How can you write?
Can you write with your
left hand?

Nabai

Ohy Ceke Writc it here.
(M writss something)

whatt's that?

t0'?  That's '4' but it's
not a very good '41,

143,

where?/

where?

here?/

herez/

I write '0'2/

Mm/

I can write ‘o'

you see itz2/

o/
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Rs

(i writcs something else)
what's that one?

It's not '0'.

Moe

NOo
¥ writes something else)

Whatt's that? You didn't go
tu schoola

I wont to school

Your daddy said that let you not
go to schoel?

(i4 nods)
Mhm.  Why?
(sijence)

why did daddy say let you
not go to school?

vhy?
(i pushes C)

144.

It's not a very
good 4,

o1/

It1s 'E'2/

It's 'P*2/

Mm mm/

my daddy say that
let me not go
to school/

he say that let
me not go to
school, I say/
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Mz

Mana, don't you know you're
a bia girlz

(M nods)

How old are you now?

(lrughing) six.

(4 laughs)

Big radams. You're
going to Reception, ko?

But you still can't write
foura

(11 writus 'E')

Rz

M:
Re

This your 'E' 'nawa'!
tsays something inaudible)
What is it?

(+ little later)

Mm?

(locking at M's hand)

When you go intc Reception
and you can't writc, What
shall we do, now?
(writing)

Prur hundred?

145,

six/

mm/

cou/

this onc is
D' and this
one is wes/

I can write

I can write with
my left hand/

four hundred/




image140.jpeg
e

A

Re

Me

You'll do four hundred?

» when yeu go into
ption, and you can't
wuritce

“hnt

You wiil bia?
(i! neds)

Lh = ah, how?

You won't gr to schocle

Hill you he
fantie?

ns big as

Arce you sura?

(to ])

You're going te bo like
acecident?

{11 nods)

(t~ M's Aunt) Ah, shi's
lecrnt @ new worde

(to 1:) dow, what did you
B Mrse G?

1464

no, I'm not going
to Reception/
T will big/

I will big/

T won(t) ao to
school/

yes/

I'm geing tu be
like .ccident
(architect)/

I say I'm going
to be like accident,
like a nurse/
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Re
M3

(M is going to ent beans).

R:

Ohy you're going to be a

nurse.

Yeu'lrce putting something?

(¥ nods)
what?

You'rc going to be like an

accident.

Like a nursc

You'rce putting scmething.

You'll draw th

You put this?

You alone?

You won't give me?

Hot your beans?

147,

like I'm putting
something/

and I draw the
car/

yes/

yes/

yes/

yes/ »nd I put
this./

yes/

yes/

I will give you
my eqgl

I will give you
my beans/
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Rs
R:
Mz
Rz
Mz
R:

And vour egg?

what about Cici?
Will you give her scme?

¥ou will give Cici?

{1 nods)

What? Mm?

Your egg? And what clse?

and heanse.

And butter. what else will
vou give Cici?

And bread?

and teae

anc ribena. And what clse?

Icc-creams

Ohi I want somc too.

148,

yes/

yes/ T will
give Cici/

cag/

and beans/

and butter/

and bread/

Mm and tea/

and ribena/

and ice cream/

Mm/

you want scme?/
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He

e

Ycse

You will buy me some?

Do you have money?

(3 nods)

How much money do you have?
(showing fingers)

Two?

(showing fingers again)
Twe?  let me sec two.

(i1 puts out hand)

How many is that? Count.

Five. You have five what?
You have five hundred what?
{says something inaudible)
im? 500 kobo? 500 koho?
Mhune

500 for Cici. 500 for you,

Is that enough to buy ice-
cream?

How much dous ice-cream cost?

149,

I will buy you/

yes/

two, like this/

two, like thisz/

onc, two, threce,
four, five/

five hundrod/

P4

yes/

500 for cici/

and you/

yes/
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M2

Rs

Yes. But how much do you
give them? To get
ice~cream? How much do you
give them?

Twenty kobo?
(showine fingers)

Twe what?
(indicating)

nut that's three, its
not two.

Is it twenty kobo or 30
kobo?

You give them your shoes?

And they'll give you
ice-cream?

And vou take your shoes again?

(1 nods)
S0, you givc them your shoe,
snd they give you ice-cream,
and you.

150.

we should buy it
in the Kowa store/
ees One boy is
drinking it?/

twenty kobo/

1ike this/ Twe
like this for them/

two like this/

yes, that's two/

Thirty kobo/ I
nive them thirty
kobo/ I give them
my ehces/

mm/

and I take my
show/
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M3

Ri

R3
Mi
B:
Mz
R:

it

And you run?

Zan't they run?

Can you?

Really? whe can run
fister, you or me?
Habai

(getting up)

Let's try.

Let's try

You and I

(toking the biroc)
We'tre going te rune
Hhme

And you'll fall down.
anrl you'll break the other
hand,

151,

y:s/ and I take
my shoes and
I run/.

yes/

I can run fast/

mm/

me/

mm? /

me?/

T write it all(z)/

me?/

I will run in that
sand(?)/

no/

no/
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Rz

M

Mg

YCse

And then you won't
have any hand to work with.

(writes something)

Let me write 'O'.
(I does so)

You sve, that's '0'.

(% writes '0Y)

That's it, That's beautiful.
Beautifule

(To Cici) Can you write '0'?

thot can you writez
Can you write 'A'?

(looking at the page,
all covered with writing)

(Turning the vages of note
hook )

Let me find another space,
(pointing)

¥hme Write ‘At
(hfter a while)
(to R)

no/

I write

1524

o/

Ouks let me

write it/

likc this?/

jaga jaga/

T finish here/

T write here/
I write herc/

wri te
again/

g

for me
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Ms
Rz

Rz

M:

R:
M:

The ZFaié?. These are the
eyes

(pointing to the legs)
And what are these?

Yes, this. What is this?

Yes these are the legs.
Ehn? These are the legs.
The baby's legsa

(pointing to the drawing)
The stomach -

Ehn?

How many babies have
you drawn?

{pointing to one) . . i
-

How many?

Four. Count, let me see

(counting)

(laughing) Beautifull
{M coughing a lot)

Sorry dear;sannu ko?
Youbre Qrading mummy,
are you?

14,

yes/

a baby/

a biro/

a stomas/

I can do a
muramy /

I will do a
mummy /

Fhis one/

four/

1, 2, 3, 4, 5,
6, 11, 14, 15,
8, 2, 10,
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10.

11.

Ms

Aue

(M notices that m.V. programmes
for the morning were over).

o

iuaz

M3
Rz

(M seces C touching flowers)

(to Au.)

OoKa

Ehn?

Gn and put it off.
Go and put it offa.

Go and switch it off.
(it switches T.V. off)

oh, you close it, MM?

(4 and R by R's car)

M:
R:
Me

R:

How is my car hot?

You want to hear your noise?

CeKe I'11l play it later for

you.

Wo, latera
(M touching a knob)
Don't touch that,

153,

Cici is touching
daddy's flower)

the television is
finishf

the television is
finish/

I closc it/

your car is hot/

T will hear my
noise/

yes/

T hear it nowl/
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12.

Me
R:
M:
Rz
M:

Rs

Mz
Re
Mz

(touching another knob)

Noe

(touching another)
Hoe

(and another)

Nea

Arc you superman?

Are you 'Big Daddy!
or 'Big Mummy'

Are you 'Big Daddy'?
(nedding)

tpig Daddy' is a man.

ig DaddY is eating
chueolate?

and you too.

Super girly

Suo you're 'Big Mummy.!
not *jig Daddy'.

154,

herez/

herez/

here?/

mm/

Big Dadayl/

mm/

mhm. 'Big Daddy"'
is eating
chocolate/

wn/

Mhm/

Mn. I'm super girl/

I'm Big Daddyf
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13.

14,

1.

R: You're Big Daddy?

Mz

(R and M talking about her
arm in the plaster)

R: How long will you have it
like that?

Mz (pointing to the arm)

R: Yes: How long will you
crrry it like that?

(Talkina about her teacher
and one boy)
M

(the bey beat another)

(Mana aged 54 months)

(At M*s nome. R arrives. M goes

to mect her. R still in the
car)

Mz
R: Just a minutc.

M2

(M and R look at
the inside of R's car)

R: 1Is it nice?

R: Really?

Mz

R: ihat colour is it?

1554

yean/

this one?/ this
heznd?/

Mrs. Ge. beat him/
he has power/

come out/

what you want
to doz/

mm/

Mm/




image150.jpeg
2.

3.

R:
Mz
Rz
M:

Rede

Goode

(Getting out of the car)
You said I should come out,
ke?

How is your hand now?

Finc?

0Oh, that's good.

and R go into the cour*yird)

Where are we going to
sit today? Not here?
Luet's sit down here.

You will read for me?

Wherc's huntie?

Shets in the parloux?

(calling C)
what is it?

1564

red/

¥/

ms. T will
close the deor
for you/

fine/

Tt's bctter/

Oek, and I will
read for you/

vim/

she's in the
parlour/

mm/
Cici, Cici/

cici/ saratu Clci/




image151.jpeg
4.

Se

157.

(R tokes out her notebook
shows M some scribling done
on her paper)

R: Sco what somebody did last
time. Who 4id this?

M: Its' mel/
(it writes on R's paper)
{# looking for a biro) see what I write?f
M: what you want to
doz/

R: I want to write/
(M writes on paper)
M2 T write 'M'/
s This isn't ™'

M2 you can't write
"™/

R: I can't write 'n'?

M2 Mm/

R: iiabai

M: (looking at the cassette

recorder) you're not playing

this one/ I can't
hear it/

R: You can't hear it?
(i nods)

(M and R still in the Courtyard)
R: Did you go to the hospital?

M: (shaking head) ¥m - Mm, I didn®%
see the doctor)

R: You didn't see the doctor?
(1 nods)
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6o

Ha
R:

wrat happened?

Where did the doctor go?

That the doctor is not

working?

what was wrong with him?

Was he sick?

s he sick?

'hiat did they say was

wrong with him?

Ebn?

(Locking at R's writing)

Ehn?

then you ar:

When you are

bigger?

what?

158.

they say that
the doctor is
not working/

Mm/

no/

no/

they say let's
come back tomorrow/

they say that let's
come back tomorrow/

I will write like
this onc, ko? Ah,
like this one/ T
will write it/

when I'm bigger
like arc you I will
write it/

like are you/




image153.jpeg
Rz
M:

vhen you arc as big as me.

(Measures S. against her
own hody)

e, today its me who
will witeeo

(7£ter a while)

When you are as bio as me,
what will you do?

You will writee what will
you write?

"Mt

and 1C*

And 1Dy

And GV

159.

when I'm bigger
and you/

Hm/ Saratu is

smaller/ see,
see my head/ I'm
bigger/ 4o you
want me to writez

mel/

I will write/

me/

and tct/
and DY/
and 'F'/
and 'G'/
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7.

(rThe: gardener comes in and
grects R)

R: Is this your houscboy?

R: He's your houscboy?
(1t nods)
s What's his name?

M:

R: Yahaya. His name is Yahaya.
Do you speak to him in
finglish or Hausa?

M:

R: what?

R: Nupe? Your mummy will
speak to him in Mupet

R: And you, what do you speak
to him?

R: Hausa? Say something to him
in Hausa, lct me hear.

R: Sannu Madam. Shine Hadam?
(ticllo Madam. Is he Madam?)

(M and R laugh)

160.

Hm/

Yohaya/

no/ my mummy
will speak in
Nupe/

Nupe/

in English/

in Hauass/

Sannu madam/
(Hello madam)
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8.

9.

(1 iz asked a question in

Hausa

M2

R W E A

She replies)

You don't know Hausa.

You don't know Hausa.

No, you don't. O.k. let's
talk in Hausa if you know
Hausa.

(M*'s arm is in the sling)

R:

why is it in the sling?
Do you know what we call this?

(11 touches the sling)

Vhat?

It's a sling.
that?2

Who told you

Your mummy. Why is your
ana in the sling then?

(11 says somcthing inaudible)
You like it, do you?

You come back and then you
go ko school?

You come back from wherc?

161.

Is she not going
to writez/

Mm2/

I know/

M/

It's a sling/

my mummy/

waof

Mm/ when I come

back I go to school/

yes/
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10.

They do injection?
(touching her forehead)
Zhe noe Who did that?

A woman?

vherc do they do injections?
where do they do injection,
in the school?

(says something inaudible)

It's in the hospital they do
injection, ko?

(M saying something about a
boy and a girl in thc hospital,
but mostly inaudible)

And who is sleeping with the
small girl?

Mhm

Some people who have a

wound?

on his leg

162.

from the church
«sy/they do
injection/

un/ for here/

a woman/

¥m/

cual

Mm/

eeluesd

big girl she is
slecping withess/

the small girlz/

some people who
have wound on his

leg/

on his leg/

yest
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M:
Rs
M3
R:
M
R:
M3

R:

Mz
Rz

Mummy ko?
(still drawing)
Mhme

(pointing)

Which cne is the head?

(pointing}

Mhma
(drawing)
Mhm
(draws)
Mhme lhme

Mhme
(araws)

Hande Where is the
stomach?

Show me the stomach.

(pointing)
Mhm - Mhm,

You nc want to do what?

You no want do di
stomas?

You go do what?

15.
mummy/

I go do im head/
this is the head/

dis/I go do im
head/

im hais/
di head/

I can do im and

fhaod]/

and /R®nd7/

ehn?/
di stomas/

mi I know want(?)
tc do stomas/

I know how to
do di stomas/

I say I go do/
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11,

12,

(The paac on which R has been
writing is full)

e

Rz

Hhme

(pointing to another page)
what?

Oite here, T didn't write

herc?

I don't want to write herea

You want me to turn it?

wWill veu go back to school
this term?

will you go back to school
this term?

When will you go to Reception?

Yhen will you go?  Mm?

(i silent)
What's wrong with you?
You can't talk any morc?

{M silent, then laughs)

You will go to school tomorrow?

163.

have you finishz/
Is finish?/

oou didn't do
this one?/

T say you didn't
do this one/

Hm/.

turn it/

mm/

Mmz/

“hn2/

I'1l go to school
tomorrow/
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13.

R: I secs. Tomorrow is what?

R: Happy Easter?

(After a while)

R:  lhm,

(i1 holding a biro)

Rt Who is deing Cici's hair?
Who is doing your hair
for you?

R: Who is a naughty girl?
Mmz?

R: Saratu?
R: Vho is Saratu?
H: (points to C)

R: Is her name 'Saratu'?

R: Really?

164,

Mhm/

tomorrow is
happy easter/

ves/
you put another

e 74

I will draw a
shoe/
I will draw a
shoe/

naughty girl,
naughty girl/ make
you mind naughty
aqirl/

It's saratu/

Mm/

M/

Mm/
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R:

Mz
Rz

R
e

R

R:
M:

R:
Mz
R:
M:

(to €) Is your name
Saratu?

(to M) And you, what's your
other name?

Comfort?

And what's your other name?

Who is Mana?%

Mhme

So its Comfort Mana?

(Locking at R's watch)

It's not a small once

Mhme

YeSe

Noe
(writing)

165«

Comfort/
Hm/
Comfort/
Mana?/
Comfort/

Hm/

a small watch
is green/ Is a
small watch2/
chn?/ Is a

small watch?/

Is a big watch?/

see wia E i 17

you write/
jagajaga one/

I will write it
like this/
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16.

(The wind blows the gate clesed)
R: Kofa ya rufu ko?
(The gate is closed, isntt it?)

M

R: M¥m?
Mz

: Ehm?
M:

2 what?

R:  From the gnte?

R: 5hi ne na ce kofa ya rufu
(That's why I sald the gate
was closed).

(M laughs)

Rz Ashe ba ka jin Hausa
(50 you don't understand
Hausa).

(M laughs)

R: Mo na ce waiz
(what did I say?)

R: Oh. So you know.

166.

It's from the
qate/

from gate/

from gate/

from the gate/

Mm/

you say the door
has close/

Mm. /
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17.

(M wants R to give her
paper and pen to write)

Mz

R:
Mz

Mn7?

You want to write?

Ouke comes You write here
thine Let me write somcthihg
firste

(R writes)
what are you going to write?

Can you write your name?

Oske doa
(pointing)
Mhme

(1 writes)
What is thot?

Ehn?

that? This one?
Qelle Write Ae
(points to B)

Thatts ‘B,

(pointing to A)

167.

you won't give
me let me writez/

You won't give
me let me write?/

M/

ehn?/

Mm/

here?/

the letter 'A'/

'AY/

Mm/

like this one?/

like this one?/
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Yese

(1 writes 'a')

Ohae that's beautiful.

That's very nice.

write 'B'a
M.
(peinting to 'Br)

Mhme

Mhm.

{pointing to the letter 'B')

Like this once
(after a whilc)

Can you write onc

Jhie Ouk. write it let me sces

(ki writes '19
Do it againe
(M writes '9')

That's nine (9).
write seven (7)2

(1)?

Can you

168,

I will write it/

I will write
again/

wpe/

T5 this cnet/

This one?2/

I write like this
one?/

one (1)2/

like your own?/
T don finish/

se¢ what T write/

seven (7) Mm/
1likce, lcet me show
you, like/
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You want us to leave
the radio?

let me put my " it
here. Alright?

(R leaves book)

You will write?

Do you write in your
school?

O.k. let's take this
(the radio-cassette)
along, shall we?

Yes, but you said the
guavas are in the front
of the

Yes., So we'll go there
and pluck.

(M tries to carry the
radio-cassette)

Let me help you, its heavy.

(M Qoes as 1f she will
give it to R)

1734

yes/ we can
leave the radio?/

yes/

yes/ when we come
back I will write/

tm/

Hm/

yes/ where shall
we go?/ the
front of the guava?/

panana/
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That's a good girl.

(pointing in one direction
and moving away with the

radio)
You're going there?

She's not my sister,
but she's my friend,

Is she your sister?

Is she?

Wow! She's my friend
just as you're my
friend.

Aren‘t you my friend?

Ehn?

Which one?

(pointing to one house)

Oh.

What place?

Ceka

174,

I'm going there/
Yes/

-seiici is
your sister?/

no/ yes/

yes/

en?/

I'm your friend/
your friend is in
my house/

your friend is
in my house/

over there.. /

lock at the place/

here/
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6o

Shall I help you with

the radio now?

Shall I help you with the

radio?

Mhme Bring it let me
carry it. Where are we

going?
(M sees Cici)

You're going where?

Here?

(M sees a ripe guava)

One what?

One ripe one?

Up where?
(pointing)

(to herself)
(looking) Where?
Where is 1t?
(pointing)

175

ennz/

me?/

Cici, come/
here, we're
going here/

here/

Ym/

ah! look at
one ripe one/

ripe one, up/

yes/

look at it/
do you see?

where is it?/

ehn, look at it/
up that one/
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(R sees it)
oh, that one?

Who will pluck it
for me now?

who's John?

“ho's John?

Ehn?
(calling)
Come, John what?

Who is he?

Is he your brother?

Your brother?

John?

Is he the one we saw

with the guavas?

176.

yes/

le(t) me go and
call John/

ehn?/

you don't know
his namef

John, John/

ehn?

John/

shall I go and
call him let
him pluck it/

mm/

mm/

yes/ is the one
who is plucking
the guava/ shall
I go and call

him let him pluck
itz/
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17.

Are your eyes open?
Ehn? And where's mummy?

M3 Mummy?/
R: Mhw.
M: (pointing to a space) 1 go do a
mummy here/
R: Where?
:  (pointing) here/

R: (Taking the note book)
Let me open it this way.
You see there's plenty of
room here.

Mz plenty/
R: Mhme There's plenty of
room here.
12. Rz What do you do in school?

Mz A. B, I do 'Bla,
bla black sheep'/

(M sings)

R: Very good, very goode
¥What else do you do?

M I do ‘ring-a-ring
a rosesy
(M sings)

R: Ah, and you fall down,
don't you? Kail do you
like that?

M2 ves/
R:  You dn?

M2 yes/
R: And what does Teacher say?




image167.jpeg
Te

R: No. May be he will
come. Let's walt, may
be he will come,

R: How do you know he
won't come?

(Cici wants to throw away
her peppermint)
Mz

R: {(to M) Why don't you eat
this one with her and
leave your own? She
won't finish iti

R: She will leave it?
M3
A3 Leave it for whom?

R: Leave it for Whom?

R: For who?

R: Yes.
M:
R: Ehn?

177.

he will not come/
let me go and
call him/

Cici, don't throw
it away/ Cici,
they are pepper?/

when she can't

finish it, then ene will
leave it then she

can finish it/

Hm/

ehn2/

Mhmeea/

for who?y

Nimo/

Nimo Joel(?)/
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M:
]
M3
Mz
Rz

Rz

M:

M

Nimo Joel. Who is
Nimo Joel?

Vero?

Where's she?

Gone where?

Nimo Joel. What is
Nimo? What lanquage
is that? Ehn?

What language is
Wimo Joel?

Mhma

What is Nimo Joy?
Is that English?

Is that English?

Nimo. Is it?

If ste will let you,

Yes. But, you've
opened your own!

1784

«seVero/

yes/

she has gone/

to Kano/

ehn?/

Nimo Joy2/

I dontt know/ I
go and call John/

ehn?/

Mm/

le(t) me leave my
own and le(t) me
drink with Ciciz/
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8.

(M
in

R3

R:
Mz

says something to C
rassange)

(M touching R's radio-
cassette) Don't touch
it. Who is silly, did
you say? Not silly?

Are you back in school?

vound?
(1 nods)
Where? Let me see,

(1 shows 1)

Oht Is it a boil? A boil?

You fell down from
Kaduna?/

What were you climbing?

You wound?

Somabody pushed you
down?

(¥ nods}
Who?

Bose, Who is Bose?
A friend of yours?

179,

cesCoOMe ca
are you s5illy?/

I have wound/

no/ I fell down
from Kaduna/

Yes/

I was playing with
sand, then I
wound/

then somehody come
and push me down/

Hose/
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9e

Mz
s
Me
Rz

Enn?

And she pushed you
down?

M(looking at tape)

Rz
M:
Rz

M2

Noe

Vie're taping,
aren't we?

(R laughs)

You want to hear your

mouth in this radio?

Your voicCe,

Alright, wait till
we've finished all,
When the tape is gone

round, I'll play it and
you can hear your voicea

Alright?

(looking at the tape)

180,

yes/

yes/

Mm/

is not talking?/

why? /

yes/ then is not
talking/ Twant

to hear Cici/

I want to hear my/
I want to hear my/
mouth in this
radio/

Mm/

I wvant to hear
my voice/

i & (has) gone
around/
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10.

No, it hasn't, it
hasn't

To do what?

Why do you want me
to say yes?

But John can't hear you
from here, can he?

(calling)

He can't hear you.

He can't hear you.

sees R writing)

Not nowe

Just a minute.
Just a minute.

1s1.

can I go and
call John2/

to pluck that
guava for you/
DJ.Ke/ say yes/

say yes, now/ then
I go and call him.../

if I shout you
see that then he
will come out/

John, John, John/
come and pluck
guava for Auntie/
John, come and
pluck guava for
Auntie/

ehn?/

I want to write/

I want tcwite/
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11.

M:

Mz

When?

When?

Noxt time I come, ko?

Yes, You want to
come?

I will take you.

You know I have a little
one like Cici, But she

was sleeping when I
left.

Ehn?

Yesterday?

A long time ago. It's

not yesterday, but
sometime ago, Mm?

182,

I want to go to
your house/

ehn?/

tomorrow when you
come/

M/ you will
take me next time
you come?/

me and Cici/

when you ees/
yesterday then
you bring me back
home/

yesterday you took
me to your house
then I was saying
that I want to go
home then you take
me home/

Yes/
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12

Rz

Mz
Rz

Will you cry this time?
If 1 take you to my

house, will you say you
want to come back home?

I will take you and
cici,

oh, Will you?

Cici, will you sleep
in my house too? Mm?

Good, I will take you
there and you'll

Will you?

Do you wash plates for
Auntie here?

Sure?
(M nods)

I'11 go and ask her,
Shall I go and ask her?
Ehn? 5hall I go and
ask Auntie if you

wash plates for her?

cieci

183.

yes/

no/

I will sleep in

your house/

yes/

she say yes/

then I will be
washing plates
for you/

yes/

yes/

yes/
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[o43
Rz

Rz

Ehn?

Does she wash plates
for Auntie?

(€ neds)

She does? Mm2
Let me put it (radio)
here, shall 17

Mme

So it would be close to us.
Oeke? So when you come

to my house, you'll be washing
plates for mee

Mm2

And pots

You'll be sweeping the

ground for me,.

Ahl  What else will you
do for me?

You'll cook for me?
(M nods)
What can you cook?

Rice?

1e4,

and pots/

and pots/

then I will be
sweep the ground
for you/

yes/

I will cook for
you/

rice/
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Mhmo

¥oll, mm, How do
you cook rice?

Mhma

¥m?

What?

what else you will put?

Mhm,

Mhme

185a

I will put some
water/

then I will come
and put what?/

I will put some
water, then I
will come and
put some salt/

then T will come
and put somes.e/
What else I will
putz/

vihat else 1 will
put?/

1 say what else
I will put?/

Mm/ I will put
pepper/

and margarine, and
I will put rice/

then I will cover it,

then when the food
have done/ then I
Will carry plate
and put together/
I will come and
give Lo all of
you in the/
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86.
R: 1In the house? 168

(1 nods)

R: And you, will you
eat it too?

Mz I will eat too/
@ You will eat too?
M: yes, in your
house/

R: Oek. What day shall
I come then, and
take you there so
you can go and cook

for me?
H eee/
Rz Mm%
13, M: Mummy know your
house/
R: Does she?
M: yes/
R: Who showed her my
house?
i3 Is me/
R: You?
Mz yes/
R: What area?
M: she go there and

she say "kong
kong® then you
are sleeping then
we go home when
you are sleeping/

R: No, that's not true.

Mz you are sleeping/




image15.jpeg
18.

13. M: (pointing to a cat) see/
R: What's that?
Mz a dog/

R: A dog? Do you have a dog?

14, M: (to C, pointing to her
drawings) Cici, see you/

R: Where is she?

M: (pointing to a drawing) see her/
R: Mhm,
M: (pointing to another

drawing) see me/
R: ah - ah,

(M coughs)

R: Sorry, dear.

15. (M shows R a toy)

R: Who bmght it for you?
"m? Iya bought it for
you?

(M nods)

R: (pointing to N) This
iya?

(M shakes head)
R: Which iya?

Mz Diya(2)/
R: Diya?
Mz Leah/
R: Leah, Oh, Where's
Leah?

Mz she dei for home/
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l4.

R3
Mz
2z

M:
R
Mz

Now

Noe

{laughing) o5u and
who?  You aud
Hummy?

(M nods)
And who else?

Only you two? Where
was Cici?

ees Do you tell 1:-g?
May be you're dreaminge
Mm? Did you go to my
house really? Ehn?
Mana? Come one

(¥ and R laugh)

Well, now can you tell

me something? What did
you do during the vacation?
I came to your house but
you were not here,

Ehn?

You were in Kaduna?
(M nods)
with whom?

187,

you are sleeping/

you are sleeping/

and mummy/

I come with my
leg/

I'm in Kaduna/

I'm in the Kaduna
then Mummy come and
take me in Kaduna/
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Who is Vero? Mm2

Joy. Did you stay
with grandma? Mm?

Sorry. Did you stay with

your grandma? Mm? How
big is Vero?

Mm? Sorry, I didn't

hear you. She is big ...

How old is she?

I can't hear you. You
don't want . to hear
your voice on the tape?

oh well, if you don't
speak up it won't tape.
When I play it back you
will hear it.

She's twenty years old?

No,.

You said 11, 12 years
old. HNow you say 20
years old. How big is
she? Is she bigger than
you? Ehn?

188,

only me/ me and

Vero/

Joy/

I bite my tongue/

she's blgger and

eee/

I want/

she is twenty/

ves/

yes/
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15.

(The battery cover falls
off the radio-cassette)

Rz
Mz

R:

You didn't put it well.,

It scems so. I don't
know what is wrong

with it. I think somebody
has been ... How old is
Vero?

(peinting to the radio)
Ehn?

I don't know about thate.

Now

Ohe

So, who took it?

Who took her own?

Mhma

189,

it will £-11
down again/

is my mummy's
own you took})

is ny mummy's
own you took/

is my mummy's own
you took, right?/

my mummy don't have
any radio/ she
didn't have it in
the room/

she didn't have
any in the room/

Mm2/

her own?/




image180.jpeg
16,4

tis

Mm?2

You won't tell me?
(¥ nods)

You don't know.
So what did you do
in Kaduna?

(annoyed)

(M gives R the pepper=
mint R gav. her)

Ehn?

Take my thing back?
(r. nods)

scratches her body)
what is wrong?

£Ehn?

MOSqUito?esas.
Shall we go away?
Shall we gt up and
go and sit on the
other side? Where
there won't be many
insects? O.k.?

(M, R and C get up)

190.

I will not tell
you/

I will not tell
you/

take your ting
(thing) back/

take your ting
back/

mosquito/

mosqguito/
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M3

R:

R:

Mz
R:

R:

Mz

R:

You didn't bring any
slippers?

0.K, which way shall
we go? Let's go this
way, Let's go this way
and go round to the
other side o

(1, R and C going)

You have many bananas
herees

You likc¢ bananas?

You cat a lot?

You and Cici?

(M shouts, the battery
cover falls off again,
M tries to £ix it)

You want to go and stand
on my car? Let me fix
ite. Something is wrong
with it and it doesn't
seen tO eee

Ehn?

191.

I didn't bring m
slipas [s'lipagf

mm/

mm/
mm/

I eat, me and
Cici/

mm. I want go
and stand on your
car/

may be somebody
stole 1t?/
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=

(R carries the radio)

Mhm. I'11l hold it.

You doe Oeke

(M now carries the radio)

Any what?
(pointing to radio)

O«ks now, where shall we

=it down? Here? Eha?

No mosquitocs, No
insects.

Oeka?
{R, Ms & € sit down)

That's true, that's true.

{pointing)

192,

may be sopelody
stole it/

you hold 1t?

let me hold it/
I want to hold it/
I want to close it/

I Jidn't know
how to close it/

let's go/ Cici
didn't have any/

any this/ cive
her your book/
let her hold it/

no mosqguito/

Min/

there is no any
place let's put
this one/ (radio)

over there, there
mosquito/ stupid
mosquito.
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17.

There are mosquitoes?

Dog?
(M nods)
Where?

Who was crying?

Who used to take you
to school?

Nobody?
(¥ nods)

You walk from here to
school and back?

Who?
Mm?
Victor's mummy.

(M nods)
Mhm, Victorts mummy

used to take you to school?

(M nods)

193,

I use to go to
school and then
I sec dog/

in the road/ it
want to bite me
and was crying/

me/ when the dog
is coming/

nobedy/

only dee use to
take me to school/

Victor's mummny/

Victor's mummy/
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18.

R:

Rt

Rs

In her car?
(M nods)

vihere do Victor and
his parcnts live? Where's
their house?

(M points in one direction)

Here?

Where's the road to their
housa?

(M points again)

(pointing) You go round
here?

And there?
(M nods)
Mhma

(elosing her hand)

Ehn?

What was 1t? Cici.
Mm?
How old are you? mm?

(closing her hand still)

What is 1t? Put it
here let's see. Put it
into my hand,

194,

mm/

mm/

you leave one thing .../
you leave in the/

you leave one
thing on the inside/

the thing is
inside my hand/

no/
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Mz

(M, =

Put it here.

Oeke Then you close it.

(1 hides the object)

(showing a biro)

No, it's not the one.

(demonstrating). You
see you can't hold this
like this in your hand.

Are vou a magic woman?
You broke it and then
you put it together again?

Then you rcpaired it,

Hai! O.K. let me see
this. Are youeses/

nd C still in the

garden)

Mz

Rz

M:

I have no more chickens.

I've no chickens.

195

no/ you will take
it/ put it this
side/

I'm coming/
is this thing
wel you left/

1s the one/

I broke it then
I close it/

then I (pe)pair it/

yes/

you didn't bring

me egg/

you cut your
chicken all?
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196,

R: Yes,
M3 we too we have
chicken/
R: You do? Where are
they? 1In the garage?
i3 no/ come and see
them/
(M, ® and C get up)
R: Wvhere?
ks in their own
house/
R: Where is the house?
Mz com: and see
it/
(They go towards the
chicken house, R takes
her radio-cass: tte along)
M: leave your radio

here/ nothing
will do you/

R: Ehn?
Mz you want to go
with your radio?
R: Wothing will happen to it?
H yes/
R: Yes. 1T want to go with
my radio.
M: (Running towards the
chicken house) OeKo follow me
to the chicken
house/

R: Where's the chicken
house?

:  (pointing) lock at them/

=
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19.

R: Where's home?
for Kaduna/

R: For Kaduna.
(M coughing)
Sorry dear. 1 think
we better stop talking
for today, Ko? Ehn?
You have a coughs

16. (R and M in the living rooge
The radio-cassette is on the
table between them)

M: daddy!
R: Daddy did what?
Mz daddy show me/

R: Ehn? How?

¢ (locking at the radio=
cassette) he will open it/
is going/

R: What is going?
(pointing to the moving tape) dis/

R: Ah, it's going, really.
It's going. It's moving,

is it?
Ms yes/
R: You like 1it?

{M nods)

R: Do you know what it is?
(M neods)
R: What is it?
Mz a, a car/

R: 1Is this a car? Is this
how you drive a car?
Ehn? I see, this is how
you drive a car?
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R:

{noticing the chicken
house) Oh-ho! ahi

How many chickens do you
have?

Lot's go and see them,
shall we?

Mm. How many?

Three dozen?

(M tcles the door)
It's locked.

It's locked!

(R tries to look inside
tie chicken house)

Ohe I can't sees Who
feods them?  Mm2 Who
feeds them?

Ho.

(Hoving towards another
window)

(R goes round to the
window)

197.

plenty of chickens/

yes/ there are
eqg/ there are eqq
inslde/

thres dozen/

yes/ threc dozen/

Mm?/

can you see them
now?/

can you see this?/
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20,

(looking in) I can sec
this but there's nothing
in this one. There's
nothing in this one.

Mm?2

Alright,

(pointing to a nearby
house) Whose house
is this?

Whose house is this?
Who lives near you?

Mm?
(running off)

What do you do with
your - all your
bananas?

Mhme

198,

come let us go
and sit down
where we sit/

com: let's go and
sit down where
we sit, where we
sit?/

mm? /

cea/

I want to plant
something on ees/

all our bananas?/

we use, whea we
see some ripe one
we can cut/ we can
pluck whon we see
some ripe one in
tne banana place/
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(picking a branch
from a plant)

Ehn?

You want to shuka
this one?

What? What is it
called? Mm?

Ehn?

(M puts plant into the

ground)

Mm?

You shuka it?

Mhm,

(¥ tries to pull out a

vegetable plant)
oh, don't spoil it.

Oh dear, don't, don't,
Mummy will necd thisees/

199.

ese/ I want to
shuka this/

I want to shuka
ic/

Mhmey/

I didn't know what
is that/

I didn't know
what is that/

I shuka it/

1 shuka it/

yes/ can I take
anoiher one?/
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21,

(M has some peppermint

in her hand)
Mz
R:  Mm?

You didn't?
(M nodw)

Mm - mme

Mm?

Oik. just a minute,

Ehn?

hat is just a mini?

2004

me and Ciei,
we didn't drink
it ail/

me and Cici, we
didn't drink it
all/

are you going?
ehn?/

what do you want
to do with your.../

what do you want?2/
come let's go sit
somewhere, where
we sit/

what is just a
mini?/ Auntie,
what is just a
mini2/ chn?/

I say that what
is just a mini?/

yes/
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22.

(The battery cover falls off
again)

R:

This thing is off again?
This thing is stubborn.
What is wrong with 1t?

(demonstrating)

nm2

(takes the radio-cassette
and the battery cover
comes off; in a sing-song
tone)

(in a sing-song tone)
It will fall down.

(M takes the radio-
cassete)

Gently!
(showing R the radio)

OeKe Shall I help you?

You will carry what?

No, what did you say?

I will carry your bagi?

201.

we can ¢ rry it
like this so

it will not fall
down/

it will fall
down/ it will fall
down/ it will

£all down/

look at/ it
is not falling
down/

ah no/ I will
carry your bagi(f)/

your bag/

your bag/

no/
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23.

24,

what did you say?

What is 'bag' in your
langquage? Ehn? You
don't know? What is
'bagi' in Hausa?

(M is silent)

where is Iya?
Does she come?

(M shakes head)

Iya doesn't come
any more?

Oh she's deing sallah,
Did she come today?
(eating her peppermint)

O.K. Don't eat too
much of it, O.k.? And

leave some till tomorrow,

alright?
(M nods)

O.Ke let's go and sit down
where we were sitting.

Mz

202.

I say that I will
carry your bag/
give me I will
carry your bag/

she is doing
sallahf

yes/

pepoer/ there
are pepper/

0Jke/ I want to
carry your bag/
Cici, come and

carry Auntie's

ah - ah/
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254

(holding out a book)
Let her carry this and
then you can take

the bage.

I will drink (the
pecpermint)

You will hold the what?

Mm Mme

(showing R some writing
on the wall of the
chicken house) Auntie,
see what I write. It's
me who write it.

Oh. it's you?
Yes.

But you spoilt the
wall, Can you see you
spoilt the wall?

You?

203,

Ouke/

if you drink that
then I will go

and take then I

will hold the eee/

I will hold the

ase/ I will holdess/

cici, don't drink
your own all wo,
you hear?/
beciuse there are
pepper/

it's me who write
this one/

yes/
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2

(pointing)

(pointing)
write that for me?

Can you

Ouk. r-ad this,

(pointing to a number)
What is that? Do you
know that number?

{M points to the
number 4).

Iihm?

(¥ shakes head)

You don't know that one?
(M shakes head)

Four

Yes, that's four.
That is, is it 5 or 6
that one?

(M points to one)

This one is four.

Yes,

(pointing)
I think that is S,

Looks like 5 or 4.

(M points to anecther

figure)

That's
downe

BY,

But its upside

204.

and this/ and
this/ and this/

vee/

yes/

four/

this?/

whit is this?

yes/
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26.

(turning away)

You cut your hand?
{M neds)

When?

(showing R her hand)
when did you cut itz

With what?

With razor? “what were
you doing with razor?

(shows R her finger)

She wonts to cut your
finger? Your finger
nail?

(M nods)

Let me sec, let me
sco your hand,

{showing R)

Phat's ink, its not blood.

It's ink, 1It's ink from

my biro. Was Cici cutting

your finger nails for
you?

2054

I'm going/ I'm
not doing this
because I cut
my hand/

look at it/

now/

with razor and
this one/

Zici was cutting it/
Cici was cuttingees/
Cici want to cut this/

and then she come
and cut my eee/

look at some blood/
loolk at/ lock at
it/

Mm/
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Who's bigger, you or Cici?

Let me see your finger
nails then.

(R looks at M's nails)
They need cutting,

don't they?

With what? with razor?

Ah, <ici is only a small
girl. She shouldn't be
holding razor blades,

Mhma

(showing R a spot
on C*s hand)

Mm2

What is that?
Ah, mosquito bitc?

You have insects in your
house, don't you?

(shows scar on C's shoulder)

2064

Cicl .cut here/
yes/ she cut here/
becouse she will
cut her own hand/

if she cut her =
own hand /plafj pla ¢1_/

look at what she

got?/

do you see what
she got?/

mosquito/

yes/

yes/ then look at/

she burn/ she burn/
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Rz
Re
M3

Mz

Mz

Rz
Mz

Mz

(M nods)
Sure?

Ehn?

You want toopen it?
What do you want to see
inside here?

If I open this, you
won't see it.

If T open this?
(M nods)

Sure?

(M_nods)

Alright. Let's try it.
(R turns radio on and
off)

You want to close, open
and close, do you?

O.K. show me 'close!
{pcints to a knob)

{pointing) Herel

It's driving moto?

204

i open/

apen/

A, B, C/

1 go open/
dis one go go/

open, close/

yes/

it's driving/
daddy's moto
(motor car)/

Is not go/ (2)




image197.jpeg
27.

R:

Mz

m
do

0O
“

Oh yes, last yeare
(M nods)
what happensd to her?

Hhm.

Mhme

Leave what?

Her burn?

(moving away)

¥im?

runs away, R and C
not see her)

Where arc you?

{to C). Where is
she? Mm?

Mm?
#here 1is she?
(C sees M)

Look at her.

207,

when my grande
mother was eee
something/

then she was
bathing/ then

she come and

touch the eee/

then she was crying/

then she come and
leave it/

her burn/

come let's go
near where e.e/
over there we're
sitting, ka?/
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Ms:

It's here! Comc herea
Cici let's sit down,

(R and C sit down)
Mhm. Good girle

(To M) Come here. Let's
see.

(putting down R's bag)

Why?

You're not holding it

for me?

{* laughs)

what's happened this time?

Are you angry with me?
Cici, go and take it
for me,

(M pushes C away)

Dont, don't, don'ts A
good girl doesn't behave
like that.... You throw
my bag, you spoil it.
Bring it here, like a
good girl, O.k.?

(M brings the !ag)

Thank youe Bring ite
Cici.

Mm?

208.

I'm not holding
your bag again/

take your bag/
I'm not hnlding
it for you/

I'm not holding
it for you/

I'm not holding
it for you/
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|

Rz
Mz

(R opens the battery comparte-

Sit down here.

This thing is biting
for mes

Cici.
Mm2

Go in to mummy. See

this thing is biting

you. Go and sit with
Mummy, O.,k.? So that
the insects will not

bite you.

Alright?

(€ goes off)
(showing 2 an object)

ment anu replaces cover)

84

What did you say? Mm?

You won't talk again?
I know what you said.

You said "if you open don't

close it again®,

Yes, I'm cominge

209,

Cici go and see
mummny /

Cici, go and
see mummy/

what is this?

nothing/

open it (note book)
again now/ I

want to write/
you're coming?/
you're coming?/

I want to write/
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You want to write?

But did you say you
would do my hair?
I forgote

You'll plait my hair, Oh
yes, that's true. You
said you'd plait my
hairs Can you plait

my hair? You don't
want to plait?

(giving her a biro)
There you arce

You're coming?/

Sure?
(holding the biro)

It can write but,
lct me find another
one for youe

(R gives M another biro.
She holds it out)

210.

yes/

I will plat /pleit/
your hair/

let me finish
writing first,
you hear?/

I want to take
one biro/

ehn?/I'm coming/
yes/

can this can
write?/

this it can write?/
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29.

Rz

=

Let's see

Mhma

(M's Aunt comcs out to
go somewhere)

M:

iye

Mie

I'm going to make
my hairs

But she says she can

plait, She can plait

your hair.

(Aw laughs)

I don't trust her own

plaitinge

Manae

Wen't you do Auntic's

rair?

You won't do it for her?

Why won't you do it for

her? Mm2 Sit up,
sit up, Mm?

She'’s a bad girl?

211,

can I draw you
a ball?/

yes, where, Cici,
ah - ah I can eee/

munmy , where are
you going to?/

mm?2/

I will not do it
for her/

mm/

because she's a
bad girl/
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Oh dear, don't say
that of Auntie. What
has she done to you?
Mm2

You will not answer
me?

Alright, then I will go

away. Mm2 Am I a bad
girl too?

1m?

¥m2

Sorry, I didn't hear
you. What did you
say? I said what?

I said that you were
a naughty girl?

When did I say that?

When?

212.

yes/

I will not
answer you/

mi/

mm/

,
yes/ because you
say me I'm a
naughty girl/

because you, you
say me I'm a
naughty ¢irl/

you say that I'm
a naughty girl/

yes/

now/
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30.

31.

Mz
Rs

M3
Ri

Mg
R:

M:
Rz

No. I didn't. I didn't
say you were a naughty

girl.

VWhen did I say that?

I didn't say it,

Mana, that's your name
wWhat's your name again?

Mana, Mana?
(M nods)

Mhme

(M writes something)
Do you have water in
your pump?

Do you have water in
the tap?

Mhme In the pumpe

How much water?
Mm? Just a little?
or plenty?

213.

now/

Mm/

now/

can I write?/

mMm2/

tap?/

Mm/

write me something/
write me something/

I don't want to

write this one/ I

want to write a house/
show me how to write
your house/




image204.jpeg
214,

R: Osk., but how can you
write my house? Mm?
Is it drawing or writing?

Mg drawing/draw me
a housa/
R: You want to draw a
house,
yes/
R: You want to draw my housec.
But I don't know how to
drawe
Ms you know/ o.ke
draw me cup/
R: Cup?
(M nods)

R: Cup for what? What
do you do with a cup?

H: we drink water
with it/

f: With a cup?

tis Mm/

R: What do you drink your

tea in?

M: we drink tea

with it/

(R drawsa cup)

M: ah, you didn't
do, and you
didn't do like
this/

R: Like which one?
M3 I'm coming/
(M draws on the handle)
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Yes, 1 was going to
it, you know, like
that, like that.

Now, I didn't write the

cup. I drew it,

do

Mhme Lot me draw you

a glass, Cek.? This is

a cupe

A cup you drink your

tea from.

Ouske but a

That's it,
(R draws a glass)

215.

yes/

Oeks thank you/

yes/

yes/

a glass is, a
glass 1§ for
drinlking water/

Ei, this one is not good.
Ei, it's not a good glass.
Oh dear, Auntie doesn't
know how to draw. Auntie
doesn't know how to draw
well,

(2 finishes drawing)
That's for rinking water.

R:
Mz

Oeko?
ha, you didn't
draw the thing
where they will
hold the hands/
Ehn?2

(drawing «nd putting
handle on glass)

a

you can't see?/

you can't see Auntie?/
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32,

M:
Rz

Mz
R:

(¢33

But a glass doesn't have
a handle, Sommetimes it

does, but it doesn't
always have it,

Mm?

Who has the hands?
the glass or your
mummy 2

The glass?

And the glass used to

have the hands?

Ah, but do all your
glasses have hands?
Maz?

Handle, not hands,
handle.

drawing)

#hat are you drawing?
Mm?2

I don't knows

216.

ha, my mummy have
glass and she
use) to have

the hand/

My mummy use(d)

to have the glass/

glass/

Hm/

yes/

yes/

you don't know?/

you know, you
know what I/
you'ce telling
lies/
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17

(The tape is #:111 moving)
You want me to close it?

(M nods)
Why?

Why?

(looking at tape)
Mhm?

(M makes a drawing)

A house? Where are the

windows?

Mhm.
{pointing)

Where?
(points to drawing)
But you've not put a

window on your house.
Draw a house and put a

window.
(drawing)

Mhm. You draw a big
house.,

21.

close it/ (3)

close it/

dis notgo inside/

is go inside/

your bag is coming/
you see/thebag is
going/dis not
going/

a house/

window/

is window/see
di window/
di window/

let me draw it
like disz/

Mhm./
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M

Mz

Rz

<hn?

I'm telling lies?

How, that what?

Mm?2

Mm?2

Please.

I can't draw a care
How do people draw
cars?

(pointing to M's drawing)
What is this? A chicken?
No tail? No leg, Or is

it feet? No eyes? No buak?
Ah, how does it eat?

Put the leg, put the beak,
put the tail, where will
the legs go? Here?

217.

you're telling
lies/

yes, that you/

that you didn't
know what is that/
you don't know
what is that?

a chicken! I want
to draw a car/
draw me a car,
you hear?/

Auntie, draw me
a car/

please/ please
Auntie, draw me
a car/




image208.jpeg
Rz

M:

Where is the head? Where
is the head?

I'm not a good .»s
I don't know now to draw.
what can I draw now.

(R draws something)

(R laughs)
I don't knowe
(turning away)

mm?

(iaughing) See how ugly
my heR. is. You will
not be my sister again?

Why?

I said 'I don't know',
You see I'm just drawing
something. It's not
goode See, it's doing
like this,

(® dermonstrates with
mouth)

(R and M laugh)

2184

no/

I don't know
where the ..ef

Ei, what are you
drawing?/ ehn?/
what is this?/

I will not play
with you/

I will not be your

sister again/

i/

because you say
that you will
not tell me/
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M:

s
M3
R:

219,

our chicken does
like, our chicken
do like thatd

Your chicken, ko?
yes/

You see, the eye is
there, it's doing like
thats

(iz makes a clucking
noise, both laugh)

But

(pointing to drawing)
thiis doesn't look like a
good chicken. I don't
know what it looks like.
Wnat does it book like?

like the old woman/
An old woman?
yoes/

But an old woman
doesn't have a mouth
like that,

let me see/
(M looks at drawing)

And a woman doesn't
have feet like thesc.

and a woman didn't
have jaga jaga
feet/

(pointing) You see,
what is that called?

jaga jaga/

Loes your pussy cat
have a tail?

no/
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220.

R: Doesn't it? Gu and
lock at it. Does it
have a tail?

(M goes off to look at
the cat; tries to

catch it).
R: Can't you see it? Don't
catch it.
M2 I catch it/

I mingle itess/
R: You did what?
¥z I mingle it/

R: You mingle it? What
is mingle? How did
you mingle 1t?

Mz 1 don't know/
R: Mme
(M. drawing)

R: what are you doing
this time?

(M still drawing)
Rz what's that? w™m?
(M is silent)

33, R: Shall I go now?

Mm?
M3 Mm2/
R: Shall I go home?
Mm?
] no/

R: No? what do you
want me to do? Mm?

M3 you?/
Rz Ycs,
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In your house?

Mm?

OeKo I will stay in
your house a little,
a little longer, and
then I will go home.
And next time I will
come and pick you.
You will come to my
house and you will
sy in my house for
sometime and then I
will bring you backe.
Oeke? Yes? MmM? Yes?
Yos? Say 'Yes', say 'Yes'.

That's a good girl, You
and Cici?

Why? If we take
Cici along, she will
play with Awae

No, Awa doesn't beat
anybody. You remember
Awa?

221.

I want you to
sit down in our
house/

Mm/ I want you
let you stay in
my house/

I say that I
want let you stay
in our house/

yes/

Zici will stay
at home/

Awa will beat her/
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34,

Re

(M nods)

How big is she? She's

like Cici, Slightly
bigger than Cici.

(looking at her drawing)
Mm?

(still locking at her
drawing)

(pointing to the drawing)

Tris is a man?

Mm?

(pointing) This one.
You sald this is a man on
top the what? On top the

what?

What did you say?

what is it then? Kin ce
it's a man on top the chicken.

You didn't say like
that?

222,

I say you didn't
know what is this/

this is a man/this
is a man on top
the cow home(?2)/

where is it?/

where is it?/

o 4

I say that eee/

I didn't say like
that/

I didn't say like
that/

yes/
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35.

Sure?

That a man chicken is
on top of the radio?
What is a man chicken?
Mm2

(1M and R see some Fulani
women passing by)

R3

M3
Re

Who are these people?
Mm?2

Are they coming to your
house?

(M shakes head)
Where are they going?

Mm? Where are they
going?

To another house? But
they are coming here,
They are looking here,

they are looking this way.

They are looking at you.
Say something to them.
Mm?2

223,

is/ 1 say that
a man, a man chicken
is on top the radio/

I don*t know(2)/

may bc they are
going to their
house?/

may be they are
geing to their
own(?) house/

plenty.ea/
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Mz

224,

Mm?

plenty .../
Mm?2

plenty eeu.mans(?2)/
Mm?

you don't know/

Sorry, I didn't hear
you, my dear. Plenty
what did you say?

plenty womans/

Plenty womans? Mhm,
You're tired? Mm?
You're tired? Are you
tired?

(M walks off)

Ah=-ah, come now, come
let me put this thing
in the car. Bring the
bag here.

oee/
Come here first.
(M walks back to R)
You said you wanted to
hear your voice, didn‘t
you?
yes/

O«ke Sit down, (looking
at the tape) this is
almost finished. When
it's finished, I will
play it for you so you
can hear your voice,
alright? Mrs G, didn't
teach you any songs?
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36.

1.

2.

(R tells M's Aunt that
she was going home)

M:

(Children doing free work)

Mz
R:

I have to go and pick

up somebody from the
8taff School.

It's getting late.

(Mana aged 59 months, 2

Pardon?

What?

A radio?

Yes, it's a radio.

Mm?

Yes.

225,

walt until my
mummy come back,
you hear?/

I will go with
you/

weeks)

a eea?/

a radio?/

a radio?/

um/

you will come and
tale me to your
house?/

I say that you
will cofie and
take ne to
your house?/

¥ou will come and
tzki: Cici to your
house?/
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<)

(looking at her crayons)

(to another child)

(showing her drawing to
Ta)

If you finish, pass
your book (paper?)

(A child pushes the
radio and the battery
cover comes off)

Really?

(T repeats that the
children should "finish
quickly and pass their
book")

Ado, pass your book.

You want to write 1,2, 32
(M nods)

Oeko wait until it's
time for number work.
Alright?

2217,

I will chop
banana/
I will chop
banana/

look at me, I'm
crying/ I'm
erying/

look at what
I draw/

everybody, pass
your book/

somebody spoil
your radio/

Teacher, and
those ones they
have not finish/

Ado, pass your book/

I want to write
1y 2, 3/
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Mz
Rz
Mz

Rz
Mz

R:
Mz

Mz

4ad you put the window
and the door.

Mhm,
(drawing)

Yes.

Mhm. It's a big house,
isn't it?

Yes. Is yours a big one?

(pointing to drawing)

Yes.

CuKe
(draws)

Mhm,

(draws again)

Is that another window?

What is that?

(Looking at the drawing
with M), It's a door.
How many windows .nd how
many doors? How many?

22.

di door/

like dis/like dis/

a house/

yes/like our own/

yes/
like disz/

let me draw di
window)

windowf

a window/

mm = mm/

is, is a door/
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Ta

(showing her drawing to

kol

You do?

Mm?

What did you do to
him?

(Children talk about

parties and how they dance.
A ciild demonstrates how

he dances)

Mz

(1M demonstrates)

(M demonstrates again)

228.

Teacher, I have
pencil in my
house/

I go to party/
thoy give me pencil
in party/

Teacher, look at
Kunle want to
beat me/

Kunle punch me/

I didn't do him
anything/

‘Peacher, T draw
a butterfly/

no, no, it's not
like thatf is
like thise

I will dance like
this/
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1.

2s

(Mana aged 59 months 3 weeks)

(Children making some
noise in the classroom)

Mz

(T explains what a diamond
is and shows them a picture
of one)

Now do you know what a
diamond 1s?

You don't knowa

(T explains again)

Your mummy has a baby.
what dia she get?

Mana's mummy has a baby
boy. Mana has a small
baby brother. She has

to act like the big
sister and look after her
little brother, Say
congr:tulations to your
mummy o

(to R)

Your baby brother, not
your baby boy.

229,

keep quiet and
sit down/

I don't know/

Teacher, my mummy
have a baby/

a boy/

you are going to
my house to see
my baby boy?/

my baby brother/
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230.

(Mana aged 60 months)

(Children playing at break
time. AS R arrives, M runs

to her)
M good morning,
Auntie/
R: Good morning dear,
How are you?
fine/
: Where have you been?
1z : cn?/
Rt Where have you been?
M: (pointing) I'm there/
R Mm?
M2 Itn there/
¢ You're there.
. mme/
R: Doing what?
s I'm playing with
the sand/
R: Playing with the
sand?
(M nods)

(R sees a girl)

R: (to M) Do you know
this girl? Mm2 Are:you
(T™he girl wets her pants)
©hj dear, go to the toilet.

perigeL 8

(to M) Take her to the
toilet, come back and.../

(M turns te go away)
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2.

R: HMana,.

K3 Can you take her te the
toilet?

M nods)
R: Oeke

(M comes towards R)
Mz

R*  Mm?
Mz
R: Yes,

M: (to another child)

R: Mm? What is it?
Mm?2

R: 1 sent her to call
you for me. Is it
somcthing to be
angry about? Mm?

R: Ehn?

R: Go home where? Mm?
To your house?

(M nods)

231.

Hm?/

vee me2/

are you calling
me?/

why are you calling
me that I caasa
what, what?/

I say that what
is shc¢ calling
me to come and
A0 wea?/

I want to go
home/

I want to go
home/
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why?

Mm?

Wwhere?

In your classroom?

Mm2

In your classroom.
(M nods)
and so

After you've eaten
your breakfast in the
classroom, do you go
home? Mm?2

Do you? Mmm? You
go home after breakfast?

(M nods)

No. You play and then
you have class before
you go, don't you?

¥m?

232,

we eat our
breakfast/

we eat our
breakfast/

in classroom/

we eat our
breakfast/

say that we eat
our breakfast/

I want to go
home/

mm/
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Tell me something about your

baby. How is the baby today?

Mm2
M3

M3

How is the baby today?

(M puts her head down)

Lift up your head,.
I can't hear what
are saying.
baby?

I can't hear what you

are saying,

No, Kas he got a name?

fias he got a name?

What's the name?

Mm?

Ehn?

Your mummy's baby
is Malen.

you

How is the

HMm?

233

ehn?/

fine/

fine/my, do you
know .ee/

I say that do you
know my baby's
name2/

ehn?/

yes/

I remember (her)
name/

(her) name is
«ee Halen/

my m mmy's baby
is Malen/
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Sa

Malen?
(¥ nods)
Mhm,

¥m?2

(M playing with a tyre).

What are you doing?

You're taking tyre?

Is your grandmother
still there?

Your grand.

Yes,y Mamma is your

grandmother, isn't she?

Shets in your house?
(M nods)
Doing what?

234,

Malen/

is a buy/Malen
is a boy/
Malen is ees/
yes, Omala
is not a girl/

1 say that Malen
is a boy/ Omale
is not a girl/

I'm taking tyre/

yes/

yes/

Mama?/

she's there/

she?/ she wants
to sleep in my
house/
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She wants to sleep in
your house?

What?

Does she look after
your baby?

Yese

Ehn? Mama looks after
the baby?

(M nods)

And what else does
she do?

she put water for
the baby?

Ehn?

How will she put
water for thc baby?

where?

2354

no/ she ees/

eee/

who, Mama?/

yes/

and she, and
she put water
for the baby/

then the baby will
drink the water
all/

the baby will
drink the water,
1, 2, 3/ the
baby will drink
the water all/

small water/

ehn?/
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6

Re

R2

Where will she put
the water?

Feeding botltle?
km2 Is it the feeding
bottle?

(M nods)

I sce.

You want to go and run
there and come back?

(M nods)
Alright.

(Children playing with
tyres)

Mz

(to another child)

(another child wants
to touch R's radio)

236.

she will put
the o.e inside
the/ I didn't
know the what
is call/

I want to go/
I want to go and

.run there and

come back/

move your 'akwala'
tyre/ move your
tyre/ move your
takwala' tyre/come
and move it/ ‘oya!'
come and move it/
come and move it
Titi/

don't tcuch it
wol/ donft touch
the radio/
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7.

8a

(¢}
Rz

Rz
Mz

back to R)

Have you run round
the place?

(M touching the radio-
cassette). Don't touch
that one.

Mm?

Ehn?

Is it your mummy's?

‘‘nat are you going to
do with paper?

But you can't write
nowe

Not now. You will write

in your class. Mm?

237,

Is my mummy's
own? ehn?/

Is my mummy's
own? /

Is my mummy's
own?/you go and
take my mummy's
own ko? ko?/

I say that you
go and take my
mummy 's own ko?/

I want paper/

I went to write/

but I will write/

when we are going
they are not
giving us any
book ir our class/
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20.

(counting)

Four what? Four
windows?

(nodding)
How many doors?

Five doors, Four windows
and fives...

(drawing)

Ehn?
(drawing)

Who?
(pointing to drawing)
What's that?

Jaga, jaga, What's
jaga jaga?z

Jaga jaga window?

and R have been talking)

Well, T think I'11l go
home now. Shall I?

Shall I go home?
When do you want me to
come again?

23,

one, two, three,
four/

yes/

five/

like dis dem de
make it?/

like dis dem de
make it?/

dis one/

jaga jaga/

jaga jaga
window/

yes/
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238,

R: Mm?

M: thoy are not giving
us any book in
our class/

R: They are not giving
you any what?

M: book in our class/

R: They are not giving you
any book in your class?

M3 Mm/

R: What kind of book do
you want? Mm?

M: (to another child) get out from my
tyre/

R: wWhat? What kind of
book do you want?

Mz . s/

(M, R and another child)

R: Are you in the same
class?

{to the child) What's
your name?

Child saee
{to M) what's his name?
M1 I don't know/

{to the child} \‘hat's
your name?

M: (to the child) wha(t)s your name?
ehn? c¢hn? /

K: ... Your baby's name is
what? ... It's
Emmanuel:
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Rz
Mz
k33

Your baby's name is
Emmanuel?

(7 shakes head)
what is it?

Ehn?

Emmanuel?

Malen?
(M nods)
What language is that?

Nupe? Who speaks Nupe
in your house?

Ehn?

Mama speaks Nupe?
(¥ is silent)

Who speaks Wupe
in your house?

(M beats another child)

Are you a naughty girl?
Don't you, Is she not
your friend?

Ehn?

239,

ah = ah, I tell
you now now/ ah!
you know his
name, I know his
name is Malen/

I say is Malen/

Maleni ah - ah/

Nupe/

eee/

Mama/

mm mm/
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240.

Ms no/
R:  Why?
(M is silent)

R: Dows Mama speak Nupe?
Ehn? bDoes Mama speak
Nupe?

(M is silent)

R: Mapa, shall I go away?
Ehn? You don't want
to talk to me?

10, M: (to another child) get out from my
tyre/ get down
from my tyre/ take
your leg down/ get
out frow my tyre
and go and take
your own tyre/

1. (A child tries to climb T's
car).

M2 don't climb/ ...
Mrs G, will beat
you/ When Mrs
Ga come out she
will beat you/

I will tell you
are climbing her
car/

(M turning to R) 1 want/ you
didn*t want to
give me?/ Auntie,
you don't want
to give me2/

R: Mm?

Mz you don't want to
give me?/

M3 you don't want to
give me2/
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241,

R: What is it? Mana?
Mana, Mana, what do
you want? Mm?

Mz 1 want book
(paper)/

R: What did you say
you wanted?

Ms book/
R: Book?

(M nods)
R: What kind of book?

M: (pointing to R's note
book) I want your
beck (paper)/

Rz Mm?
Mz I want your own
book/
R: If I give you my book,
what will I use?
(M pushes the radio)
Don't ....the radio.
If I give you my book,
what will I use?
M you don't know?/

you have plenty
(of shects) here/

]R3 Mm?

M: (pointing to notebook) you have plenty
here/

R: I have plenty here?
M3z mm/
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12,

13.

(M, and R. M is unhappy)
R: “Yhat's the matter?

Mm?
Mz
@ Mm?
Mz
R: what?

(M and another child
playing with tyres)

(Children playinge. M
runs to R, almost in
tears)

R: what is it?
M

R: Why do you want, go
and play. Go and play
with them, O.k.?

R: Go and play until Mrs.
G. comese

R: 1I'm going away too.

2424

you don't want
to give me .eaf

you don't want to
give me/ you
didn't want to
give me/

you didn't want
to give me pepper=-
mint/ you didn't
want to give me
peppoermint, ko?/

take your tyre/
I'm playing with
mine/

I want to go
home/

ces/

I want to go/
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14,

Mz
R2

and M see a girl playing)

You said her name
is Esther?

(M nods)

Is she in your class?
Mm2 1s Esther your
friend?

Is she your friend?
(M nods)

Call her then.
to talk tc her.

I want

Call Esther
(M beckons to E; E turns
towards M and R)

(still beckoning)
(& joins M and R}

Mhme

Yess

243,

mm?/

¥m?/

look at usther/
BEsther, Esther,
come/

look at Esther/

let me talk to
her?/

Esther, Esther,
Esther, ehn? Esther/
where's your daddy?/
ehn? Esther, where's
your daddy?/ what'se
your daddy's name?/
ehn?/ what's your
daddy's name?/
Esther, Esther,
what's your daddy's
name?/ Esther, what's
your daddy's name?/
Oya, go away if you
don't want to talk
with me/
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15.

La

M: I want to go home/
I want to go home/
I want to go to
your house/

R:  Mm?

Mz 1 want to go home/

R*  You want to go home?

Mz yes/

i When?

M3 I want to go to
your house/

R:  Mm?

jit] I want to go to
your house, you
hear?/ 1 want to
go to your house/

R: Sure?

s yes/

R: O.k. not today.

(Mana aged 60 months, 1 week)

Children in the class.
R arrives. T is not in
the class)

R: Whose scat is this?
Children: Nobodye
R: iobody.

(R says she will tell
the children a story)

R: Are you ready for the
story?

Children: Yes
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R: Somebody is hot ready.

R: You're ready. Good,
Once upon a time,
there were two little
children who lived with
their grandmother in a
little hut in a village,
You know what a village
is?

Class: Yes, no, Yes.
R: You know what a hut is?
Clnss® Yes.

R: It's a small house with
a thatched roof.

R: A small door, yes, thcre
was a small door.

R$ Yes, a small door and
a small window. Now
we want to build up
the story. Shall we?

Class:s Yess

R3 Once upon a time, there
lived an old woman with
her two grandchildren,
a boy and a girl, in a
little hut in a village,
Cak?

Class? Yes.

R: And you said they put
2 small door and a
small window.

245,

I'm ready/

and they put a
small door/

and they put a
small window/
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246,

Class: YeSe

Rz

And somebody said they
had a small chair in
the hut,

Oeke A small chair and

a small table. They

had a small pot which

they used to cook their
food in, and a sm2ll stove.
You know what a stove is?

Class: Yes,

Mz

like cookexr/ you
put the eee inside
the cooker/

You put the?

you put the pot
on top the cooker/

On top of the cooker,
yes.

then you put fire/
then you put water/
then you put it

on thoe fire/

You put it on the

fire. Now listen.Just

a minute, let me finish
the story. are you
listening?

Class: Yese

Rz

Alright, lcot me tell you
againe We said an old

woman and two children,

in a little hut with a little

door and a little window.
They had a little pot and
thoy put it on their little
stove. Now if they have a
little pot in which they
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cook, they will cook
only very small food,

isn't it?

Class: Yes,

Rz

cl

They put their food in

their little pot.

Yes, And thay had a
little bowl, a little
plate in which they put

thelir small food.
they had only one

And
little

spoon, only onc little

spoon, O.k.?

ass: Yes,

O«ke Now liston, everybody.

Can anybody tell me what

will happen? Now
have cooked their

they
little

food in their 1ittl. pot,

and they have put

it 4in

their little bowl, but
they have only one little

spoon.

They have onc plate.
So what will happen?

On< little plate,
little spoon, and

one
the

food, but there is the
grendmother and two

little ehildren,
they eat?

(M demonstrates)

How will

247,

in their little
small pot/

and they have
on: plate/

oy will eat like
this/

they will put
the .4/
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21.

(M is silent)

If what?
(demonstrating)

If I do /pei/ with

my 'moto'?

Ehn?

(laughing) Really?

(locking at her drawing)

Does Teacher ask you to
do jaga jaga in school?

Sure? Does Teacher like

jaga jaga?
(smiling)

Mhm .

(holding up a biro)
Ehm?

24.

if your 'moto'
(motor car) do
like dis pei,
daddy go get up/

if you do pei
daddy go get up/

yes/ daddy geo
get up/

daddy go and J:'
/517  your moto/
daddy go §,; you/

yes/

sce jaga jaga/

jaga jaga/ no good/
house no good ohi/
di house no good/
you want jaga jaga?/

yes/

yes/

a biro/
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Rz

(A child gives a solution)

Ah. Who else has a
solution?

Children: Me, me, me.

Mz

In a "roba". Mhm?

Ueske But you see you
haven't given me the
answer to my question.
wWith this little food in
onc plate, and one spoon,
how will they eat? Three
of them, how will they
eat? Yes, how will they
eat?

(¥ demonstrates)
Oake

248,

then, then, when
they see thelr
plate, they are
going to wash their
plate/ when they
wash their plate,
they arc going to
put it in a "roba"
(Plastic container)/

in a haskect/when
they put it in their
basket, then they
will wash their
spoon and their cup/
tien after they will
go and watch tele=
vision/ then when
they have finish
they will go

they will eat
1like this/
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249,

M: they will eat it
herc/
(Children make some
noise).

R: Can you find Teacher
so she can coke and
do her work?

Mz yes/
R: Go and find Teacher,
Mz Oeko/

2« Class doing number work.
T. asks children to count
in unison; later individually)

M: (standing up) Tescher me/ Teacher
me/

T: Mana, Count 1~ 48
(M does so correctly)

(Mana aged 60 months 2 weeks)

1. (RsM 4ng A at M's home)

R: Mana

M: Mm?2/
R* How are you?

M: fine/

R: Where's Mummy?
iz Mumny is not in/
R: Where's Mama?
Mz Mama is inside/
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2.

2504

(Inside the room)

R
Mz
Rs
Mz
i3

Are you ready?

Mm/
Ehn?

Mm/
Are you coming with
me?

Mmy

(Children get ready to
go with R)

shall we go?

ne, until we comb
our head/

Mhm.
(M powdering A's face)

“hat are you people

doing?
I'm putting her
powder/

You're putting her
powder? O.k. let's

comb your hair, ko?

Ah = ah, everybody is
putting powder, ehn?

(M finishes powdering A's
face)

(to A) What do you say
te Mana?

Tata {thank you).
Mhma
Tata.

Thank you. Who else
has powder on?
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3.

(to B) You have powder on?
(5 shakes hecad)
R: You don't?

R: Oeke Only you and Awa.
Oske lut's go.

R: Sav 'bye-bye' to Mamae
M; B, C and At Byc-bye Mama.
Byc=~bye Mama,

(As the group goes out A
sees a cat, she is afraid)

M:

Rs Cow?

R: Where is the cow?
F: (pointing)

Rs Cow?

R: Inside where?

R: Inside chicken house?
&3

R: You have a cow?

L3

R* what do you do with
your cow?

251.

and Cici dontt
have/

oh, let's go Clei/

what are you
fearing?/ you are
fearing cow?/

¥m/

inzide there/

Mm/

inside chicken
housc/

wm/
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= ®
won

=

I'm not going to
plck anybedy. You
want me to pick
scmebody?

Ehn?

who?

Houwae

wWith you?

You want her to play
with you?

But Houwa is in their
housc.

I don't know,

(R and the children pass
one house)

Do you know her
house?

2564

Mm/

yes/

I didn't know
3 (her) name/
that girl that
she come to
your house that
day/

ei, go and pick
her, let her come
and play with me/

yes/

yes/

wha(t)s she doing?/

you will not pick
her?/

yes/ her house
is here/
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6.

7.

(M

(R

(pointing to the
house)

No, she was only
staying here,

No, there, she was
only staying therc.
But that's not their
house, That's not
their houses

looks at r's feet)

Ehn?

iy shoes?

I forgot them in your
houses

and children still on

the way to R'S house. M
sees C's dress through
the mirror)

Mz

T X =

=

Cicivs dress?

Where's 1it?

Up where?
(pointing to mirror)

257.

lock at her house/

wherc?/ herez/

where's your ...?/

I say tnat
where!'s your shoes/

tim/

where arc you?/
you'rce in there?/

look at Cicits
dress/

te! (yes)/

look at it up there/

up there/ lock
at it in that
place/
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M3
R:

Oh. it's in the mirror?

You can see it in the
mirror?

May be it's your own
dress?

Aren't you sure?

(singing) She can see
Cici's dresss She can
see Cici's dress.

i sinas)

Down the lay?

No, what is it?
Do you know?

Tell me then.

258,

Mm/

yes/ may be it's
my own dress/

es/

yes/I can see
Cici's dress/

Baa, baa, black
sheep sea/

do you know what
is down the

lay (lane)?/

do you know what
is down the lay?/

yea/

yes/

I will/
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9.

Mm?

My house?

I don't know.

Yes, my house has lost.
(to M) Cicie
(to A)

My house is lest you
saide

(R laughs)}

Who is calling your name?

Bose and Cici? How
arc thoy calling your
name?

Mm?

259,

where's your
house?/ ah -~ ah/

where's your
house?/

m/

your house has
lost?z/

sunana ba Cicl
ba (My name is
not Zieci)/ you
can't say Mana/

stop calling my
name/

Bose and Cici/

they just say that
Mana Mana/ you

too grandma and
grandpapa/

Cicl and Bose
they are grand-
papa, grandpapa
grandma/
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10.

Rz

M2

Mz

R:
Mz

Grandpapa and
grandmama?

Who is grandpapa?

Mhme

who?

Miko? Who is Miko?
Ehn?

Who is Miko?

Whose sister?

Koni?

where's their house?

Is it near your house?

260.

“e’ (yes)/

Cici and Bose is
grandpapa/

do you know who
is Kiko?/

Miko/

ehnz/

Miko?/ you don't
know his sister/
4o you know his
sister's name?/

the sister's name
is Koni(?2)/

I'm going to show
you their house/

I didn't zee their
house/

Mm Mm, is not
near my house/
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11.

Mz
Rz
Mz
Rz
R;
Mz

(R and children get out of
the car and walk towards R's

Very far away?

Yes,

Very far away?

From your house?

What?

Yei what?

Yel! what's yei?

Mm?

(M sees a patch on R's

wall)

I didn't put anything.
Somebody repaired it

for me.

house)

261,

their house?/
ah - ah/
yes/

from our house
is far far away/
yei Ljei7/

yel/
I say yeii/

because you enter
your house/ I
didn't know/

I didn't know
cens/

you put plaster?
what do you put?
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22.

M3

R: A biro? What do you do
with a biro? Ehn?

M

R: What do you do with a
biro?

(M is silent)
R: Do you write with 1it?
R: With a biro?

(M getting up and looking
roundthe room)

R: I don't know, Cici
Took ite

R: Ehm?

R: What baby?

M: (pointing towards the
kitchen)

R: For chicken?

R: Where are the chickens?
Are there chickens in there?

254

a biro/

bire/

yes/

wei di keyz/
wei di key?/

is putting for
di baby/

is putting for di
baby/

see am for dat
one/ she put it
for chicken (i.e.
kitchen)/

yes/

yes/
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12.

Az
Rz

R:
M

(M sees the dogs)

(erying) Mummy?
Mm?2

(A and C are afrald
of the dogs they
cry)

O«ke you like my dogs.
(pointing to the dogs)

(R carries C to the door
M carries B to the door)

(M knocks on the door
they go in)

(pointing to radio)

Oeke Don't touch it/

(M sees toys, turns to A)

(M takes toy tea set)

Is your own? Is your own?

262

Cici, dog has
gone away/

Oh - o! dog is
here/

I like your dog/

Bose, Cici, what
is this?/ yeil/

Bose get down,
ko?/ don't allow
them open the door/

who touch(?) this
side here?/ look
at, I put it for
you/

1 did not/

let me/ I want to
play with your
toys/ Awa, I

want to play with
your toys, you
hear?/

forki/
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13.

M:

(C puts the toys back)

(playing)

(The door opens)

Ms
Az
Me

Dawi.

Mana, the dog.

Ehn?

where is he?
(D goes out)

He's gone out?

Ouke

Just leave him and ..o/

263,

is their own/

Cici, is their own/
is not your own/
is Awa's own/ Awa's
toys/

no, Cici, play with
it/ Awa wants you
to play with it/

I'm making aeroplane/
Awa, let me make
acroplane for you?/
Awa?

who is that?/

who is that?/ come
inside now/ come
inside/

come inside/ look
lock at Dawi/

1 see Dawl/

he has gone out/

‘e’ (yes)/

come insjide/
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14.

M:

R:
Mz
R:

(picking up some toys)

(R looks for something
in the cupboard)

nothing.

Nothing. Nothing.

Come and playe.
Comes

She said go and play.

(playihg with the toy
aeroplang)

(to R)
Mm?2

Just play. I'm geing
to washe

264,

Cici, let me
make something
for you/

what are you looking
for?

what are you
making?/
what are you
making?/

nothing/you share(?)
the plate?/ Awa,
come and take/Awa
come and take}

Awa, Ah! your
aeroplane has fall/
Awa aercoplane has
fall/ aeroplane has
fall eee/

what are you doing?

wWhat are you doing?/

you're going to
bath?/
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15.

Mz

(B picking up a toy)

(M sings 'Row, Row Row
your Boat')

Mana, come
(M sings)

(coming nearer A)

(something drops on
M's toe)

Sorry.

I say sorry.

Noe

265,

Cici come/go and
call CTici, Bose/
come and, Oeka
bring it/go and
bring it/bring it/

Awa, come let's go
and talk outside/
let's go/ let's go,
Awa/come Awa/come
let's take ...
outside, ko?/ can
you find your toy?2/

you want your
elephant?/
ehn?/

Awa, you can't
say sorry to me,
ko?2/

yes, Cicl say sorry
to me, ko?/Awa is

a naughty girl/

I will not play
with Awa/




image251.jpeg
Mz
Az
Mz
Az

No.

Dawil is a naughty girl.

Yes.

No.

No.

16. (M looks at a drawing)

17.

Mz
Az
Mz

Az
Mz
Al
Mz

Ms

Ehn?

Mummy . Mummy e

Yes.

Yes.

(looking for a comb)

(looking for a book)

(M sings)

2664

Awa you are a
goed girl, ko2/

isn't it you are
a good girl?/

Dawi is a naughty
girlz/

Dawi is a boy/

Dawi is a boy now/

who write this?/

who write this
for youz/

Mumnmy?/

Mummy write it
for you?/

what is yes?/ yes/
where is comb?/

Awa do you have
a story(?) todayz/
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18,

(Crildren play with cloths)

M:

(A takes some toys)

(A does not go.
C sees a toy car)

(covers her head and
face with a cloth)

(C ties her own head
with a cloth)

Mana, seel

(laughing) Mana.

Ojuju Calabar. See
0juju ease

267

Awa, bring it/
bring the toys/
Awa bring all the
toys/

Cici, go and take
it/

this is Awa's
own/dontt spoil
all the blanket(?)
for me/

0juju Calabar
Okabu/

0juju Cala Akaba/

can you do it2?/
let me do it for
you again?/ let
me do it for you.
again? ehn?/ you
want see a person
fight(2)?/ and a
small and a ...
and a see/

oya Awa, do your
owne Ojujui/ Awa
com=, Ojuju,0juju/
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Cs
M2

(A comes with her head
and face covered with
cloth)

Mana, see!

Mummy o

Ojuju.

(moving away)

(M takes a crayon)
What 1s that?

Mana, Mana.

(runs to R)

2684

keep it ko?/ after
you will come,

Oh = oh/ ... take,
take/

yeil Awa, who
tie it for you?/

Mummy/ will you
tell your mummy to
let her buy me?/
she - she. Awa,
bring it ko?/Awa
bring it/ Ah. Cici
don't spoil it/ I
want to put the
flower for the
marriage/two, two
flower ohi/

no, no, Cicl don't
bring it on my
wound wol/ I'm
not your matel.e.e/

is jambaki, jambaki
(1ip stick)/

ehn? ehn?/wait for
me/
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I thought you'd all
gone out.

You were so quiet, I
thought you'd all
gone oute

{M runs back to meet
€ and B)

What are you making?
(A joins R)

Go and sit down and
play with them.

(enhildren still playing)

(joining then) You're
making. Awae

Are you making a cake?

For whom?

Now listen. When the
thing (tape) is finished
and it goes zpong7 like
that, you call me and
tell me, O.k.? Yes?

269.

ehn?/

where's cake?/
cake/

where can I put
the cake?/

Mhm/

for Awa/Awag,do
you want me to
make/

yes/ Awa don't
spoil it wol/
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Az

Bz
Mz

Awa,
Ehn?
Go and play with them.

(€ takes a spoon)

(pointing)

Mm.,

Ehn?

(The wall clock strikes,
C shouts)

(B about to hit A)

Mm Mm.

Ehn?

2704

cici give me now/
Cici give me this
spoon/

look at jolof rice
there/ I'm e.. for
oyimbo, ehn?/

Awa/

don't shout/ don't
shout/ close your
mouth/

Bose don't bang/
don't bang her
face ohi/ if she
cry T will beat
you/

then don't beat her/
Awa, Awa/

don't play with
her, ko?/ Aua
don't play with
her/




image256.jpeg
Mz

(after a while)

No, Nol

(M goes to the table
to make tea. B pulls
at M's shoes)

Mana, kin sa ruwa a
ciki ne? (Did you
put any water?)

(still pretending to
make the tea and
serving the others

27.

everybody, ei, sh,
everybody let's go/
I'm going to drink
tea/everybody is
going to drink tea/

oya, everybody come
and drink tea/ come
drink tea in the
ground/ oh, let me
make tea for you/

leave my sioe alone/
you want to cut my
shoe?/ 1f you cut
my shoe I will go
home like that and
tell Mummy eeof

Mm. /

Cici, this is your
own Awa/ this is
your own Cici/oya,
move/move your leg/
we're making our
tea/ hold it/leave
it/Cici, come and
keep your plate
here/«ss0.Ke don't
touch Awa's tea wol
see/ How I'm going
to make .../no, that's
Cici/Cicl, give me/




image23.jpeg
R:

Mz
R:

Rs
M3
R:
M3

M3

(gets wp and looks around
the living room) I can't
see anye

(M and R moving towards
the kitchen) Where?
Where are they?

(Runs into the kitchen)

Bring it herc and let
me see, let me see.
Bring it.

(M comes out with a
toy car)

VWhere is the chicken?
Is this a chicken?

It's moto
(There is a noise)
What's making the noise)

(some more noise)

Ehn?

It's crying?

(some noise)
Ehn?

(some noise)

(R takes the toy car
and goes towards the
door)

26.

let me go and show/

di chicken/

here/

is moto/

it's klaii]
[rrais] 7/

it's klaiif] /

she's talking/
i can/

I can make it/




image257.jpeg
19.

(M goes off)

€3 eaa
M:
(Children still playing

B takes A's plate., A
shouts.)

M2
(to B)
B:  .ee

M: (handing her own plate
to B)

: Mm Mm,
Mz

R: uhat?

R: But Awa has one.

2724

Awa do you want more
tea?/Awa ko?/isn't
it?/ finish ko?/can
I bring bread?/that
bread?/I'm coming/
let mec go and bring
plate/

and Bose, I'm coming,
you hear?/ don't touch
Ciclts tea wo!/you
hear?/don't touch
anybody's tea/if you
touch ..e/

ehn?/

Awa, she has taken
your plate?/

bring it/bring it
and let's .../

take my own/

Awa, look at .../
take my own/

Bose don't want to
give Awa/

Awa want plate/




image258.jpeg
[o13
L3

M:

(noticing that B has
two plates) Oh, how
many do you have there?

How many? She has two?
Mme

Bose, give her one then.
How many does Awa have?

And Bose has how many?
Bose, how many do you
have?

(B gives C a plate)

Awa say that she don't
want.

(going to fetch some water)

(M comes back and pretends
she has som@ water)

No.
(locking for a spoon)
(C hands one to M)

¥m ¥Mm. Awa‘'s own.
(M sees other spoons)

273.

then Cici didn't
have one/

Boge take two/

Awa have one/

Bose have one/

I'm coming/just a
minute/Cici I'm

coming, you hear?/
let me take water/

Hm: let me put water
for bottle(?)/ Bose,
you are crying/

where is the spoon?/

my own? /




image259.jpeg
Cs

Where's my spoon?

(C takes one spoon)

Where's my spoon?
Give me.

(A takes spoon from C)
(taking it from A) Bring it.
Noa

(showing A a spoon)

Give me.

(M pretends to give tea
to B, C and A)

(M pretends to be feeding A)

(A pretends to drink
the water)

I finish my food, Mana.

274.

look at Aawa's own/
look at Cici's own/

no, no, no, that is
not your spoon/ that
is Awa's spoon/

look at your «../
Awa, look at your
spoon/

Awa, your spoon, ko?/

oya drink it all now/
Oek. let me be giving
you/ Awa give me/

take 1t/ drink it,
ko?/ then you can
drink the water/
Osk, drink the water/

Awa has finished/
Cici has finished/
Bose has not finish/
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B:

M2

Cs
Mz

B:
Mz

(C going off to the kitchen)

(A does as if she wants

to remove her shoes)

Ehn?

Noe

(M taking the plate from C)

Look my plate,

Let me go and wash it, my

plate.
(C goes off)

(C runs off)

Ehn?

Ehn?

(B taking A's cup)
Ehn?

275,

oya come back/

Mhme You're throwing
their food away/

Mhml Oya Bose,

oya eat it/

Awa, you want to
remove it2/

you want to (re)move
it/

¢va Cici, go and
wash your plate/

I'm coming ko?/
let me go and wash
it/

Cici come back/

Clei, Cici/

Come back/

come/
Bose/

I will beat you wol/
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Az
Mz
R
M:

B

No.

Awa own. I washing my
cup. I go and wash other
one o

(locking at B's dirty
dress)

Give me my food.

No, T will not play
with you.

(A puts it down)

(M looks inside the plate)
Mummy «

.ee

(taking it from B)
(crying) I want. I want

water.

276.

who own is that?/

no, no, give it to
me/ no mere tea for
you/

look at your dress/
lock at wo!/look at/

glve me that cup/
give me birof
give me that cup/

put it in the ground/

OeKa Cici, give me
your own plate/give
me/

nothing is inside?/
give me Cici e.o/

we are making cake/

oya Bose, give me
your cup/




image262.jpeg
20.

21.

Mz
8

Mana, I want your own
water,

(going off)

and R in the kitchen)

Mana.

Go back and sit down.
I will give you when I'm
ready, O.k.?

Ge and play, I will give
you when I'm ready. I'm
doing something now.

takes a book)

Give me my book.

(A and M struggle over
the book)

Why are you fighting?
Ehn2 Give her the book
to look ate. There are
other books there.

(looking at the pictures
in the book)

277,

go and put your own
water/go and put
your own water in
the pot/go and take
water eeef

no, no, no, don't take
any water/ T will go
and tell Awa's mummy/

Awa, I'm coming/

give me the bread/

I want bread/

ehn2/

a goat/




image263.jpeg
M:

M:

Mz

M:

M:

Ehn?

(pretending to read)

(leooking at the book with
M) See 'Kifi' (fish)?

see'kifis

(touching it) see '"Kifi'

(pointing) This?

(As M says 'touch...',
A touches the picture
in the book)

Don't destroy my books wo!l

278,

a goat, a little ...
inside the room/

1 want/once upon
a time, ther='s ehn?/

wherets '‘kKifitz/

touch it/touch/

where's lizard?
where's lizard? where's
lizard?/

yes/ where's cat®/
touch this cat/

Where is ...?/touch
this .ee/ touch thisea.
/touch this gongoni
(tin)/ touch this
fish/ touch this one/
touch this a.../touch
this ocne for me/
touch this one for
mee.e/ where is Awa?/
touch this cup/touch
this e.e/touch this
«ee/ touch this cow
for me/ touch this
cat for me/touch this
wee/

ehn? Is this your
book?/
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22.

23.

Cs

You know.

(showing A a spoon)

Where is my spoon?

Mm

(looking for her spoon)

where is my spoon?

(R and M in the kitchen)

Mz
]:
Mz

There's no ribena todaye

(M opens the fridge)

Close it, please.

Close ita

I know. You told me before.

1 said wh
give it t

en I'm ready T will
o you. O3kse?

279.

Awa come and take/

Awa come and take/

come and take/come/
Cici, come and give
Awa spoon/

your spoon?/

get up/get up/
I want to .ee/

I want ribena/

where's ribena?/

ribena is finish?/

I want bread/

I want bread/

what are you doing?/

you are filling the
bottles?/




image265.jpeg
Re
Mz

Well, yes.

Can you f£ill them?

1 don't want the bottles
brokend

Ehn?

You will £1il1 the bottles

for me?

That's a good girl,

You used to £fill the
bottles in your house?

Usko let me just

(washing plates) Yes.

You want to £ill the bottles
for me. You want towash
the plates for mes

Which one will you do
now?

280,

I want to £i11 1t/

yes/

M. T will not
broke it/

¢an I bring chair?/
1 will £ill the bottles
far you/

¥/

I use to fill the
bottles in our house/

yes/

you want to wash the
plate?/

I want to wash it
for you/

mm/
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24.

Mz
Rs:

M

R:
Mz
R:
(¢4
M3

(M looks inte the waste
basket and sees a broken
plate)

Mm?

My plate is broken.

Ehn?

which one?
(pointing to the tea-pot)

Yes. You want to wash it
for me too?

You will do everything for
me today, won't you? You

will £ill the bottles,

you will wash the plates,

you will wash the teaypot.
What else will you do?

You will wash your?/

Your hand.

and ® in the kitchen)

281.

ei, ei, I want toe.s/

your plate has
broke/

you want to wash that?/

You want to wash that
one?/

that one/

Mm/

Mm2/then I will wash
my hand/

hand/

can I go and see the
chicken?/




image24.jpeg
23.

Ms

Rt

R
Mz

27

come and don
put it ocutside/

Ehn?

you put it/you,

no put it outside/
(noise)

ees Let's go to my car,
shall we? Come and
show me somethinge

(To C) say bye-bye/

(R and M going to R's

car) «.s here/for
here/

iuntie said what?

luntie say no
go school/

(U joins R and M

R explains that she'd been
to M's school but she was
not there)

Uz

M:

(To M) Victor no go school?
(M shakes head)

Why?

(¥ silent)

(To R) They sald the two
of them fought in school
yesterday. Both of them
came back cryinge

(Laughs)

but Victor is
crying/
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Mz

Rz

(M takes the broom)

What are you going to
use it for?

You were going to fill
the bottles, weren't you?

Tomorrow?

The bottles?

No, you will fill the
bottles today, and I will
wash the plates, O.k.?

(moving plates, cups etc.)
«:t me pack these. Ahl

Mana,

Mm?

I'11 give

you bread when

I finish washing the
plates, Ouke?

When I finish washing the

plates, I'll give you bread.

But I want you to fill the

bottles,
bottles?

will you £ill the

282,

nothing/

I will £1i11 it

tomorrow/

Hm/

Mhm/

eas/

I want bread/

Mmz/

Mm2/




image268.jpeg
You don't want to work
any more? You were going
to fill the bottles,

No?

So you're no lcpger my
friand, ehn?

After?
(M nods)

After what? But you
know I'm not giving you
bread until I finish
washing these (plates).
Mm? The cups are all
dirty, in what will T
give you tea?

But in what will I give
you the tea if the cups
are dirty? Let me wash
them first,

No, let me wash them,

No, no, no, first leave
them. You can £ill the
bottles while I wash

the plates. and then

wetll finish the work and
you can have your bread and
tea.

283.

no/

Mm/

I say that I will
111 it after/

ah/I want tea and
bread/

I want to wash it/

can I wasp this
sideg/
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(M does not want to fill
the bottles)

Sc you're a lazy girl,
You don't help Auntie at
home? Ehn? You help
Auntle at home?

Ehn?

What do you do for Auntie?

Do you fill the bottles
too?

(seeing that there are many
bottles)

Ehn?

There are too many bottles
therc?

OeKe I'll turn the filter
round for you, and I'11l
give you some bottles to
£ill, O.k.? And then I
will hurry up and finish
washing the plates and
everybody can have tea
and bread. O.ke?

284,

M/

yes/

I washplates for her/

yes/ 1 wash plates/

I wash, I will fill
the bottles/but I
can't £fill the bottle/
they have, the bottle
is too full/

the bottle is too full/

Mm/

Mm/
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25.

26.

Mz

Mz
R:

M:
Rz

(R tvrns the filter round
for her and gives her
bottles to £ill)

There you are!

Mm?

wWhere's Cici?

She's playing with Awa?

(M £fills one bottle)

Good, Good girl.

Do you have water in

your house?

Do you have water in your
house?

Did you have water
yesterday?

285,

I'm going to £ill
it here2/

I push it here/
I'm going to push
it/ ah, open water/
if the water is.../
open it for me/

Cici is playing/

M/

look at, I £ill this
one/

ehn?/

Mm/




image271.jpeg
27.

Az
Re

R:
Mz

M:
e
Mz

M:

Rz
C:
Re

OJk. close this (bottle)

Why?

Bose.

Bose, come.

Bose, Bose.
Did she tear it?

She tore it?

Cici

Bring it here, let me see.

Bring that book here.
(to C)

Ehn?

Did you tear the book?
Mm

Why? Bring it, let me see.

286.

no/

I beat Bose/

because I want.../

Bose go and play
with that/Cici go
and play/

Ah - agh, Cici you
torn that book/

ehn?/

yes/

she throw it/

Mmz/

qo and bring the
bookf

go and bring the
book/
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Mz

(A takes a bottle)

Go and keep it.

Awa, let Mana f£ill the
bottles. Mana is helping
mummy, you knowe

(A takes the bottle)

Mummy, ese

Give me.

Take your book, take
your book, you sece, you
are wetting it.

O.k« Go and sit down there.
You want to fill another
one?

O.k. Let me get this one
for you.

(R puts bottles on shelf)
(pointing to other bottles)

287.

ei, Awa don't broke
it/

go and keep it/ go
and kecp it/ why,
you don't want me to
£111 it for you?/

can I wash it?/

I'm coming/ah-ah,
you don't want me to
wash the cover?/

water, give me.../

I want, I can't fill
the bottles all/

Mm/I want to £ill
only one/

you're going to put
this there?/
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28,

Re
Me

M:
Az
M:

Ae
Rt
At

Az

Mhme

Hhine

Oeke

Have I finished washing
the plates?

Mama, Mama.

Yes eae

You're going to play when

you finish your tea?

(M looks at her dress)

Avwne

Mm?2

What do you want?

I want to put my hand.
Mm?

I want to ..

(A takes a bottle)

You want to do what
with it2

2884

for this place/ahe
look at this place
is full/

because they paint
it/

you will not make
our tea for us?/

yes/

Mhm/

when we finish our tea,
then we go and play
when we finish our

tea/

my dress is too wet/
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289,

A: I want to ... my hand,

R: You want to put it on your
hand?

Rt NI, aes

(M takes the bottle from
A and gives R)

Thank you, Mana. Just
two minutes, now then
Auntie will finish ...

M3 mm?/

R: Just two minutcs and Auntie
will finish washing this.

Mz Mm/

29. R: Mana.
" Mm%/
(M goes to R)
I keep it (knife)/
R: Ehn?
1 keep it/
R: Mhm,

R* Mhm, Mana,

( R takes wim)

R: Do you know what this is
called?

M2 ehnz/

: Do you know what this is
called?




image275.jpeg
Mz
R
M:
M:
Rz

M:
it
M:

Rz
Mz

This one.

You know what it 1s?
Ehn?

Does your Auntie€ not use

it?

Ehn?

It's called vim,

What?

Vim. What do you do with
Vim?

What do you wash with it?
Plates?

what?

Plates?

And what else?

Plates and what?

290.

what?

this one?/

no/

no/

my Aunti€ is .../
I didn't know how
to do it/

I didn't know how to
do it/

I know what is thisy

this one?/Vim/

we wash/

no/

we wash plates with
it/

yes/

ehn?/




image276.jpeg
Rz
Mz
Rs

(M goes into another room)

Where are you? Come,.

Come,

(M comes)

You wash plates and what?
(silence)

and cups?

(R going to another room)
Mm?

What do I what?

I want to bring another

one. See, that one is finished.

{picking up the empty
Vim tin)

No, no, no, You will
ese and you'll ...

(going off)

Mm? Come this way. What
are you doing? Ehn? What
are you doing? Put it
back. Wash your hand,

291,

ehn?/

what do youe.e/

what do youees/

I say what do you
want 2’ /

It's not finish/
there is still more/

I want to play with
this/

ehn?/ where is the
»es/ I want to
wash my hoands/
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Uz

M:
Uz

M3
u:
Mz
Us

Us
Mz
L'H

us

Uz
M3

usz
Mz
Uz
M3
R:
Mz

What of you? Didn't
you cry?

You dide. When I came
back, I saw your eyes,
you were cryinga

You said Victor bit you.

Did Victor not bite you?

{pointing to spot on her
hand)

For where?
(again pointing)
For your hand?
And you criede

(M shakes head)
Did you not cry?

You teld her mother?

And what did she do?

She bit you,who?

What did Victor's mother
do?

28.

no/

no/

no/

is bite me for
here/

here/

yes/

ehn?/ i tell_her
moda /mAF/

Mhm/
she bite me/

Victor/




image277.jpeg
30.

M:

M:
R

o =2
o

(i

Mz
M:
Rz

Clean it. Clean your
nand. Sece your hand
is dirty.

(looking at her dirty hands)

What? go to the bathroom
and wash it.

Go to the bathroom and
wash it.

in the bathroom)
Have you washed 1it?2

Have you washed it?2

Why?

Why?

Ah = ahe

Ouka

(M comes back and shows
hands to R)

Nice and clean.

What do ycu do with
a towel?

292,

my hand/

ei/

Mm?/

ehn?/

no/

no/

I'm washing 1t/

I'm washing it/

I wash my face/

I want towel/

we clean our face/
we clean our body
with it/
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31.

R:
R:
M:

Rz
M:

You clean your face and
your body with a towel?

Almost.

Almost, why?
(touching the sink)

Which one?

Mhm, when I finish

this I'11 clean this place,

then it will look nice

and clean, ko? When you

wash plates for Auntie,

don't you clean the sink?

Mm?

When you wash plates for

Auntie, don't you, ...,
don't you

Mhm o

You will wash what?
the sink?

Can you wash 1t?2

293.

have you finishz/

ehn2/

you want to wash
here?/

here/

ehn?/

when I finish washing
the plate, I will
wash the sink for
Auntie/

I want to wash the
sink for you/

Mm/

yes/ I will wash
it with vim, ko?/
isn't it?/
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Yese

Mhma

(pointing to tap) Here,

Mm?2

What do you want?

Let me clean this place
quickly.

Lot me do it quickly
and then you can have
your tea. Or you don't
want tea any more?

(R washes the wall tiles)

Isn't it dirty?

Mhm. When things are dirty,
you clean them, don't you?

(pointing to broken door
glass)

294,

isn't it they use
to wash it with vim2/

where is your hot
water?/ ehn2/

I want to wash/
I wash hereg/

I want/

I want to wash here/
I want to wash this
place (sink)/

no, I will wgsh this
place/

I want/

why are you cleaning
that place?/

is dirty/

Mm. I'm coming/ this
place has breaken/
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295.

this down down here/
R: Mhme

(M looks outside through the

window)

Mz i5 eee pawpaw/
R: A what?

Mz pawpaw/

R: Pawpaw?

Mz Mme I can see
pawpaw in the outside/

R: Yes, but what is wrong
with the ...?
What did you say?

M: the door is broken/
R: Yes, the door is brcken.

Mz lock at pawpaw and
guava tree/

R: Pawpaw. and guava trees.
Do you have pawpaw and
guava trees in your

house?

Mz yes/we have plenty
guava tree in our
house/

R: And pawpaw too.

Mz Mme We have
plenty pawpaw/ we
have/

(opens the fridge) look at ribena, and

our ribena ..e/ I
want ribenafno, I
don't want ribena/
I want tea/
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33,

Re

R:

Re

Rz

R:

Mhma

Mhme

(M points to cupboards).
Mhme Keep what?

(pointing tc plates, cups,
spoong,forks etc)

What are they? Do you
know their names?

What?

(touching items)

Some what?

Glass cups?

Mhm,

Good

296,

and do you wash this
plate?/

and do you wash all?/

can I go and keep

then/ ghcy - -
use to keep them here2/

all this things?/

mm/

fork and cover and
cup and fork and glass
and spoon and cup
and plastic cups/

plastic cup/

Mm/

and glass plate and
cover and fork, spoon,
pot and cover and
pots)

what of our cover
for our tea?/
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34.

35,

(M opens the compartment under
the ziok)

Mz
Rz

Mz

Now close this, will
you?

Is it?

(sees a pot in the
compartment)

Would you close that?

You are terribly
anxious about your
tea. How many of you?

Only two of you?
How many of you are
there?

(goes to the others)

297

yeli/

is melling (smelling)/

the place is melling?/

yes/

pot/

pot are inside/I
want to look/nothing
inside/

take our cup for our
tea/

one, two, two/

ah = ahe/

whe are you?2/who
are you?/you are
making me lake./




image283.jpeg
A & C: Tea, Tea.

R:
Cs
R$

Rz
Mz

R:
Mz

M3

How wany of you are there?
Tea.

Go and count. Tell
me how many people I should
make tea fore

(M runs out to count)

Four?

(R opens Milo, milk, sugar,
M takes banana ceirk)

Who's that for?

Ne, no, no, put it back,

Yese

No, not yet,
Not yete
Mummy , Mummy, Mummy.

Mhme
(taking a fork)

298,

one, two, tiri(three),
and four/

yes/

you didn't want me
to drink?/

why? can I cover the
platez/

everybody, come and
drink tea/

ehn?/

not yet/

lock at fork/




image284.jpeg
Re
M:
Cs
M:

Dis want to drink tea.
Yo want to drink tea?

{sointing to B) Dis will drink
teae

Who? O.k. go and play.
When the tea is ready I will
call youa

(M hears the sound of an
aeroplane, goes out with
the others)

Now,

Hoe
(running back in)
(to R)

What will you do with a
spoon?

¥m?

I'11l mix the tea for you
all, so you wouldn't need
the spoone

299

when the tea is ready
I will call Clci and
Bose/

aeroplane (acloplane)/

Cici look at plane/

aeloplane, aeloplane/

what are you making?/
tea?/ aeloplane,

look at/ 4o you see?/
aeloplane, acloplane/
where's my spoon2/

T will put in my
tea/

I will put spoon in
my teaf
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364

Mz
Rz

30N.

I will need the
spoon/

What for?
vee/
(¥ opens the cupboard)

HWould you close this thing
pleasel What do you want?

I want spoon/

How de you, I said you
won't need the spoon. Just

close ite.

(pointing to tea cup) whose, who own is
this?/is the tea
ready?/

Just wait. If it's ready

I will tell you. Cak?

M/

Go and play with them,
Vhen it's ready I will
call you. Go and play
with them.

(Children drinking their tea)

Mz
Rg

a

w

give me bread/

Take it. Eat, eat it
now.

I want, I want.
I want, I want.
(R gives them bread)

Have you all finished your
tea?

Mm = ¥m/
Um - Mm.
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As

Cs

Mm = mme
ven
(After a while)

Mana, Se€ aee
Mana,e

See ...

5ee wee

(finishing her tea)

Mm?2

Mm - Mm. Finish your
tea?

Ycse  Mummy, Mummy.
Ehn?

Mana, ghe finish tea,
I finish/

I finish my own.

Ehn?

Mana, come and take,

301.

M2/

¥m2/

na gama (I've
£inished)/

na gama nawa, kin
gama naki? (I've
finished mine, have
you finished yours?)/

yes/have you finish
your own?

no ee«/I come and
take/
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Uz

Uz

Mz

R:
M3

M3

Did you tell Victor's
mother?

(M nods)
What did she say?
she didn't tell you ‘sorry'?

Mhm
(To R)

She no see you for
school?

When you didn't go to
school, how would she
see you?

who? Me?

You go to Viector's schoole.
Which one is your school?
Where is your own?

(M puts her finger into
her mouth)

Stop putting your hand
into your mouth,

(Takes finger out of
mouth)

For where?

29

she tell me/

you no see me for
school/

yes/

you go to your

school/

no, me/ I go to
Victer's school/

my own school?/
for here/
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37

Az

«eebeat you. Mana will
beat yous
Noe
Manal
I finish., 1 finish,

Mummy o

You finished?
Mm,

Good.

See Manae
Where is Mana?

Mana.

I finish.

Bring your cup here,
Cici,

Ehn?
Bring your cup heres
{C runs to R with cup)

(to M) Ki je ki mare Cici.
Kije ki mare ta (Go and
slap Cici. Go and slap
her)

¥i je ki mare ta
(Go and slap her)

Na zo (I've come)

=hn?/

chn?/

mmz/

30

Ze
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38,

Mz

Az

Mz

(pointing to c) Wannan
(this one)

(M talks with Visitor to
#'s house)

Ms

Vi
Mz
Ve
M:

eesclass two?

Are you in claee Two?

Ve Class Two?

Mz

Az
Mz

Ehm?

I finish,

HMummy, Bose she finish,
I finish,

Mummy, Bose is finish,
Bose is finished?

Yes,

Bose,

Ehn?

303,

in mare waye?
(whom am I to slap?)/

a'a (no)/

do you know my name?/
you didn't know/you
didn't know my name/

chn?/

ehn?/

I'm in Staff 8chool/
what is thisz/

Awalsg own/Cici,
Queen Saratu/her
name is Cici saratu/

do you know my housez/
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39.

Ehn?

Your house?

Where is your house?
This side or that side
or is it this side?

(A little later)

(going to the shelf)
(taking a book) Me.

(taking one) I want.

(M takes a book)

Mana, come and see what
I find,.

(looking at C)

Cici, come and see what
I find,

(reading a book); i.e.

locking at the pictures)

304.

do you know my
house?/

my house?/

yes/

Nnoy NO eee/

what is your name?
ehn?/what is your
name? chn?/

1 want book/

no/

no, noy I'm coming/
I'r coming/if you
want, 1f you want
it eee/

I will look at this
one/

yes/I see it/

once upon a time/
there is a little
weman/he was driving/
he was driving the
rabbit/he take it and




image290.jpeg
M:

M:

(M laughs)

(M shows a picture in the
book to V)

This? Is it this one?

See, the man is wear
his shirt as you wear this
onee

(V points to M's dress)

No, it's a man. It
is a man.

Ehn?

(¥ shows V the picture)
Oh ol No, she cse

305.

ese/when he is driving
two rabbit, they're
putting glasses in
their hais/

once upon a time,
there live ... and
they're wearing a
pink dress/them put
their bag in the
ground and they have
some many bread(?)/
look at ee.e/0nce upon
a time, there is a
little e.es/what is
this?/what is this?/

yes/

is a woman?/

once upon a time, a
man is climbing a
house/look at this
woman 1 s cld/

look at the dog/
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But she is the one
climbing thc tree,

(after a while)

(looking at the book)

(in a sing-song tone)

Everybody is reading.

You are reading <ee
except myself,

306

what 18 what/look
at the down down
here/ once upon a
time, there is a
little oo/

once upen a time,
there is a little
pig/once upen a time,
there 4s a little
«ee/once upon a time,
there is a littles.d/
and a ball/see?/do
you like any eeees/

once upon a time,
Peter and Jane is
going to find their
ball/loock at Peter
and Jane/

Janc, Jane, Jane,
I am the one, I am
the two, I am the
cee/

where?2/

Pcter and Jane, they're
looking/they're holding
ball and they're
locking ot thelr dog/
theytre cleaning/once
upon a time, Mummy and
Jane/Jane and Peter,
they're holdingeee./
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4a1.

Mana, lock at the cup
(8 little later)

Mana, come ard open
My eses

(R asks children to pack
the things - toys, bocks).

Rz
M3
Rz

M

M3

Mana?

Have you finished packing

them all?

(& shouts, R rebukes her,
A cries)

Juju kenan?
(Is this *juju'?)

307.

Jane and Peter, they're
going home/Peter and
Jane, they're looking
for Mummy/Peter and
Jancy they're looking
«esein the water/
Peter and Jane, they
put their cloth in
water and Peter and
Jane's Mummy, Peter's
Mummy putting their
dress on the water/

yes, you have Jane/
you have Peter and
Jane/

Fim2/

Mm Mm/Cici, come
and help me/

Awa, daddy will beat
you wol/ let's pack
the toys/pack it/pack
it/loock at ojuju/
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Mz
Vi
Mz
Cz

Mz

308.

Mm/
You're making juju?

I can see it/
I put water.
(B wants to play still)

you're not going to
play now/you're
going/you're going
to go home/

let me watch what
you put/let me see
what you put/

(B tokcs a car and some

water)
yei, you will pour
the water in the
cac/

NOo

(M takes the water from

B; B cries)

(to R) Bose want to play

with water/

No, no, bring the water
here, Bose, don't play
with waters

(B still crying. She wants
to put water into toy
tea=-pot)

Yaya? (What is it?)

she want, she want to
put water/

She wants to put waterees/
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(R and egnildren going
into the car to go)

Cekey let's goe

Mhme

Dawi?

Is he coming along?

Did he say so?

(looking at D's clothes)

(holding the radio)

Yese

(R starts the car and
they go).

(pointing)
Where?

You don't know my house?

(R sees D coming)
Dawi?

Oeke Dawi

309.

I want to sit down

in the front/I will
sit down in the front/
I want to sit down
there/

what of Dawiz/

Mm/

yes/

yes/his dirty clothes/

can I put it like
this?y

is there your house?/

this place/

¥me I know/

I will come to your
house again/
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a2,

la

way to M's house,

(R and children on the

pass by a kiosk)

Mz

R: What?

R: I have no moncy.

R: You have money?
Do you have money?

(As they go on their way
R and children play at
making sounds with the
lips. B plays at keing
a dog. M tries to make

various sounds)

(Mana aged 60 months,

(In the classroom, M talking

to Ee)

Mz

(opening a book)

They

Are
you going to buy anything?

310.

do you want to wait
for Dawi?/you're
waiting for Dawi2/

you're not going to
buy us/you're not
going to buy some=—
thing?/

Arc you not geing
to buy anything?/

groundnut and
chewing gum/

lock at my own/
(iees listen to my
own)

3 wecks)

ke, ki zauna a nan
(you, sit down here)/

Let me show you/let
me show you train/
here is the train/
come and see train/
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24

3.

M
M:
RS

Rs
Mz
Re

M:

Mz

comes near M)

Good Morning. How are

you?

Ehn? what?

Yesterday?

What did you say?

(pointing to a boy)

Mana.

Did you say you went
to Lokoja? Come and
sit down here. Come
and sit down.

(M sits near R)

You went to Lokoja with

whom?

Is Mama still here?
{1 shak.s head)
Mama is gone?

Where?

311,

good morning/

fine/yesterday we
go to Lokoja/

I go to Lokoja/

Mm2/

yesterday I didn't
come to school/
he's not well/

Mm2/

Mm?/

Mm/

she has gone to
Kaduna/she's not
coming back/
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24.

(R,
R's

R:

u:

M:
R:

R:

(pointing in the
direction of school)

What is the name of
your teacher?

Your teacher has no
name?

(®. laughs)

You don't know your
teacher's name.

Victor's teacher,
You have no teacher,
or you don't go to
school? You deceive
your auntie that
you're going to school.

M and U standing by
car)

So, I'11 go,ko? When
shall I come back?

(To M) When will you go
to her house?

When shall I come for
you? Ehn?

You no go? You dert:
like me?

(M shakes head)
Oh dear, you don't

30.

for that place/

teacher name/

is not my teacher/
is Victor's teacher/

let's follow her(?)/

I no go/
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312.

R: She's not coming back?

Ms she leave eee/
R: Ehn?
Mz she go with eee/
R: She's going where?
Mz she leave the other
weezlone/
R3 Here?
M: Mm/
R: Is Leah here?
M: Leah?/
Mmoo
L H no/

: Leah is not coming
back again?

s Mhm/

R:  Why?

M: because I say that
tomorrow she will
come/

R:  Mm?

M she will come

tomorrow/
R: She may come tomorrow?

Mz she will come tomorrow/
R: She will come tomorrow?
Mz Mm/

R: I see,

M: (pointing to a broken
chair) look at this chair
has spoil/lock at/
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2e

3.

313.

(Mana aged 61 months)

(R; Dy Ay &M in M's
sitting room)
M:

%5 D)
(After drinking ribena)
M:
R: HNo, its not yellow.

R: No

R: Yes, its something like
rele TIt's pink

R: Let's see yours, Awae.

(, opens her mouth)

R: If you're not watching the
telly, we'll go out.

D: Do you know Peter?

R:  Mhme Mhme

Awa, you want to
colour my book?/

Dawi, you're sleeping
in the outside?/

my mouth is yellow/

blue/

red/

It's pink/

my own is like Awa's
own/

0.K. let's go/
I'm not watching it/

yes/ 0.K, let me

go and call Peter?/
let me go and call
him2/

OuKe Llet me go/
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(M talks to F about D)

Mz

@

who is it?

Dawi

Go and call him,
He's there, inside.
(M goes to call D.)

(D and M come)
I know hima.

Mana, come let's goe

(D does not want to join
the children)

(Emma joins in)
Don't mind hime

(E has an insect in his
hand)

(to E)

Butterfly

314.

seed (he) know your
name/ 1 say that
your name is Peter/

Dawi, your mummy is
calling you, Dawl/

let's go/

don't mind him/

Peter, don't mind that,
dontt mind that Dawi,
you hear Peter?/

give me/let me see/
what is thisz/
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6e

T

(R holding the radio-cassette)
Mz

R: Let me hold it.
M: (Taking radio from R)

R: I know you can, but let
me hold it for you.

R: (putting radio down) let
me put it down here.

(M angry, turns away)

What is the matter now?
Ah? What is wreng with
her? Mm?

R: what did Dawi say?
pid you tell him?

R: Mm?

R: He sald No?

R: What is he doing?

R: Em, now tell me your
names.

(ta ) what's your name?
F: Fanny.

R: Fanny, how old are you?
F: Five,

315,

give me/let me hold
it/ give me/

I can hold it/

mm - mm/

he say that no/

he say that no/

Mm/

watching television/
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10.

11.

R: Five.
(F nods)

You're in Reception?

(C drops her sweet)

M:

(takes the sweet and
runs off to wash it for C)

(D comes out to join the children
and R)

¥: (pointing to D)

R: Come here, Dawi

(showing R her own chocolate)

R: who is your teacher?
E: Mrs.

R: You don't know, you don't
know your teacher's name?

F: Mrs. Umaru.

M (to D)

R: Wwhat?

R: Take whom?

316,

oh, go and wash it/
let me go and wash it/

dem give, dem give
him chocolate/

dem give Dawl chocolate/
look at chocolate/

Fanny, do you know
your teacher's name?/

««ofor your holidayz/
Mm2/ they fake it to
your holiday?/

I say that Dawi will
take him to your
holiday?/

chocolate/
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©Oh, will he take the
chocolate to his holiday?

1 want chocolate.
I want chocolate.

Dawi, come now. Dawi,
Awa wants chocolate.
Who gave it to you?

Mana's mother.

Mana's mother. O.K. give
some to Awa.

(giving A some chocolate)
What do you say?
Thank youa

Thank you. Where's Dawi?
Come here.

Mm? He's hiding?
Hiding for what?

Why don't you share your
chocolate with them?

I want.

gring 1it, let me divide it
for you.

How many of you?
one, two, threecssss

317,

Mm/

Awa take/

he's hiding/

Mm2/

me too, I want/
I want/
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Ms

Ms

Mz

(R sharce the chocolate
among the children)

(M shouts)
(to A)

(D is not happy)

He didn't?

Who?

Why?

QOya, movce

I see

318.
three of us/

thank you/ they
cut here for you/
let me show you/

your own is bigger
than mine/

he didn't want
people to eat his
chocolate/

he didn't want people
to eat his chocolate/

you're laughing at him/

Peter/

because, because he
didn't want her (him)
te eat his chocolate,
that why/

that's why I say Peter
is laughing at him/

Is (It's) you who share
it for hus [ As//

Is you who share it
for hus, ko?/
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Yes, you should always
share with your friends.
If you get something,
you share it with your
friends.

(shehu cuts in)
No, no letting everybody.
Mm?2

Anything everybody give
her, she want if everybody

e

Mana?

If ...give Mana, if I
say let me give Mana, then
Mana she will say no.

Mhm.

Mm?2

(holding out her chocolate
to F)

(M shares her chocolate
with F)

Thank you.

319.

because, because she
(he) didn't give
me her (his) own/

but I will like
Fanny to cut/

Fanny cut some/Fanny,
cut some/cut some
now/

let me see it/ah-ah,
look at how you're
eating it/
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12.

13.

Mz
Rs
Mz

If I hold it in my hand,
my hand will get black.

(looking at her hand)
O«Ke 0.K. everybody, chop

it all.
Mana didn't chop it all.

Mm? Because you're
what?

You're red?

(Children playing)

S1

«eeIs doing Chinese.

¥m? Is it only 'Oyibo!
who do Chinese?

No, China people.
Mm?

Chinese.

Chinese.
(running after D)

(M sees some fruit)

Mz
Rs

I don't knows.

320.

but my own has get
black/

Mhm. because I'm
red/

red/

red, red se./

is doing Chinese?/
1like ‘'oyibo'/

I'm catching Dawi/

what are this?/
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14,

15.

164

(F spells her name)

Rz

M:

R:

That's it. That's good.

Mm?
T can write it.

I can write it.

Better?

(children playing)

M

(M runs off to fetch
the object)

Mm? when will I go?
Mm?

Until this morning?

¥hich morning, now?
Tomorrow morning?

Do you have a bed
for me?

321.

0e.Ke Fanny, you
can't write any.../

FPanny can't write
letter(?)/

can you write 1t/

let me bring another

«.sbefore you go/

if you like until this

morning then you go/

M/

mm/

chn - he/
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Mz

31,

I no like you/

You no like me. Ah= ah,

1 thought you said I was
your friend. I'm not
your friend? Only Victor
is your friend? 1 see,
Ceke I'1l take you and
Victor, will that be
alright?

(M shakes head)

Oeko I'1l take jwuntie, will
that be alright?

where iuntie del?/
Ehn?
where jiuntie dei?/

When she comes back, you
and Auntie will come to my
house.

me and Auntie?/
Mhm.

1 come and gee you/
You will come and see me?
(M nods)
In my house?
(M nods)

O.k. Good girl,
You and who?

me and my Auntie/
You and Auntie?

(M hears the sound from
the televisiocn) they open T.V./

I see, alright. That's
a good girl,
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17.

Mm?

Where?

In the room?

wWill you bring it out here for

me?

In the outside?

Hahl Yes.

I think I will go away
S0 you can go and play.
Alright? Or may be to

lock after the baby.

Yes, You're a big
girl.

(M runhing off to join

her frends)
Bye~bye, Mana

dye=hye

322.

yes/

in the room/

yes/

you want to sleep in
the outsidez/

Mhm/

O3Ke/ T will bring
it for you/

and they are calling
me to come and look
after their baby/

ehnz/

CeKe can I go and
call Dawiz/
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1.

2

323,

Yes, please.
(caliing) Dawl/

where's he? He's
inside.

Dawi, they're calling
you/your mummy is
going home/

They're calling you.
That!s how they all say it,
“rTheytare calling you.

tMana aged 62 months)

(R arrives at M's home)

M:
Rz

ceel
Which is your room now?
This one?

mm/
You and your nanny?
(4 nods)
Is your nanny here?
(M nods)
Ina Cici (where is Cici?)

Ciciz/
Mm
(pointing to C) look at her/
Oh, my good girl, how
are you?
Fine.
Goode

(putting the radio @rwn)
Usliey let me leave my
radio here, O.k.? Mm?
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3.

T will ge =nd talk with
your mummy and daddyeesee
When T finish talking
with daddy and mummy,

I will talk with you.
Bhn?

Celle bye=bye.
Hana, I will play with all
OureseI will play with it,

Mana, see, T will play with
our own lego .

Look at all our legP
Mana, see all our leg®

It's your own?

(11 takes lego)

Let me put this?

How

324,

where are you

going toz/
yes/
lego  ese/

give me lego

no, I want to
play with it/

ah, my legC.../

no, ne, that Upeees
T want e.o/
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Are you Mr, Smart,
Professor Smart, the
magician?

(i1 nods)
You?

Can you do magic?

(’ laughs)
You can?

Flow2r magicz

that kind of flower magic?

(1. demonstrates)
Chi vhere's 1it?
(M and R laugh)

You'=z done flower magic,
have you?

shall I leave it (radio)
here now?

Thn? I leave it here?
Mana?

325,

mm/

mm/

I do flower magic/

mm/

look at/

Hm/

Mm/

ehn?/
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If you want to come
to my house tomorrow,
you will be a good girle

(M laughs)

Ehn? You will bc a good
girl.

(pointing to her hair)

Ciciz

Very nice, so I will come
sc she can do mine for mes

Who plaited, ah-ah, why
didn't thcy plait

Cici's own? Mm?

Mhme OCak, go and lct me
finish my work, ko? Mm?
shall I?

Shall I finish my work?

3264

look at my mummy
plat my hair/

vim/

Mm/

Cici/

Mummy was plaiting
my own/then mummy
say that she will
plait her own, then
she didn't plait
it/

chn?/

yes/
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7.

e

9

(R

327.

So you will stay there

for some time and let,

just leave me alone to
finish my work, O.k.?

you will stay there with
iya and Cici and let me
finish my work quickly

and then I'11 come, alright?
Yes?

(I nods)
Gond girle. Cici.
Ehn?

You're a good girl, aren't
you? Ebn? let me close
the door, so I can finish
my work?

Mm.

puts lego into her mouth)

you don't put it
in your mouth and
sing like that/

{C ignores M)

you don't put it
in your mouth/

joins N and children

Svoerybody is quiet)

Rz

bz

Put you're not saying
anything!

me and Cicl we ere

feeling sleepy/
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R:

Rz

Fm?

You will go and sleep
now?

(1 nods)

vhat time is 1t?
Mm2

You will sleep?
(1 neds)
what time is itz

What's the time now?
Ehn?

FHm?

Five o'clock?
(1 nods)

In the morning? You know
when it's five in the
morninga

You can't really see any-
thing. Tt's still dark.
Is it dark now?

No. So it's not five
o'cleck. What time do
you think it is? mMm?

T will go and sleep/

I will sleep/

¥m?2/

o'clock/

five o'clock/

mm/

no/
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9.

What?

(shows R a ball)

A football?

What kind of football?

From down down there,
down down wherc?

You and Fannye

Cici didn't follow you?

You pluck what?

329.

ah/
lock at/

let me show you/
a ball, o football/
Mo/

we take it from
down down, down
down there/

over there/from
pecople's housc,
me and Fanny/

Mm/Cici didn't
follow hus _Y_-I\_s_y wol/

Cici din't follow hus
Ls?/

Mm/ and we pluck
‘tsamiya', and
Fanny/
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HMs

R3

Hm?

Ind what do you do when
you 'drink' 'tsamiya'?

What thing do you pull
out?

The stone?

It's the seed, not the
stone.

Yes, you pull ocut the

the seed.

«nd how? Do you drink it
like you drink water?

330.

Ttsamiya'/we
drink it all/we
didn't keep any
on the around/ we
didntt give Cici,
because if Cici
drink it she will
throw it away/

if Cici drink r'tsamiyat
she will throw it
away/

You pull out the
thing before you
drink tsamiya/

the stone of the
tsamiya/

Mm/

seed/

seed/

and drink it/

timz /




image316.jpeg
You drink it like you
drink water?

Ehn?

You put it in a cup and
drink it?

Enn?

Like you drink tea?

fioe

In what?

Manal

o used to do?

Who usced to do?

He gave you one?

331.

Mm/

no/

mm/
Mm/
mm/

we put milik
[m1x77/

in tsamiya/

and sugar/and we
drink/like that
the Pcter use to do/
we give him one/

chn?/
Peter/

and 1 drink it all/




image29.jpeg
M:
R:
Mz

M:
R:

(at
R:
M:

R2
Mz

My T.V

2

I have no T.V.

No.

(pointing to R's radio=
cassette)

But this is not a T.V.,
it's a radio.

OeKe

I think you better

go and watch that film -
Sesame $treet,

(Mana aged 47 months, 1 week)

M's School at break-time)

How 1s

Ehn?

Asuntie
Ebn? A

iuntie today?

going to school,
nd who else?

Ha tco? .

(M nod

And Ci
doing?

a)
ci, what's Cici

324

you no open your
own?/

yes/

no TeVe/

see it/

is a T.V./

fine/iuntie going
to school/

Auntie going to
school/

daddy going to
school/
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And wash it?

And then do what?

Mhm. What do you do with

the seed?

Mhme

You do what?

You shuka it?

Mhme You mecan you
plant it?

You plant it.

Mbm. What else did yecu
plant outside?

Mm.

Flowcrse

333,

¥m/

and then open it
and drink it/

seed?/

we ‘shuka' it/

shuka 1t/

yes/

plant it/

Mm/

outsidez/

flowers/

no, we cut a
little flower/




image318.jpeg
10«

“hn?

Yose

Min?

Like animals?

what is an animal?

Animos?

£hn?

(laughing) ikokoteimu?

“ippopotamus?

Is it hippopotamus?

334,

I elp (help)

Yahaya pack it,
because Yahaya
didn't have power/
people have power?/

people have powers/
and Peter didn't

have zny power/

s Pecter is drin-
king likc animos
(animals)/

Peter is drinking
tea like animos/

Mm/

animos/

Mm/ikokoteimu/

ikokoteima/

Mm/

ehn?/

ipopo/
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tippo

rhm

petomus

(1 laughs)
ind so peter is

drinking tea like that?

Who?

Ah-ah! And so?

So he's like a
hippopotamus?

(demonstrating with
hands)

20, because Peter is
arowing big.

Hets like a hippo?

335.

hippo/

hippo/

1popoto ../

Mm/look at is
getting big/

Peter/

chnt/

look at hippo. em -
hippopotamus big
like this/ how can
he big, he can't

be small 1like
thist/

Min/

ah!/if you carry
a ikokoteimu,
will it bitez/
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I don't know. Have you
ever seen any?

!here?
In [Kano?

(i nods)

“here in Kano?

Ebn?

tade 's house?

In their house?
You saw 2 bippo in
their house?

where did you see it?

No, not America.

Have you cver been
to London?

Noe

3364

Mm/

in Kano/

Kano, Mode's(?)
house/

Made's house/

Mm/

yes, no/

America/

London/

Mm/

their daddy use to
be in the Londen/
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337,

2 wWhose daddy?
Me Fanny daddy/
R: Mhra

Panny is going to
the e... America/
tomorrow/

R: whin? tomorrow? I'm
not sure about thate

s and their daddy
in London/

R: Is he in London now?

M2 who?/

n:  Their daddy.

M: no/

R: Where is he?

Me he is in there/

(points to F's house)
in their housel

Ry In their housc. Now back
to this hippoe. You
saw a hippe in Kano?
Mm?

138 no/what «.s /

itz UWhere do you find a
hippo? In the zooe.

Mz zoom/
R: Zoo
Hz Zoom/

1 Zoo.

R
Mt no, zoom/
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Rz
Mz

M3

No, not zcom, Zoo.

Yes, you saw a hippo
in the zoo in Kano,
didn't you?

Z00e

Yese

Yes, there's a zoo
in Kano

Yese

May be, I don't know.

Mm?

¥ho is Papa?

In Lokoja?

whcet is he doing
there?

338.

zoo/

there are zoom in

Kano?/

Zoo/

there are zoo in
Kanoz/

and Kaduna/

and Lokeja/

Papa is not in
Lokoja/

Papa is not in
Lokoja/

Papa in Lokoja/

Mm/

yesterday, he come/




image323.jpeg
Yesterday?

Sometime ago. Sometime

ago, he came?

And he went back to
Lokoja? That's your
grandpapa?

Mhine

Who? dem give you

money? They gave you

money?

Who gave you money?

Cici gave you money?

You and who?

And?

who gave you the
money.

339,

Mm/

yea/

Mm/

and dem give

me money/

Mm/

Papa, and Cici/

no, Papa give us
money/

we go and buy dress
znd socks and
*nkachi' (handkor—
chief)

and slippers for
Cici/

and carrots/




image324.jpeg
11

Te buy all these things?

And carrots?

Who gave you the monecy to
buy all these things?

Papa?

hme

I will go to Minats
housc

Im?

Whose house?

¥ho 1ie Mina?

Who is Mina?

Mana se€ 1 eee

340,

vm/

papa/

Mm/

T will go to
Mina‘*s house and
sleep one day/

Minats/

ehn?/

my friend/

you will go to
Mina's housc and
slecp one day woi/

because, because,
everyday Mina will
be coming here

and slecp here/
you don't know/
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@z
Mz

Who is Mina?

where's their house?

Far, far, far, far.

Near my own house?

Mhiue
(pointing)

vhere?

(éemonstrating on the

ground)

ily own house is there
and their own house is

here?

How?

(in a sing-song tone)

341,

Mina my friend/

their house is for
far far/

Mm/near your own
house/

¥m/

your house is
there/

your own house
is there, end
their own house
is here/

m/

you, you enter your
own, and them enter
their own with you/
you go inside the
agate them go inside
the gate, near the
church/
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12.

= o>
-

a

Which Church?

Mhue

Where?

Where's your church?

Mhre

Look at Mama's church

(C points in one
direaction)

Mama's church. I see,

not your church?

Your mummy has a baby?

Where?

Baby girl or baby boy?

342.

our own church/

1 use to sce like
your own car/

in our church/
Funmilayo car is
like your car/

my church2/

no, that is not
our church/is Mama/
me T use to follow
my grand mama to
church/that is not
Cici grandmama

any/

my mummy have a
baby/

Hm/

in Keduna/




image30.jpeg
2a

Rz
Mz
R:

Rz
M:
R:

(M says something in-
audible)

Ehn?
She's playing.
(M nods)

With whom?

wWith Iya?

(M: nods)

(R
in

R:
s
R:
Mz

Rz

and M and other children
the classroom)

Where's your teacher?

Where?

(pointing to another
child)

(The lights go off)
(Children sing)
NEPA is a naughty boy

" "o " "

" non » "

I know, I know, I know.

(The lights come on,
then they substitute; 'good
boy', 'good man')

REPA?

Children: Yes.

Mz

(singing)

33.

ens/

she is playing/

with Iya/

is going/

Teacher will come
beat her/

NEPA is a good
naughty/
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343.

Mz baby boy/
R: (whistles) “hat's
his name?
M"e ehn?/
N: vhoat's hils name?
Mz dontt ask/
13, 2: Your mumny's namc is
what?
1 fama Mana/

R: Mama Mana?
e yes/

(¢ climbs on to a
table)

R: Carcful, be carcful,
you' 11 fall off,

14, iya has gone to
slecp/
R: Mm?
M3 iya has gonec to

sleep/she didnt't
want to come here
again, wol/

a: why?
Mz ehn2/
R: Vhy?
M why?/
R: Mn
Mz she's feeling
sleepy now/

sShe isn't

ke but she's not coming

out/
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15.

16

Hav be because I'm here

(looking at a watch)

Is that her watch?

(i. looks at a picturc)

ot in the picture, the
picture of a watch, is
itz

(M shouts)

whzt do you want to do?

You want to write?
(1t nods)

What?

That?

Whatts that? what do
you want?

Pluase what?

344,

look at it ...
takwala'/

I say that her
watch is 'akwalat/

I call for ...

ice cream/
T eee it/ cud/

write/

please, please
Auntic/

please huntie/

a book, please,
plense/

I say please/

a book/
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17.

Kow, what is a book?

You want book?

You want paper, that's
betters  You want
papera.

Oh, let mc get one

eee
Mm?
(looking at a picturc

hook and pretending
to read)

345,

please I want
book/

Mm Mm/I want
paper/

please/

Ccici/

a little girl .../
little boy «se @
book/ when Poter
use to write sees
on the ice crcam/
then, you do likc
this and the ice-
cream ...like thic/
so the "icecream
fall down in the
night when thoy arc
slecping/it better
if you'rc drinking
you keep it if
you're going to bed/
then you make the
plate up and tock
out the light/when
you took out the
light you do 1lik:
this up up/if your
baby e.. where you
put it he will meke
the e..like this/
ah-ah, it start
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s dinae

18. Mz

(demonstrates)

Rz Qhme

19. HM: (:till monologuing)

(¥ draws round her
hand)

C: ihere's your hand?
Let me sec your hand.

346.

workin~/then you

do like this, up/when
you do like this,

if you finished give
to the up ... it will
stop/it will stop
from the nioht/the
linht will not stop/
the light will not
stop/the light will
be walking everyd:y
on the night/

.+« 8he was talking
in the night/

you arc making
like this/

that you're writina?

this is thc candle/
cici, a camndle,
Cici a candle, my
candle/ This is my
candle/so mine

is condle, my candle,
my candle, my can--
dle/ «.. @ I want
to write my hand/
let me put down my
candle, then I will
writc somewhere/




image331.jpeg
=

Your hand.

You're drawing your
hand?

ire you drawing your
hand?

M

Ehn?

What can you do?

You didn't have uny
crayon to colour it?

I see, that's a pity.

You do? And we don't
have any heres

Fhn?

wWhere?  You want me
toe buy some for you?

347,

sec my hand/what
do you want to
sec1/

ehn?/

Mhm/

what can I do?

I didn't have
any crayon to
colour it/

crayon/

Mm/

I want crayon/

0.K+/you will
not buy me?2/

you will not buy
me?/




image332.jpeg
Km?

Ou.Ke T will, sometime,
alright?

Crayons?

who gave hoer some?

Mina's Mummy?

rhme

(1 writes on paper)

¥y own hand?

348.

Mm/

¥m/

cici have/

Mm/ite I didnt't
nave/

it's Mina's mumny/

nm/

T will write my
name/T will writc
my name/

that is my name/

G. 0. Ne O. hand/
Cici, you want to
draw your own
hand?/ ehn? oya put
your hand/put your
hand like this, cin?/
let me put my own/

I want to put/is it
your own?/is it your
own 2/ is it your
booky chn?.../

Hm mm, my own/you
you didn't put your
own hand/that's
why I put it, my




image333.jpeg
(pointing to drawing)
That is your handz

(drawing)

Fm?

She doesn't want you
to draw your hand?

May bc she wants to
draw her hand too.

Con she do it by
herself?

349.

y@s, I'm going to
draw all/ I'm going
to full the paper
all/fall it, no
placc for Cici to
write/Cici pick your
hand/ah-ah, huntic
lock at Cici didn't
want me to draw my
hand/

Cici didn't want me
to draw my hand/

Mm/

she didn't want me
to draw it for hor/

Mm Mm. She cant't
do it/she can't do
by herself/only
jaga jaga, she can
do like this/look
at/she can do/she
will not put her
hand/she will do
like this/
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20. Mz

(demonstrates)

(looking at the paper
full of dr:winas)

Auntic.

Yes dear.

tana full your papere
she did?

(C nods)

Alright. I will have
to get another one.
Mana filled my paper.

You filled my paper

with writing or drawing?

(M scribbles on paper)

(looks at R, who is
wiriting)

350,

ah-ah, the hand is
like that?2/ah-ah,
look at Cici writc
like that/do you
sce?/Panny can writo
this name woi/

T full the papex/
I will write from
e 4

ehn?/

I will do jaga jaga
house for you, jnga
jaga house for Cici/

Auntic get another
one/ lct me sec/

Ei, you're writing
your name?/




image335.jpeg
21.

It's not my name.

“ho made your dress
for you, Cici?

Mm?

Who bought them for
vou?

Who bought them for
you?

Who bought them for
you?

Tomorrows

No, tomorrow.

351

your fricnd's nome?/
you're writing your
friend's name?/T
will write my thing
wes/T will draw pig/
I will draw picturc

nyself/T can ..o/
you didn't know what
you did/

no, dem buy it/

dem buy it/me T
have a beautiful
dress and a hat/

T will go and show
you/

I will go and show
you/

Mummy/T will show/

no, now/

I will show you
my cap/




image336.jpeg
22

Rs
M

Mz

Tomorrow?

You have a hat or
a cap?

Is it a cap or a hat
you have?

ihme

are you feeling cold,
Cici? You feel cold?

Malen is crying.
Malen is crying?

what's wrong with
him?

Ehn?

If he wakes up in tho

night, he will cry?

I will go and see Malena

352,

ah=ah/

ehn2/

hat/

and cici/me I have
a dress/

shet's not feeling
cold/ I'm feeling
cold/

go and play with
him/

if he wake up in
the night he will
cry/

I say that if he
wake up In the
nicht he will cry/

mm/
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1.

Mz
R:
M3

(At
Rt

Is what?

Is a good naughty?

How can it be good
naughty?

Ehn?

(Mana aged 47 months 2 wecks)

the school)

(To children) Who will
tell the story?

(pointing to R)

Others: That radioe

R:

This radio or me?

Noe

(pointing to radio)

Sure?

(locking at the radio-
cassette) let me see
nowe Vhere is the teacher?

Inside what?

34.

NEPA is a good
naughty/

yes/

is not light/

is not light/

you/

dis leidiou
/[radioy//

di teacher dei
inside/

yas/

i dei inside/

inside house/
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23.

M1
Ri
Mz
Rt

Go and sece Malen too.

(going zway)

Ehn?

(giving her the radic)

Take this along.

Take this alongae

Take this, here, and
talk a little and then
com: backe

shows R the picture
a jug)

Mm?

I don't knowe

¥m? What?

A 1ittle jug?

vhat do you do with
a jug?

Mhme

353.

I will come back
for the work/

I say that I will
come back for my
work wol/

ehn?/

Hm mm/

whnz/

do you know what
is this?/

what is this?/
ahi/

it's likc a
little jak /[dyng/

jug/

jug?/




image338.jpeg
2 dia

You put what?

You put it in the
sun?

To do what?

To be very dark?

what?

I will remove it when
I'm going to sleep.

falls down)

Get up. Sorry, sorry.
Stand up. Did you
get hurt?

(1 nods)
Are you hurt?

(t1 nods)

354,

we kcep it in/
let me show you
how to put it2/

you put in sun/

Mm/

to be, to be
very dark/

Mm/if it's dark
you will (rehove
it in the night
when you're

going to sleep/

ah-ah, I say that
you will (re)movce
it when you're
aoing to sleep/

yes, yes/
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M3

Vhere? Mm?
(touching her knee)

Sorrye OQOeke stand up,
and put that chair back.
Stand up, come hcere

and let me see it.

Lot me see where you're
hurt.e

(M gets up)
(to C)

But that chair back
and comc rounds Come
herc, will you?

(M moves towards R)
(to C)

(C attunpts to move
the chair)

I will

(C attempts to writc.
M prevents her from
doing so) Auntic, Mana

won't lct me jait fz:xi£7

Mana won't let me 'j-nib
[rait]

(to R)

You draw a little boy,
you don't write it.

355.

here/

take your hand/

take your hand/move/
move/I say move/moge
now/I will jump your
leg/

leave it like that/
leave it like that/

whe is my eee/

let me wreite a little
boy?/

no/show me how to
draw 1 nose/
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Mz

Mm Mm eee Lock at my
nose and then draw it.

(M draws)

Is my nose like that?

(R laughs)

OeKa
(3 draws)

How do you write a
head?

To draw thc head or
writc thoe head?

(R points to a drawing)

What is this? Isn't
this the head with the
cyes and the nose and
the mouth?

(M touches the head)

Mhme

What is that? Mm2

3564

like this?/
¥m/

a mout frauf 7/

Cici look at his
mout teet,

teet/ ti:Q_ let me
write a head?/
ehn2/

I didn’t know how
to writc the head/

draw the head/

where is the head?/
thisz/

not the head/
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25.

26.

Rz
Ms

R:
M2

huntie
Mhm?

Mana won't let me
write.

Min?

Hm?

Shall I go now?

Shall T go home now?
Mm?

357,

she will just
write in my little
boy/

she will write
jaga jega/

chn?/

me, I'm writing
my little girl/

(Mana aged 62 months 1 week)

s R arrives at M's homs)

Ehn?

Where's she?

Gone to schoolz?

tiummy's not here
wol/

Mummy 's not here,
wo/

she has gone to
school/

she will come bock
scon/
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Soon?
(4 nods)

I see. Is iya here?

Oeke You didn't even

say 'good morning!
to mei

liow are you?

Good morning.

Good morning Cici.
How are you?

Ehn?

Tomorrow?

when will you come
back?

on?

Tuesday?

Come, let me greet
iya, ko?

358,

ves/

good morning/

we will go to
Kaduna tomorrow/

we will go to
Koduna tomorrow/

L7/

on Tuesday/
Tue sday/

tm/
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2.

M3
K3

mns
R:

about to leave)

Fhinie

I'm going to the
offices T will lcave
this (radio) with you.

Mhme Look after this.
Don't touch it.

(looking at tapc)

It's moving. It's
spoilt.

I don't knowe

I don't knowe O.k. you
will stay with iya.

(pointing to the radio)
You tuake this to where

you and iya arc working,

O.ke? I will come back
and take it.

359.

are you goingz/

ehn?/

wheére are you
going?/

you will come
back?/

this onc¢ is
(re)move/

who (s)poil it2/

Awa or Dawi?/

iyaz/vm/
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3.

4.

R: Cuke, then you can take
it outside,

(#:licing about Malen)

R: He's not well? what's
wrong with him?

R: So I will go T will
comz back to take it,
0.ke? When it stops
just leave it, don't touch
ite 0©.k?

n: You know how it will stop?
When it stops, what
happens?

R: Who will make it?

R: No, when it stops, you will
hear ﬁ’17 likce thote

R: Koz
(M4 nods)

R: So when it stops just
leave it, 0.k?7

(M nods)

360.

iys is outside/

he's not well wol/

mm/

they will make it/

iya/

Mm/
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6e

7

(4.1

361.

touches the radio)

dontt touch 1t/
lewve it/you hear
why Auntie say thot
don't touch it?/

(after a while C wants
to touch it aguin)

don't touch it/
everything you sce
you will touch itl

L-t's go and play.

Mm Mm, you play/I
will watch the
radio/ can I bring
the radio there
then we will talk
talke «ee?/

wants a doll)

give me/give me
now/I will go
outside/you you
will stay inside/

Take your bhaby.

(taking it) what is it?/give
me my baby/

(1 asks then to go out)

oya, let's go/
let's go/

«seshas not stop/
Is not stop/

(to C) don't sit down
there/
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Cz

C:

Cs

(C wants to dance)

I get a chaire
I get a chair.

This one higges(t)
onee

I will tcll my mummy
you are putting your
lege

I will not play with
YOu.e

(C and M sing)

ne, you're not

geing to dance/youltre
going to talk in this
radio, ko2/ Mhme

8it down/sit down
and watch it/

I will not play with
YOu eee/ mrke T
the bigges(t) cne/

no, the smalles(t)
one, 0.k?/0.k go
ond take it/take/
take/

I will tell mummy

when she come back
that you're putting
your leg in chair/

I'm not putting
my leg/

take it for me/take
it for me/look my
hand/take it for
me/give me/
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Mz

Rz
Mz

House, is this a house?

In the?

In the box?

Is this a box?

In the box?

In the boat?

Like yocur television?

In the what now?
In the board, did you
say 'board'?

The shape of that cassette
tape is like a TaVe screen,
So she's trying to connect
it with the television,

It's like your television,
Alright, well see if Teacher
is in there.

(Ry T and M)

M:

5.

no, 1 dei inside
in di box(2)/

in dai /Bad/(2)/
yes/

in di bk(2)/

no, in di bik(2)/

like our
television/

yes/

in di b2d(2)/

No, Teacher is a
naughty girl/
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9. (Children have smarties)

Yoese I eat smarties.

Leave it Mana. Let's
pick ice-cream cone,
ko?

Let's drink ice-crcam
cone(?)

Is your own.

363.

this is the smartics
koz/

Mm Mm. It's my
smarties/ I have
white/Cici, lock

at the white, blue,
ormge/ees ice=

cream cone stop
ice-crcam cone

stop ice cream conc(?)/

your face is like
tangulu' (a vulture)/
ah, let me drink
smarties, ko?2/

no/whose own is
this?/

O.k./let's drink
minc¢, boecause you
don't have your own?/
you saw the cover,
ko?/ the cover?/it's
in our room/and thec
smartics under the
table, under the
table/when Malcn
wake up we go and
toke 1t, 0.k?/eee

I will sit down and
watch.../Cici 1is
telling me lic wol/




image348.png
10.

1.

{C laughs)

C: I will not play with -
youa

(C laughs again)

C: I will not play with
you. W%When I say I
will not play with you
ycu says

(R rcturns to taku radio) )
i Yde

R: Where is Mummy?
M3

(Mana aged 62 months, 2 wecks)

(st M's house a cat comes

near R)

M3 . "

M

R: When did he come? .
A2

M1 i

(M goes off to make tea |
for hersclf) e

364,

she's in the room/
I should call her 2/

I didn't want this
blackie toc come
and disturb you/

my father came/

yesterday/

I know how to make milik
[mi1K7/ 1 know how

* To make tea/




image349.jpeg
3.

4.

Se

R:

(11's uncle comes out of the

(R does not answer)

Yhat?

Ycs,

bathraom)

Mz
N writing)

M:
(R has been writing on
an envelope. She now
turns the cnvelope
over)

M:

R: HNo.
(R scratches her finger)

M3
(I: sees R's diary)

Mz

3654

T will go to your
house now now/

isn't itz/isn't
it?/isn't it2/

I will go to your
house now now,
isn't it2/

daddy has finished
bathing/he is
coming out soon/

you're writing your
paper?/

you fold your
paper?/

mosquito is biting
youz/

is this your book?/




image350.jpeg
6a

7.

8.

R: Mhm,
Hs
R: Hhm.

(1! turns her back to
it and soys)

R: (#till writing) I'm
cominge

(F draws a line)

(1 t:1ls R about their
going to the market to
hove their hedr done)

(M locks into R's bag)
M:

366,

you buy it?/

do my button for
me/

please/do my
button for ma,
please/

you're fulling
it/

you're writing o
linc?/

Cici cried and
slept/me, Ididnt't
cryd T didn't
sleptt

you have a small
purse/Mummy have

a bigger purse/she
have two pursc/

she have the biggust,
the biggest/
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9.

10.

(6]

Mz

R:

Az
az

Az
Rs
M

=

367,

secs a red beetle car)

that car over thore
its like Victor's
mummy's car/it's
like victor's
mummy ! s own/

what's likc Victor's
munmy 's own?

's home in a bedroom
a blanket)

this is your own?
you cover yoursclf
with it7/

hc?

no, this one/

Wwhat is it? You know
what it is called?

blankct/
Blanket. O.k?
(A moves near R)
Oho  you want me to
remove thils for you?
Yes, remove it for moa
Min?
say plecase/

Say please,
ilhiny plcase what?
{(looking among some toys)
please/no machine/
(trkes a toy)

Put that into the
arkete




image352.jpeg
Re

H

You cume out nowe
(ke A)

(going out with the
ren) Come and
here. Go and stay

child
stny
therc.

Go and stay there,

Co and stay in the
porlour, let me make

teo £
drink

& it

or you.
teaz

Y& 5e

wWill you

(Children sitting at the
teble)

This one, this one,

his
Hm?
This

rhig

what

once

one.

what?

is itz

happened?

about the

cupboard?

368.

wherc is the
basket?/

you come cut/

yes/

she say that this
one/

the cupboard/

Mmz/
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12. (R puts cups on the table
M tikes one)

A3

Is your cwn? It is
my mummy Owne

I want this onc.
I want this onc

(pcints to a cup)
I want,

You're looking for
plate?

(locking inside a
cupboard)

Lot me put some for
you? (Cake)

I want. llummy you want?

rummy you want?

I will drink.

Me?

Yese

¥ill you drink?

Ycse

369,

you're giving
her this one?/scc
it/

oho , you're
loocking for platcz/

oho , you're looking
for plate/what is
this inside?/

yes/

you will drink2/

will you drinkz/

Mm/
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M:

>‘=’1

bl
"

Mz

(A and M climb on to
the table)

Alright, get down from
the table, alright?

(1 secs some cake)

Gut down.
Me?
Doth of you.

Me? Me?

You and Mana.
Me?

(i gets down)

(A4 gets down)

re I get downe We
oot dovne

T will get down,

(R putting sugar into
cups)

370.

she will drink/you
are not ... big/

bread?/

0.ke/

me I get down/

I get down/

sugar?/you're
putting sugar in
there?/now, you arc
now putting the
sugar/
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Mz

Az

(M puts the flask
on the table)

Leave it, I'm cominge

Don't touch my own .a.
Don't touch my own.

(M does as if she will
beat A, who is on

the table again)

Dont't beat me fal

(4 shouts)

eee beat you. T will
heat you.

Get down. Who will
beat who?

Vhy?

Pleasce get downe. See
what you are doing
to the teal

You'rc spilling it.
Me?

You know you shake the
table. sit down.

371.

I'm putting the
flask/flask dem
de have one hand?/
aht/

you will tear/yei,
you're touching
you my my own?/

she will beat me/

because she shout/
I will get down,
T will ..o/

me?/
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Me?
Yise

ses my daddy and my
ves/

Ceks sit down like
Menae

Mana? Mana ...

I don't want,

ese put your water,
sse drink. I want
this cup.

Vhich cup do you want?
(pointing)

I want this.
{pointing) This one?
Yose

(giving them the tea)

Therc you arc. What do

you say?

Tata, thank you,.
Ceke 5it down.

(pushing her cup) I
don't want this one,
Don't spill yourtea,
pleases

I don't want this cup.
I don't want this one,.

372,

no bread/

this/

thank you/

Oske ko2ep it
thered/




image33.jpeg
Oh no, no, don't say

Teacher isn't a

If Mana

is a naughty girl, O.K.

Mana, do you say Teacher

Yes, a good girl, im
I a girl or a woman?

A woman

Yes, you remember what

your mummy is what?

Yes, you don't call Teacher

L woman, A womane

You're a girl and

Your mummy is a soldier?

Rz
that.
naughty girl.
Tz
is anaughty girl?
Mz
Ts
Children:
Mz
Ts
I told you?
T: You're a girl and
Others:
T:
a girl.
I am a Woman.
Mz
T:
Mz

And my daddy 1s a police.

And your daddy is a police.

Like Victor's own?

36.

teacher is a good
boy/

a woman/

yes/

no, my mummy is
a soldier/

yes/

and my daddy is
a police like
Victor/

yes/
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e

Mm Mme I don't want
ees 5€e the onc I
want. I want this
oNe eee Mummy, I
want this one e.. T
want this one.

Mm?
I want this one.

(R gives her the cup
she wants)

What did you say?
Tata.

You said what was I
loocking for?

You're looking for
Dawi.

Yes. I'm locking for
here I'm looking for

Mm? I'm looking for
your egge

ese CQgg
(A drinks her tea)

What is it?

373,

thank you/

ah, Dawiz/

you're locking
for her .ee/

your hegg (egg)/

you're drinking it
all?/you will not
take, em, em,
what?/ what is it/
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374,

N3 you will not
. take it, cakez/

A: Vhat is itz

what is it?
M: it's cake, ah/
A: VWhat is it?
M3 cake, cake, cake/

(~ takes a picce of
iced cake)

R: Koi, you can't eat
this one.

A ez
R: It's too colde

(A tries cutting cake)
s3I cut it.

M: Awo want to cut
the cake/

A: I don't want to cut.

13, (2 tokes cake)

Lt Coke, cake, yei,
cake, butter.

M3 it's a true/is a
true/ is a lie/

A: Is a lic.

Mz is a true/is a
e/

ht Noe

M2 ah-ah/

l4, A: I drink this one
tcaz Ehnz

Mz ves/




image359.jpeg
Az

Mz

e
Az

Ri

I drink this one
teaz  Ehn?

Which cake sae
tea eea?

(~ puts her cakc
into her teca)

I no looking for this,.
I no looking for this
onc,e

Tm?

I don't want that
onee

Vhich one de you
want?

(pointing to ancther

piece of cake) this
OnG .

Take this one, take
this one for my hand,
take this one for my
CKE wae

Tak.: this one for
(4 shouts)

Plcase sit down, sit
downe

375,

you're pouring
it on tea/

you put them in
tea ko2/

she don't want
that one/

you put tea/who
say that let you
put teaz/

Mm Mm/
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15.

16,

A3

Mz

i

shouts)

¥m?

ihme

(i shouts again)
Thot's encugh.
Its encugh, Is enoughe.

Is ecnough, is my cake?
¥m?

(A makes a funny sound)

What arc you doing?
(A and M laugh)

Give me your cake,.

Give me your tea,

Give me your tea,

(doing as if she would
take it from A)

Hoa

Noe

376,

Cici use to shout
and wake Malen/

Cici usc¢ to shout
and wake Malen/

and she have stop
shouting/

what are you deing?/

Mm - Mm/

I will ees/

I will take your
own and eat it/

give me/

give me/

give me/




image361.jpeg
How

Dontt take my owne
Doentt take my owne
Don't take my owne
I will eat it,

(and moves as if to
take 1it)

(shouting) Don't take
my owne. Don't take my
own. I will take my

«ss Don't take my own,
Dontt take my own, Don't
tokes

Whot's that?

You want what?

I want cakee. My
nummy cannot eat like
this, eat like this,
cat like this,

(pointing to tea)

Cannot cat like this,
eat 1like thise

(& gives them cske)

Thank youe
{secing A's burnt cake)
T will drink(?)

(i attcmpts to remove
the burnt part)

377

I will take it wol/

I will take it/

1 want/

cake/

is this my own
teaz/

thank you/

Ah, Awa/
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378,

R: Lct me make it for
Youe

A: (taking it from R) Give
me mummy e

R: Shall I makc it for you?

A: WNo, I will, T will give
yOua.

R: Mm?
A: T will give you.
M: cake/

R: eee Sec this onc is
burnts Mm? Come let
me make it nice for
you, O.k.?

At No, I will, I will
make it for youe.

R: Noe. let me clean this
for you. Bring the
knife.

At This is not good fal
R: Dring the knife.

At Noe
Mz Oek. then you
will not eat
your/
Rs Stop that.
17. (M looks round the room)
M: where is elephant2/
Az Ehn?
M: where is elephant?/

A (taking the toy
wlcphant) ... clephante




image363.png
18.

2 0 2 3

Look, it's good.

Remove «

Lut me remove its

Don't ecat my cake.
Take, takes

(x gives M some cake)

(s takes a raison)

Raison, it's a raison.
Ralson, it's a raison.

(A shouts)
She ~ she

Itts a raison. Don't
eat my cake. If you
eat MY cee

Have your teca. Is
Y CUP? eee

sces a toy horse)

Mummy .

380

let me (re)move

it/

echn?/

let me remove it/
let me remove it/T
T will eat your
cake wol/

I eat it./

raison?/

Mm/

a horse/a horse/
a horse/doki/
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19.

20.

21.

it Mummye
(A and M laugh)

(M wants to go out.
Remembers she hadn't
takcn her slippers)

Mz

(Houscboy clearing the
table, sees a plece of
cnke and asks whose it is)

M:

(4 touches the radio)
M:

R:  What?

(1 going towards the
ki tchen)

R:  where are you going,
HMana? Mana!

R: What are you doing?

A Mana, Manae

A: Ehn?

38l.

yoeu arc already
spoil the seo/

oni my slipa 7siipa7
oh/

i no bi my own wo!/
my own dei for my
hand wol/

see iwa de touch
am/

ehn?/

nothing/I want
to go and .o/
I want to go asel

Awny ina kitchen
(I'm in the kitchen)/
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22,

Mz

Mhm?

What?

i ina so muyi wasa
eae (I want us to

play)

Ina so in cije ki ne?
(Do T want to bite
you?)

Ki barni (Leave me)

Who, Who?

who?

who?y

Who? Don't fight.

I will fight for her
(R laughs)

(. cries)

She say shce will bect mee

382,

Auntie, Auntic,
Yohanna,/

lock at/

Awa want to bitc
me/

kina so ki cije ni
(You want to bite
me)/

et (yes)/

she want/she bite
me/

rwa/

I will beat you/
I will beat/
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23.

244

Re

Hs

Ehn? What is it?

Oh sorry, she said she
will beat you, ehn?
21a she say she would
beat you? Sorry, she
won't bueat youe 0.Ke
Oske sOrry

If Cici what?

V¥hen Cici comes back
from schocl?

She takus off her dress?

(11 opcns a cupboard
sees some cake)

Mz
Rs

¥m? Close thiss

Close it.
(closing it)

Zhn?
Mummy  Mummy o

383,

you will go and
wound your leg

e/
if Cici come ah-ah/

if Cici come back,
she will (re)move
her own dress/

if Cici come she
will move her own
dress/

Mm/

aht/

Mm/

0.k/0.k/1I close
it/ ah, plenty
cake?/
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Mz

R:
M:

B

M:
Rs

Rz

M

(pointing to another
child)

Ehn?
(pointing)

What? Come heres

Come.

(pointing to a boy)

And yours?....Where
has yours gone?

Now, Mana, be a goodgirl,
will you? O0.K. And don't
talk nonsense, alright?

Mana, where does your
daddy work?

Mana, go and tell Auntie
where your daddy workse

No, ... alrights

I know your daddy is your
daddy. Where does he work?

37

dis cne no get
mummy /

dis/

yes/

her mummy don
go work/

he & going a
police dog/

don't talk nonsense,
Ouk.2/

Ei, my daddy is
police/

my daddy 18 ees/
my daddy is my
daddy/

i dei for home/she
has sleeping/
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25.

(2 ond M looking at a
bhock)

M2

M

Mz

(they quarrel. A
cries)

You'rec a naughty girl.

Youtre a naughty girl.

Me no naughty girle.

Me?

Mo naughty girle

Me?

(looking at pictures

in the book)

tshouting) Ah - aht

384,

this is a woman/
this is a man/

you are a naughty
girl, Awa/awa
you're a naughty
girl/

you're a naughty
girl/

no/

you'rc naughty/

Mm/

you're a foolish
girl/

Mm/don't do like
that/make I put
am for you/make I
put am for you/
look at them/
pead it/

open it/let me
put it for you/




image368.jpeg
1.

Az
HM:
L

vhat is 1it?

what is it?

{Mana aged 62 months, 2 wecks)
(Video=recording)

(M and R looking at the
picture of an old woman)

Rz

R:
H:

Where's the woman?

(M points to the picture)

will you start again?
"once upon A time .o

(loocking at picture)

What did she do?

(pointing) Is this the
woman?

(R takes the book from M)

Is this the woman who
lives in a tree? Does
she live in a tree?

Where?

385,

ehn?/

I no know/tyre/
close it/close it/
to give mummy/go
give mummy/close it/
make you go give
mummy /ah=ah,

1izard Leece/

once upon a time,
there is a little
woman who live in
the country/

she is look touching
the tree and holding
a/

Mm/

no/

she's touching a
tree/
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M

M3

i crooked five kobo?
(looking up at R)

(lrughing) Oh. When

I go to your house may
be you'll show it
to mee

(turning pages of book)
Oeke let's look at
another one, may bes

(prctending to read from
the pages of the book)

On the ground Mhme
(turning the page)

(looking at picture)
Five?

Let's count.

Out of what?

lihme And where did
it go?

(turning the page)

387.

yap/

yes/

once upon a time,
there is a little
woman/she find,
she find a crock
money in a ground/

once upon a time,
the woman helip
(help) a pig/she
have five pigs/

yes/

1, 2, 3, 4, 5, 6,
and she put them
in, and onc come
out/

cut from their
house/

it come out and
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12l

Is she looking at the
pig?

Is it the same woman?

(R and M lock at the picture)

Itt's ancther woman?

Isntt it the same old
woman whe found a crooked
sixpence?

Yes, it is. How many
pigs are here now?

(I, turns a page)

Well, on this page, on
this page, how many?

Wow, look at the woman.

(M and R look at picture)
whnt do you think she's
doing?

¥Yes, she's showing the
pig the house. What
o you think she said
to the pig?

388,

is going to find
one pig/and it
come together with
the pig/then a
woman looking ot
the pig/

yes/

no/

yes/

one/

two/

one/

she's showing him
the house/
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EN

Yes, what does she want
it to do?

Just to lock at it?

May be she said "Go in
there, that's where you
should go." 3Something

like thate Yes? Does your
mother say something like
that to ycu sometimes?

He3 Are you ever
naughty?

{locks up at R and shakcs
head)

Ho?

You've never been naughty?

Has she ever beaten you?

lo? You're always a good
girl?

(i1 nods)

Doing what she wants
you to do?

what about Cici?
(11 opens another book)

389,

she say that lodk
at the housc/

she want it to
look at it/

no/

yes/

yes/

no/

yes/
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390.

no, if Cici do
something she will

beat ner/
If Cici does something
she will beat her?
(still turning pages) yes/

What sort of thing?
What does Cici do?

she peepee in her
pbodies/

What clse?

‘then she, then
g mummy beat her/then
murmy send her to

bed/
Mummy sends her to bedl

yes/
In the night?

yes/
Or during the day?

no/
Mm?

nU/
Mhm, Now closc that
bovk. May be you can
tell Uncle about your
schoola

Mm?/

thich school did you
go to? Uncle wants to
knows

(looking at her book) staff school/




image373.jpeg
391.

You haven't gone to
Staff School yet.
(laughing) You haventt
becn to staff scheol
yete You will go to
staff Bchool, won't you?

(M nods)

vhich schocl did you
go to before?

chnz/
ue passcd by the school
this morning.
(11 locks at R and smilcs)
You forgot?
(nodding) nursery/

Y-s. Whose school?
my, Fanny's/
Panny's school?

yus/
vid Fanny go to that
nursery school?

yes/
To Mrs G's?

no/
Mo. But you did,
You went to Mrs. G's
schoole
(looking at book) yes/
Tell Uncle about your
school,

(M looks at book and
smiles)
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Do you like it?

(¥ nods and puts book
on floor)

¥m?

what do you do in
the school?

(sitting up straight)
You read?

Whrt else do you do?

Mm?

and a river?
(8 nods)

You drew pictures of
all these things?

where?  In your book or

on a piece of papcr?

on a piece of papers

Do you have any friends

there?

In that school?

392.

yes/

I read/

yes/

T eea/

I paint/then I
write a car and

a cup, and a book
and a woman and a
river/

yes/

picvce of paper/
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Do you know their
name s?

Jhnt are they?
(loolking down)

(M picks up a book
From the floor

Who else? Esther?
(putting bock on floor)

snybody else? You
forqot their names.

(1coking up)

Funmi?
(M nods)

aAha, who's your best
fricnd in that school?

Ndidi?

Why 1s she your best
fricnd?

Are they all your
goorl friends?

but who's the best one?
(locking at R)

393,

yes/

Victor, Ndidi
and/

and Esther and
em em/

no/and, and
Punmi/

Ndidi/

yes/

Ndidi, but victer
and Esther and/

yes/

best one?/
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de

Rs

Mz
Rz

Yes, who's your best
friend?

Ndidit's friend?

Oor is Ndidi your
best friend?

(M nods)
she's your best fricnd?

Why do you like her?
(11 picks up a book)

(1 opens the book)

Vhm, But do you like
her best?

You do? And you don't
know why?

(throwing bock on floor)
You don't know why?

Yose

0O.Ke Now do you want
to tell me about
staff school?

(opening another book)

394,

Ndidi's fricnd
is the best/

yes/

yes/

1 like all of
them/

a best?/

yes/

Mmz/

yves/

no/
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4.

R: Ah, this time of the day?

M3

R: Your daddy is still sleeping?

Mz

R: I have to do something
about ite I'1ll go and
report him.

(M laughs)

R: He should go to work early
in the morning.

T: Do you want Auntie to
report your daddy?

M:

(in the classroom.M sings)

T: Mana, won't you sing it
and let us hear?

M: (singing)
(Taking a pencil and
demonstrating)

R: Ehn?

Ms

R: Say ‘write' [rait7

Mz

R: Zra1£7

M:

R:  [rait/

I can write.

yes/

‘one I was a soldier'

1 will lait /Fait]
my own like dis/~

I will lait my own
like dis/

[Tait]/
[Tait?/

[Tait]/
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Ho?

Ch, only stories.

Tell me something,
just before you tell
me your story. What
sort of uniform do
you wear to Staff
School?

Yese

Yellow and white. Is
it not.

(M tearing a paper from
book)

Don't pull that out.
Mm? '

Like Cici's dress?
Yes, and is that
ycllow and whitce?

(pointing to picture
in book)

Yes, itt's like thise
Yus, what colour is thisz

Noe

{pointing) That's blue.
That's blue, This is
yellow,

395,

stories/

staff School?/

yellow and white/

eee like Cicits
dress/

no/

it's like thils
colour/

yellow/

white/




image378.jpeg
R:

bl

Ms

This is yellow, This
is white.

This is blue.

Now, what colour is
your 8taff School
uniform?

Mhma. What colour is
it?

(pointing) Like this?
(pointing)
Like this, That's blue.

Blue, it's bluc, isn't
itz

It's blue
(R and M look at picture)

Can you show me something
clse here which is blue?

(M points to something)

Ycs, apart from that,
show me another thing,
thatt's blue.

(M points to another
colour)

Is that blue?

396,

where's yellow?/

white/

blue/

gtaff gchool
uniformz/

white/

ne, like this/

blue/

yes/

Mm Mm/




image379.jpeg
R:

Is that the samc as
this?

What colour is that?
(pointing)
Mm?

orange.

~ha, show me blue.
(M points to blue)

Yes, another thing
hat's blue. Anything
clse?

(1 points to another
colour)

That's not blue.

{2 points to one she's
shown before)

Youtve shown me this.

(points to a large blue
putch) What about this?

(pointing) And the hat?

Bluec, O.ks Do you know
yellow?

Right, show me somcthing
that's yellows

397.

Mm Mm/

this, am/

Mm? I didn't
know/

orange/

blue/

blue/

Mhm/




image380.jpeg
398.
(M points to one)
Yes, hnother cne.
another one?/
Mhme
(1l points to another)

¥ese Mm, Can you
show me white now?

white?/
bine
(¥ points correctly)
Yese

(1 points to somcthing
elsce that's white)

tihma
{snd another)
Yess Black.
black/
Anything black?

(M points to picturc of
horse)

Mm Mme Where?z
horse/

The horse isnt't
complately blacke

(M picks up a bock and
shows the cover)

this, this is the

same of/
(points to blue colour
in thoe other book)
im? This is the samecs

of/

As which cne?




image381.jpeg
Sa

s

Ps

[

Rs

Me
Rt

s

399,

(pointing to another
picture) this/

(pointing to the cover)
This is the same as
this?

(points to picture in
the other bock)

Mm/
Yese What colour are
they?
{picking up another
book) what of this?/

Yes., And that one?
This one too is blue,
isn't it?

yes/this onc/

opens the book)

ah. Peter/
Puter?

Mm/

(looks at book with M)
bring it, let me see
it. Where's Peter?

(M opens book and
whistles)

Let's see, Odke

(pointing to picture)
look at thate

ah, an old
woman/

An old woman?
yap/
vhere?




image382.jpeg
6a

R
M:
R:

(opening book)
That's a small girl,

(holding the book and
looking at it) Let's

SeCe

(pointing)

7

vhat?
(M laughs)

What is Olololo
woman?

(looking at picture)

(looking at picture)
is it ojuju? she's
like you, you knowe

why

(1 throws the book down)

¥m?

Like uniform dress?

{Looking at monitor set
and pointing)

Whe?

(peinting
Where?

Mm?2
(still pointing)

4004
here/

lock at the old
woman/

ole lolo woman/

olo lolo woman/

ojuju woman/

no, it's like
em uniform dress/

like uniform dress/

yes/

look at you over
therc/

you
there/

you don't see
my hand?/

this, this/




image383.jpeg
R:
M:

R:

I can see your hand.
Look at who?

That's you, not me

(M swings her arms and
looks at herself on
monitor set)

Who's that?

What arc you doing?
(gtill swinging arms)

Pulling your hand?

In the television.

Look, you said something
cerlier on, You said

I have two televisions

2nd you have only once
M7

(M covers her face with
hands)
Why do you have only one?

You have two?

(looking at hersclf inh
the T.V. set)

(R laughs)
One is lost.

Mm?

401,

you/

me/

I'm pulling my
hand/

yes, in the
television/

two/

yap/onc is lost/

ceel/




image384.jpeg
Te

Kz

(1 p:

it)
L]

<3

jcks up a book, opcns

(M looks at a picturc and

hisses)

(M bangs book)

You cannot read this
big one?

(M throws the book
down)

Do you know? Don't

throw books. Take very

good care of them. If

you tear them, you won't

have them tomorrow to
read, Mm?

Now what do you want
to do?

what do you want to do?

O.k. Now let's have
your storye

Let!s have your storye

402,

1 say wolowolo stop/

I cannot read
this big one/

Fulani/

Cici didn't/

cici have jaga jagn
Fulani/I can read
AsBaCa/

Mmz/

I want to tell
a story/

Mm2/




image385.jpeg
Mz

(Bonding down and looking
at book)

(picks up the book and
protends to read from it)

(demonstrates)

(runs hand down head
towards back)

(pointing to picturc)

(pointing) what's that?

Yes, what is it called
really?

It's not a tail, it's a
cock.

and that's a hen.

Ind this is a chick

403.

Ouke/

once upon a time

there is a little
chicken who live

in here/

what they're looking
for, all big onc
like this/

like a woman/thcy
have a tails herc
like this/

one have stop/thc
small oncs they

are not big and

all those cnes/

all those ones they
are not the samc
at this/

chicken/

tails/

cock/

hen/




image386.jpeg
G.ke? A chick is a
baby chicken, isn't it?

(11 nods)
And the cock is a

/. rabbit, Yes.
(printing) Is this the
daddy?

The cock, the cock is
the daoddy.

The hen is the mummy,
isn't it?

Chick.

Yes, the chick is the
babye

bihme

Mhme

Yes, and who's the
daddy?

Mhme

404,
chick/

a rabbit have a
baby/

yes/

Mm/

yes, the cake/

the chick is the
baby/

the hen/

is the mummy/

and the chick is
the baby/

daddy?/

the cock/




image36.jpeg
You can write, can you?
(Y writes)

Beautiful, Yusuf, that's
beautifule Can you write
Hana?

(taking her pencil)
(pointing to Y's writing)
Like this one?

(looking at a picture)

Where's the dog? What's
the dog doing?

Ehn?

She's playing?

The dog?

Is the dog a girl?

Now listen, is the dog a
girl or a boy?

A boy?

Mhma
(pointing to picture)

Which cne?

(pointing to people in
the picture)

39.

I will lait /Fait//

eee a dog/

she am playing/
she am playing/
yes/
yes/

a water/

yes, a boy/
yes/

sce dis one de do
like ojuju/

dis, not dat/ i
no finish/ you see
it/ dis/




image387.jpeg
EN

10.

R:

(1

The cock. Do you
have chicken in your
housel

Mhme

Do you have cocks?
(getting up)
Do you have cocks?

walks towards drawers)

Now, what de you want
to do? What do you
want?

(M picks up a book from
the top of drawers)

I don't knowe
Peter?
(turning round)

Elephants?

You want to sit down
ond show me?

sits down and picks up

nc titbook )

405,

chicken?/

yes/

ehn2/

yap/

what is this?/

oh, Peter/

no elephants/

yes/

yap/

I will write
something for
you/




image388.jpeg
Rs

(picks up 2 toy aeroplane
and shows M)

You see what Awa brought
to you yesterday?

(looking at plane)

Sec what she brought?
vhat is this?

(turning planc round)
¥m?

Aeroplane?

?turns the pages;
all filled up)

Who?

That's not Awa's book.
(R takes the book)

(looking at it) Let's
see, let's see, whose
is it? That's Dawi's
buoke

Mm?

406.

mm2/

acroplane/

aeroplane/

yes/I want to
write somcthing/

she has finished
all the things/

Awa/

and finished it
and bDawi finished
it/

Dawi finished it/
I will write somc
from here/




image389.jpeg
b=
“

o=
oo

Mz

407,

(peints to a blank
space)

I don't have a biro.
Do you have one?

(pointing to R) you havel/
where?
in your bag/

In my bag, but you
know I can't get out
now to get it for you,

(locking at a book) I will get it by
nyself/

How?

I can catch it/
Catch what?

catch the biro/

(14 pute her head on
the bed)

tUncle has a biro.
Mm2/

(M sits up and loocks at
u)

Uncle hes a biro. You
wont it?

(i1 nods)
You want to use it?
(U throws the biro to M)
(picking it up) thank you/
hat's a good girl,
Now, what are you going
to write?
somcething/

{M puts notebock on bed
and draws)




image390.jpeg
408,

R: Yhat are you writing?

Rs What are you writing?

(M still drawing)

R Yose
M: it's like snake/
R:  Mm?
M it's like snake/
: are you writing or drawing?
M drawing/
R: You're drawing.
H: yes/
R: Droawing o snake?
M2 Mm?2/
R: Are you drawing a snake?
Mz a snake?/
R: HMhme
M no/
what arc you drawing?
M I didn't know see/
:  Mm?
Mz I will, if I/it's
a kitchen/
Rt A kitchen? Let's sece
48] I'1l go and show
uncle/

(M gets up)




image391.jpeg
Uz

409,

show Uncle. Just turn
it round, he can sec
it from here.

(11 shows U)

That's like a duck, Mm.
It's gooda
(11 looks at her drawing
and smiles)

(laughing) O.k. sit downe
what will you put into
your kitchon?

(turning round and looking

at R) 2 kitchen?/
Isn't it a kitchen you
Arew?

yap/
{ wurning to her work) I want to e.s/
Chickena

Chicken? 1Is it a
chicken, you said?

no, kitchen,

kitchen/
¥itchen, what do you
do in the kitchen?

I cook/
You cock, now what will
you put into that kitchen?

a pot/
L pote

and yam/
And ynmse
(still drawing) and plate/

Fihme




image392.jpeg
what? You want to
write something?

hatz

Lik. a boat, It's
drawing, I'm sure.
You're drawing, arc
you drowing a boat?

(sitting up and turning
ancther page of the
notebook)

Ooke

Mhm,
(playing with biro)

what con you do?

Quka

(r shakes biro, draws,
turns round and looks
at R)

thot's that?
(M continues to draw}
Finished?

( continues to draw)

410,

and, and, a, I
want to write
something else/

Mm/

like a boat/

no, I will writc/
I will draw a
house/

let me draw it now?/

zh, I can,I can

draw/

Mm Mm/




image393.jpeg
Rz
M:
Rs
Mz

that's that?
Beautiful. Let me
soc ite

(11 gives hcr work to R)
vhat is this?

what is this?

A monkcy house? It
locks like a lamp, It
looks like this once

(R points to studio lamp
being used)

(locking at the studio
lamp)

(laughing) Is it a lamp?
(1 nods)

It looks like the lamp.
Do you have monkeys?

(toking notcbook from R)

Vhat? You like drawing,
dontt you? Not writing,
drawinge

(placing notebook on
bed and drawing)

Whot arce you drawing
this time?

ioqirl?
(# coughs)

411.

¥mz2/

a monkey
house/

itts a lamp/

no, I want to
write a one nice
thing/

yes/

a girl/

excuse me/




image394.jpeg
11.

R:
M:
Rr:
M:
Rz

“ell me, ah Mana, who
is Leah?

who is Leah?

Leah? Leah is Joy?

Vero? who is Vero?

(looking at her drawing)

Who?

Where does she live?

there?

Mm?

Mhm?
(playing with biro)

Your grandmother has
a little baby?

Your own brother?

lme Where do they live?

In Kabala. In Kaduna.

Fhine

(taking her paper)

4l2.

Mm?/

Leah? Joy/

Mmmm, Vero is
Jey/no/

Izheke(2)/

Izheke, Vero, Vero/

she 1live in her
grandmother 's
house/

I don't know wherc/
my grandmother has
a little baby/

my grandmother/

has a little baby/

yes/is my own
brother/

yes/

in Kabala/

Kabaln Doki/yes/

I know how to «ee/




image395.jpeg
12.

Me

o X

Mm? You know how to
do what? You know

how to?

and who is Bisi?

(Turns round and looks

at R)

Mhm. Bisi, Bose.

Chy I sce. 1Is it Bose?

Vho is Bose?

¥Who is she?

“ho is she? Is she your

sister?

nods)

Mm?

Oh, she's not Cici's

friend,

shet's your friend,

413,

Bisi?/

Bisiz/

Bose is not Bisi/

Bose, her name
is Bose, Bose/

Mm2/

but Cici didn't
like to play with
her because she's
not her fricend
again/

ghe's my friend/

Mm/




image396.jpeg
13.

R:

Me

Storted what?

Mhm.

Ithm

Why? Why?

Mana, can you call
Yohanna?

(turning round)

Cnll Yohanna and ask
him what he is doinge

(11 trics to get up to
go and call Y.)

Oh, sit here. Just call

hime

&Lsk him what he's
doing.

414.

Mm/she has a box
like Cici, but
she has not stert/

school/

her school is in
the samc with/

Vero use to take
her to school/when
Vero take her to
school, she will go
to her own school/

put she don't wont
to ge with her
again/

I want to write
something/I don't
know how to writc
anything «.o/

ehn?/

Yohanna/
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Appendix: Transcriptions of Data.
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R: Like what?

R: Like a crocodile?

R: So Jane is like a
crocodile?

R: Ehn?

R: Theoy killed her -
What did you say they
did to her?

R: What did they do to this?

R: They've killed it?
M: (pointing to picture)

R: They're putting something?
R: A what?

R: Ear, in its cie”

M:

(M telling a story, and

demonstrating at various
stages)

40.
like a crocodile/

yes/

dem kill dis one/

dem kill her/

they are kill it/
they are kill it/

yes, and this they
are putting sometin
for her hais _/_;S.g/

a see/
a ear/

car/

ah, don open it/
want upon a time,
di man or ... is
di daddy/ di daddy
was doing in_my
flak /f1,@sk]/ oee




image397.jpeg
Mz

(ii hisees)

Why is he lazy?

vhy is hc lazy?

You know why he didn't
answer you? Hc doesn't
speak English. He
doesn't understand
Englishe

(surprised)

Ask him in Hausa what
he is doing, and he
will answer you.

Call hime

hgaine

Bai ji ba (He hasn't
hceard you)

4154

what are you doing?/
Yohanna what are

you doing?/

Ychanna ah - ah{

Yohanna, you're a
lazy boy/

tm/

ah = ah/

Yohanna/

Yohanna, Minene
kana yi?/
(Yohanna, what arc
you doing?)

Yohanna, Mi nene
kann yi?/Yohanna,
mi nene kana yiz/

Yohanna, mi nene kanc
yi?/Yohanna, mi nenc
kana yi? ah - oh/




image398.jpeg
14.

2sk him somcthing else
then if he doesn't
understand,

folds book over)

Whot did T tell you
obout books?

mMm?/

“hat did I tell you
about beoks?/

booksz/

What did I say you
shouldn't do %o your
books? Mm?

(pointing to book) See
how you, that's out now,
it's torn.

ahy/

Uhat did I say you
shoulén't do  to . your
bocks? Don't throw them
nbout, den't tear thema
You will want to look at
thom again, won't you?
Mm? Yes?

(1. nods)

S0, you take good care
of your books, you scce
(peinting to the torn
book) who did this?
Thatt's not you, I'm
surca

(M looking at it) You
didn't tear that off,
did you?

416,




image399.jpeg
15.

Rs

M3
Rz

Who did?

May be -I'm not sure
Awa did,

Mana, don't you know
how to sing?

Do it if you know how
to singe

(M sings "ABCD",
“"Baabaa black sheep",
"Goosey, Goosey Gander®)

Seautiful. You really
can sing. Who tought
you all these songs?

Mrse Gs Did Mrs. Oa
teach you any?

hms You remember
Mrs. O.? Your first
school?

Yes, that was your
first school,

I know. Mrs. 0. is
not here any more.

417.

Mm Hm/

Awa/

I know/

Mrs. Ge/

Mrs. 032/

oh, its Cici's
school now/no, it's
my school/

but I'm not going
there again/

she has travelled/




image400.jpeg
R:

n:

s

it

To where?

eseshe’s in Ilorin,

Mm?

Where?

(M sings) Yes, yes,
that's a song Mrs. G
taught you. "We

are the children of
ess 8chool"., You
know how to sing that
one?

(¥ nods)
OuK. sing it let us

ase
( M sings)

Thank you, you know
how to sings Do you
sing in church when
¥you go?

You don't? You go
with your grandmother
to church, or is it
your Auntie?

tho do you go to
church with?

4184

to Lagos/

ah - ah/she's not
coming back again/

she's teaching the
children to sing/

no, yes/no, yes/no,
yes/"nick, nack"/

fnick, nack..e"/




image401.jpeg
Mz

Re

Your mummy and
daddy?

(¥ folds bock cver)

Don't fold that book,
One day that book will
cry, you knowe

Yes, if I take you and
fold you like you're
felding the book, won't
you cry?

No?
(R laughs)

You go to church with
your mummy and your
daddye

ihere? Which church?

In the University
Campus? In the
Chapel?

In the campus. Do
you sing there? No?
You don't? You don't
know any songs?

419.

with my mummy and
daddy/

ah = ah/

no/

Mm/

Mmz/

campus/

our church is in
the campus place/




image402.jpeg
Ithm? And what do
you do there?

(demonstrating -
kneeling down)

Hhm?

(M sings "Our Father
in Heaven eee")

But that's a beautiful
ones It's a beautiful
one. That's nice. O.k.

Mm?2

You will sing more.

One, twc, three, four,
five, once I caught
a fish alive.

. ¥:  six, seven, eight,
nine ten.

Then I let it go againe

420,

sing/we pray first
before we sing/

I didn't know it/

I will sing more/

I will sing more/

yes, one two,
three, four, five

ees/

why did you let
him go?/

Because he bite
my finger so/
which finger did
it bite?/the
little finger on
my right/




image403.jpeg
Let's sing that again,

Once I caught a fish
alive,

Then I let it go
again.

The little finger on
my righta

Yhich is the 1little
finger on your right?

(sh: wing it)

Yes, the fish bit
that one.

And you let it go
again,

0O.k. stand up. That's
a goed girle

421.

one, two, three,
four, five/

six, seven, eiqht,
nine, ten/

why did you let him
go/because it bite
my finger so/
which finger did

it bite?/

the red(2) finger
on my right/

the little finger
on my right/

this/

yes/

yes/




image404.jpeg
16,

You want to do something

for me, Mm?

Yhat?

Paint my book? 1It's
2 pity I don't have
paint in the house
because children play
with it and they paint
everything in the
heuse. Do you paint
everything in your
mummy *'s house?

Everything?
(1 nods)

Including her bed
and her books and her
plates? Mm?

(M nods)

Is it good to paint
all thése things?

But you do? Do you?
(i nods)

I thought you said
you were a good girl.
Aren't you a good
girl?

(M nods)
Mm?2
(M nods)

Yes.

that does a good girl
do?

422,

yes/

paint your book/

yes/

Mm Mm/

yes/




image405.jpeg
17.

18.

Mz

423,

I want to write/
You want to write.

Mm/
Now?

Mm/
Again?

Mm/
You want to draw
or you want to write?

draw/
What are you going
to draw?

a car/
A car?

(¥ loocks for the biro)

What do you do in a
car?

where's Uncle's
biro?/

(looks for it under
the bed, on the bed,
picks it up)

You found it?
(M nods)
Mm?

4he Lock Mana, Come,
I've just seen something
on your dress. Move
near, let me show you
something.

(M moves near R)




image406.jpeg
3

Me

n:

{looking at M's dress)
Let's see.

(pointing to a picture
on her dress)

Ah, did you know that?
Did you know that it's
"Baa, baa black sheep"?

(pointing to another
picture) See it here.

(2 and M sing)

Let me see.

(¥ turns round and R
looks on her dress)

(R and M sing)

I didn*t see "for the
dame®, But I can see
"one for the little
boy™ one for the
little boy.

¥ho lives down the
lane.

(still looking on M's
dress) where is the
lady?

In your back?

(¥ turns round)

this is "Baa baa
black sheep"/

#hm/

T have one on my
back/

whe live in the/

the lady is in my
back/

yes/

this lady/




image38.jpeg
6a

(Teacher giving out
paper to children to
draw)

Mz

T: Now, listene
M:

(In the classrooms Teacher
teaching number recognition)

T: (showing a number) Now,
loock at this. If you
know it put up your hand.

Children: Eighty

T: OlK. Mana, what number?
look at it carefully.

T: Is this four?
Children: Noe

T: (showing 18) what is
this?

K: Eighty-once

41.

want upon a time, di
man was eee in di
night(?)/ When di
matter was putting

in di boat and dis
arc looking a fish/
di man was say what

a matter for dis girl?/
but clese de,@g.}]
hais and do and

like dis/ di man was
say go to your house
and ees/

Teacher, me I wan(t)
lait/

Teacher, you no give
me my paper/

Teacher, me, me/

four/
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19,

s

vhere is she?
(pointing)

“One for the master,"
but I can't find
“one for the dame."

(r puts finger into
M's pocket)

Mm?

(peinting to pocket)

You put money where?

In your pocket,

(M sings '"one have
a knock, and the
knock have a cake

ene™)

(R tckes dismantled biro
from M)

fis

Rz

(taking it from R)

Mm?
(M sings again)

After you've spoilt it?

(M sings)
(R and M look at biro)

Hee, see, you see, ch

Mana. 0.K, give it to

uUncle, may be he can
repair it. Mm?

4254

one for the/

T have here
inside my this
thing/

I put meoney in
my here, here/

in my pocket/

vm/

I want to go and
give Uncle/
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(¥ tries to repair biro)

Can you? Go and
give it to him. May
be he can repair it.

(still fiddling with biro)

Mm? Have you repaired
it now? Mm?

(whispering) Take it
to him.

(whispering) Take it
to him.

O.k. Do, Take it.
(still trying to fit it)
Takz it to him.

(i drops biro on floor
but picks it up again
one piece missing)

there's the other bit?

Mhm,

(demonstrating how to
fix it}

Noe

Mhme Take it to him.

(still trying to fix
it)

426,

I can (re)pair it/

I will pair it/

Mm?/

T will take it to
him/

Mm?2 /

I take it to ..o/

the pin2/

like this?/

like this, ehn?/

you will leave it
like this? Mm2/
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R:
Mz

Go and ask him.
(demonstrating)

Noe

(1 tries to write)

O.ke take it to
Uncle.

Take it to Uncle.

Fhme

(M taking biroc to
pieces)

Oh, noe I think you

should take it to him,

let him repair ite
(giving biro to R)

No, T can't, T can'te.

Teke it to him, Mm?
(showing dress to R)
(taking biro from M)
Let me have it.
(showing her slip)
vhatt's that?

vhatt's that?

4a27.

you will leave it
like this and write
like this?/can you
write 1like this,
jaga jaga/

I will write jage
jaga gongo/

Mmz/

Uncle?/

take, repair it/

look at/

look at/

ehn?/

thisz?/
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2la

lihma

Your blanket?

(R and M laugh) Is
it a blanket.

(touching her chest)
where?

It's your slip, is it?
(M pulls up her slip)

In your stomach?

It's not. You mean
you eat it like food?

(pulling up the dress
to show slip)

(putting her dress down)
No, you don't open it.

It's your slip. You don't
open your slip for pecple

to see. Vm?

(taking up R's hand)

'y nail? Mhm. Do you
have any nails?

(showing R her
fingers)

You cut it, with
what?

4284

is like blanket/

1 have it here/

in my body/

ah here, it's in
my stomach/

yes/

no/

look at my stomach/

look at your naill

I cut it/

with my mouth/
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22.

23

M
s

vith your mouth?
How do you cut your
nails with your mouth?

rubs her eyes)

Mm?
(taking up the boonk)

You haven't finished
reading this book?

(locoking at pictures)
What's that? What's
this?

Carrot? And this?

Mm? You forgot?

Scissors. Yes. What's

that?

Ouks where's your
Auntie? Can you tell
me where your auntie
is? I think we are
about finished, Mm?

429,

I want to read
this book/I'm
not finish with
it/

I'm not, I did not
finish with this
book/

Mm/

carrot/

razor/

blade/

scissors/

car, cat, cake,
cup/
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Mz mmz/
R: Vhere's your /juntie now?
e my auntiez/

R: The girl I used to see
in your house,.

M2 who? Agotha?/

7: I don't know her name.

M3 Agatha/

n: Where's she?

M2 M2/

R: Vhere's she?

Mz she's in her house/

R: In yocur house?

Mz ah - ah, in her ocwn
heuse/

Rz Her own house?

M: Mm/

R: Where's that?

M3 Mm2/

R: Where's it?

Me Agatha and Mercy/

24. M: (looking at picture) eqgg/

R: Mercy? Who's Mercy?

Mz egg/lock at egg
here/lock at
eqq/

R: Lgg?

H Mm/

R \here?

(M points to picture)
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M3

Ohe Yes, in a nest.

In a nest, It's in
a nest

rm?

T can't hear you.

Lift up your head,
ah = ah,

vhere is it?
There's no chicken
there, I can't see
ite

It's gone away?

(M sings)

sse NoOw, can you
pack up the books

s0 we can put them
away? Shall we rest
now?

(picking up beooks)
Shall we go and sit
in the sitting room
and wait for Awa?
Mm?

431,

in a chicken/
it's a chicken to
eat/

it's a chicken/

a chicken/

a chicken/

it's gone away/

yes/

Mmz/

Mm? Yes/
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M:
Me

R:

Yes? Can you pack
them all up and put
them away?

(i picking up books)

Close this up
properly.

(showing M some torn
sheets) sSee that
cne, put it inside
here.

(picking up only
the cover of a book)

(s'ows R the cover)

Mm?

Where?
(showing R)

When Dawi comes you can
ask him where he kept
the rest. You see,
they are very naughty
children,

The people who pulled
this thing out. They
used to play with
their books the way
you dog and so they
agot spoilt.

(M takesa pile of
books and puts it on
top of the drawers)

Thank you. Do you
help your Mummy at
home?

4324

Mm, no anything,
only this/

no anything/

here/

who?/
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(picking up more
books)

Do you help your
mummy at home?

Do you help her?

Yes?

ilhat do you do for
her? Mm?

that do you do, for
your mummy?

You don't know, You
don't wash plates for
her?

You do?

Who?

tho used to wash
plates?

snd what do you do?

Just eat?

433,

Hm2/

Mm?/

my mummy?/

yes/

Mm2/

I don't know/

ah/

ehn?/it's Uncle who
use to wash plates/

uncle/

yes/he use to come
and wash plate/

we?/

no/me pack it
for him/
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You pack them for hime

and what docs Cici

do?

(carrying a pile of
books on her head)

Just eat, and cry.

And cry for Mummy when she's

going to school?

Does she cry for you

when you're going
tc school?

Yes.

Does Cici cry for
you?

“hen you're going to
school? Do you cry

for Mummy?

No? That's a good

agirl,

(M picks up pieces

of paper from the
bed)

Finished?

434,

tm/

eat/

yes, and cry for
Mummy when she's
going to school/

Mm/

me2/

no/

no/

no/

Mm2/
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42.
Is this eighty-one?
Teacher, cighty one/

Eightcen, it's eighteen,
All of you say thate

Children: Eighteen,

Ts:

X:
Tz

(showing 14) Lock at
this once Yusuf.

(standing up) Fourteen.
Yes, it's fourteen,

fourteen/
Fourteen Mana, ah-ahs
That is very good. Is it
fourteen?

yes/

One and four; when you
write 1 then 4, then its
1l4.

Child: I can write it.

M:

Teacher I can lait it/

(In classe Picture recognition)

T3

M3
T3

(showing the picture of a
ball) What is this?

a ball/

A ball see
I'1ll show another thing
novie

(showing the picture of a
crocodile) Look at this.
What is this?

Children: Crocodile.

M
Tz

crocodile/

That is very good.
So you know ite
Crocodiles
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435,

R: Finished?
M3 yes/

26, (M looks at a pamphlet)

R: Let me see that
pamphlet. You know
what it is?

(¥ looks at it)
R: Is it this one?
M yes/

R3 Do you know the
song "International
Year of the Childn"?

M3 ehnz/
(M walks townrds R)

n: Do you know "Inter-

national Year of

the Chiladv?
Me yes/
R: Sing it then,

(i takes pamphlet from

R and looking at it
sings)

n: (pulling M towards her)
Thank you very much,
Mana. You've been very
good, haven't you?

27« R: (aiving biro to M)
Give this to Uncle then.
s where's it?/

R: ind what do you say to
Uncle?

M2 (looking at u) thank you/
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w
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Ook« take this to

him, and ask him to

repair it, 0.k?

(taking the biro
pieces)

Ouke take it to him.

(demonstrating)
Mhme

(demonstrating)
Ouka

(biro top comes off)

(aventually takes biro

to )
Yhat do you say?

And you didn't ask

him to repair it.
(facing U)
Pleasel

Whe spollt it?

*ho spoilt it?

and what do you say?

Yes, but aren't you
sorry that you spoilt

it?

4364

1'11 put it for
him, let him (re)
pair it/

like this?/

not like that/
like this/

ah§ like this/

thank you/

repair it/

please/

ehn2/

me/

thank you/
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M3 I'm sorry/

2: You're sorry. O.K.
Thank you very
much. And say thank
you to Uncle.

M:  (to U) thank you/
R: &nd to the other

Uncle
u: (ko U) thank you/

(Mana aged 62 months, 2 wecks)

(video-recording)
Mi runtie, she's not
playing/
Rs Who?
(M points to Hauwa)
R: Who's not playing ?
M3 Hauwa/

R: Houwa? 0O.K. Hauwa,
she wants you to play
with her.

H: (Moving to take a toy)
To  (OeK.)

give me one cup/

H: (getting up) Give me
that dolly.

R: What?
#:  Dolly.

R: The baby? What's
that in your hand,
Hauwa? That one:

M: (showing an elephant) this one?/
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An elephant,

(to M) And what's
that?

£ dolly. Yes. What is
it really?

(H turns it round to
have a good look at
it)

4 doge Mhm, You have
dogs in your house?

Yese
(nodding)
You have a puppy?

Ehn?

You have an elephant
in your house?

(pronouncing it care-
fully)

This is an elephant?

Yes.

(H places the doll
astride the aeroplane)

4384

a dolly/

a dog/

mez/

2 puppy/

«eea big elephant/

elephant/

Mm Mm/T say elephant/

yes/

I have {..their
big tails and ...
small tails/
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Rs:

(laughing) Hauwa,
have you ever seen

a girl riding an
aercplane like this?

(moving the aeroplane
and doll round) I'm
not eaee

Ehn?

I'm not going to leave
it like that.

You're not going to
leave it like that?

I can't hear you very
well, you knowe

(laughihg) Ah! look
at thise. A girl
riding an acroplane
like a, like a horsel

(smiling)

Min?

what?

Birthday Party?
H: No

“hat's that?
Bible.

Birthday Bible?

Babul?

439,

ah, ah, ahi T
never see a horse
in birthday <.e/

birthday pabu(?)/

birthday pabu(?)/

no/
birthday babu(?)/

no, babu(2)/
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Me

Babu, what is that?

Hm?

Well, I didn't hear
what you saide

Babu?
Babu what?

(playing with cups)

Sabu horse. What
does that mean?

that does that mean?

(laughing) It means

babue I asked yousss

Oh, I seec.

Where was this?

“here was this?
those house? Who
is your friend?

440,

babu(?)/

that means cost
ase/

wnel

I say babu(2)/

yes/

babu horse/

Mm2/

that means babu/

I go to my friendts
party and I climb
horse/

Cici didn't climb/

¥m2/

my friend?/




image423.jpeg
3w

Yose

(M puts head down,
trying to recall
the name)

You forgot?

Uhere do they Rive?

Yes. Where is their
house?

iha, what's your
friend's name then?

Hauwa, do you know
her friend?

(shaking head) No,.
No?

Cici knows your friend?

But you've forgotten
your friend's name?

(surprised)
Yes.

44l.

my fricnd's name
is em, em/

Mm Mm/

they live in
their house/

is near our
house/

olr friend's
name i85 oo/

Cici know my
friend/

yes/

me?/

no, his name is
Sunday/
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sunday? 1 sees
How many horses do
they have?

How many horses do
they have?

(M shows fingers)

What's, how many is
that?

(counting)

Foury Four?

Now, I asked you if
you had any dogs in
your house,

(holding the toy dog)
Yese

You have a small
PUDPY «

Bingo, what colour
is it?

What colour is it?

Green? No it's black.

It's blacke

442,

ehn?/

one, two, three,
four/

ah, yes/

dogs?/

we hove small
puppy/

his name is Bingo/

ehn?/

green/

black/
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Mz blackie/
R: Yes. And you have a
M2 cat/
R: X cat. what colour
is it?
s red/
1i  Red?
|24 yes/
R: It's not red.
M1 areenz/
R: Noe
ui yellow?/

itz Can you show me the
colour. What is it
like?

HM: (showing R a book) like this colour/

A1 Yes, and what is
that colour?

M: Mm green/
H: (pointing to a colour
Thise
I this?/
R: Yes.

H: Like what colour? This?

'z Yes, this one, what
colour is this Hauwa?

H: Eluea

(pointing) which one?
this one, this space.

H: White.

R: White, white. Your
puppy is white.
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No, it's not your puppy,
your puppy's black and
your cat is white, isn't
it?

Ycsa

{opening a book)
No cat? Where?

In your house?

Let me see. Let me
have a lock. Do you
know what this is?

(R points to picture
of a fish)

what is it?

It's a fishe

{7 oints. to another
picture)

um? Is it? May be.

(R points to picture
of mittens)

Looks like socks, but
they're called mittens.
They're for the hands,
you know,

444,

white?/

yes/

no cat/

no cat/

in this bock/

yes/

fish/

train/

a socks/
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Mz

What?

What killed a woman?

(to R) See the
connectiond

(indicating on herself)
Where?

(demonstrating)

In the hospital?

The crocodile?

Can crocodiles give
injections?

Children: HNoe

T:

VWhere does the crocedile

live?

Children: In watcr.

Tz
M:

In the water

Child: And in the zoo.

M3
Tz

In the what?

43.

crocodile/ he
are killing it/

2 woman/

a baby/ that
hospitals/

they are doing
injection for here/

on here/
yes/

yes/

yes/

in the water/
and here/

and in the gru fzui7/
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Mz

liittense In very cold
countries, you put these
on your hand$8e

When you're going
out, because it's
very cold,

(R points to another
picture)

¥hat are these?

Flowers. What colour
arc they?

What colour are they?

Lock, what colour is
this?

Hauwa?
Rede

2ed, more like pink,
isn't it?

Yese

Some are quite red,
pink, and that's
what?

Yellow.

Yellow. See the bud
in the centre. O0.k?
wWhat's this?

445,

mittens/

when you're going
to cook?/

flowers/

Mm?/

ceel

I didn't know/

a squash/
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Orange juice

Yes, orange juice.
llhm. What is this
called?

It's a glass, Yes,
(R shows another picture)
You know what this is?

{411 three look at the
picture)

what is it?

vhat do you do with
it?

You put it in your
ear? Just your ear?

what is it?

(H laughs)
a what?

It's 2 telephone, it's a
telephone. what do you
Jo with telephones,
Hauwa?

You eee/

Pardon?

446,

glass/

yes/

I know, a/

put yocur hear
(ear), a.../

Mm Mm/

is a/

ei, ei/
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H: You talk in it.

R: You talk in it.
You 1lift it up like
this,

(2 <demonstrates)

this end is here

near your mouth, this
end is in your ear,
and you speak into it,
and your friends wey
down in Lagcs, in
talduguri, in Makurdi,
in Lokcja, in Kaduna,
can hear you.

ind they can speak to
you toc if they have
one like thise

They don't?

R: They do or they don't?

(M stands up, has tca=pct,
cups and saucers in hand,
He tokes the saucers. M
is annoyed)

R: Sit down and play with
that, what are you
going to meke? You have
the tea-pot.

(R takes tea-pot from M
and puts it down on
the floor)

R: there are two cups and
sfiucers.

447,

ah - ah/

they didn't have/

yes/

they don't/
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R:
Hi

Mz

(M sits down. Both
M and H try to take
the tea=pot)

Mow, you will serve
the tea, will you?

(M takes a tea cup
and cake)

Mm? Where's the
cake?

Put it on the plate
here.

(M puts cake on plate)

Yes, that's it.

(taking cups) Can I use

these cups?
(taking cup from H)

(4 attempts to take
cup back)

Ho, no, no, Put them
down, you see you'll

both play with them,

You will give me some
tea here.

(R points te one of the

cups) You will give,
who's going to drink
from here?

(pointing to R)
And from here?

4484

give me/

where can I put
the cake?/

I will take one/

because you have
two/

from here,
yout/
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He

(i1 points to H)

(pointing to M) You,
where will you drink
from?

(peinting to other
containers)

Ouke Let me have
this one. Who's going
to drink from hcre?

(R picks up another
container)

(taking the crntainer)
This pot?

(taking it from H)
Is it a pot?

Come on, now let's
heve some teas. And
the cake tooe.

(R puts the plate with
cike in front of M and
H)

(1 taking the tea-pot
from ¥)

I'm not going to put
water,

Ehn?
You don't want tea?

Ocks Hauwa, give me some
teas

449,

from here/

me/

this is a pot/

yes/I will cook
rice/

no/don't put
them any water/

don't put it into
my own/
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(H pretends to put
tea into cups and gives
1 M looks on)

Thank youe

(to M) You want some?
Mana, where's your cup?

(M takes tea-pot and
serves herself)

That's it. Now, who
will give me some cake?

(putting both hand up)
Ouke

(M stands up, looks
round for something)

what?
Knife?

{picks up the knife)
this is the knife.

vhat do you want?
(shaking head)

Look at the knife here,
Look at the knife,

(H puts the knife down.
M phcks up something
else and pretends to cut
the cake with it)

Is that your knife?
(M nods, hands cake to R)
Klright. Ouk.

(pointing to plate) Put
it on the plate for me,

450,

cake?/

me/

I pour it im
this thing/

Mm Mm/
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Ms

M3

Rt

(putting cake on plate)

(taking the plate of
cake) Thank you. Now,
can I eat all of it?

: He Yes.

(pointing to cup) And
this is my tea?

H: Yes.

Goods And where's
yours?

Mhine
(peinting to her cup)

Oe.ke May be you should
have scme cake too.

(R puts cake on the
floor for them)

(pointing to R)

No, thank you.

(H and M pretend to
cut pieces from cake)

(to H)

What?

Her own what?

(M pretends to eat her
cake)

451.

Mm/

yes/

yes/

my own?/

this/

Ooke/you didn't
want it?/

you want to cute.s/
oeke take your own/
ciya your own/

ciya your own now/

ciya your own/

I ciya my own/
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Mm? You do what?

what is ciya? what
is eciya your own?

(looking for something)

(¥ pretends to mix
something in a cup)

Mmae

(moving towards door)
Corry on, cook your
food.

(showing M something)
Lotk at the ...

(taking something from M)
Give me this onec.

(snatching thing from H)

For what? (they lock at
each other)

(sitting down on a stool)
That's what I said. The
fire is in ... and you don't

wante

452,

I will eat your
own/

where is the pot
now?/

where is the tea
spoon?/

you want to cock?/

ehn?/

vhat of Auntic's
food?/

ehn?/

no/this is not
for cooking/

this is the fire/
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(H is silent)
(sitting down) Mm?
Are you cooking too?
(H silent still)

You're not playing?
(H shakes head)
What's the matter?
lNothinge

Mothing?

(to M) let me see your
ciakee

(H walks over to the
corner)

Do you help your
mummy make cake?

Yos.

You know how to make
cake?

Yes,
How do you do it?

(H bending down to take
something)

How do you make cakes?
(H sits down.M dances)
what do you want?
(squatting)

A spoon?

‘Poon'? Who says ‘pcon'?

4544

she's not playing/

what do you want?/

a spoon/

poon/
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M: (walking back to her seat)

R: Yese

R: Spoon or 'poon'?

R: Sc ycu den't know how to
say Spocna

M:  (sitting down)
R: Ycse So you doe
M: (looking at R)

& Clci?

R: Who? Igikonya?

R: Poone
Mz
R:  Fhine

M (stamping her feet on
floor and heolding head
in hands)

(picking up something
from floor)

(M walks back to her
seat)

R: What will you put the
milk in?

455.

poon?/
me/

poon/

spoonz/

Cici/lock at my
sister use to call
it poon/

ne/no/igikonya/
poon/

poon/

poon/she's calling
it poon/

I forget to_put
milik /milk7 wol/

I forget the
milk/ Oeke oo,/
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Ts

T:

Zoo, say that, zoo.

200, YeSe

(After a child tells a
story, M suddenly says)

Your father ate a crocodile?

OeKe Now Zara, tell us
your ovn storye.

(Z tells her story)

Rogoes Monkey was eating
rogo and nct bananas.
That's very goode

What is rogo?

M3

(Teacher shows the picturec
of a pot)

T: What is this, Ime?

I:
Ts

A book

A book, (showing the
picture of a pot) Look
at thise

the gru/

zoo/

Teacher, my father
cat a crocodile/

Yes, den /Fen’

go their house/ then
come to our house/
that a man was put
them a gun and water/
and put it on di
water and put it on
our TeV, and break it/

Teacher, teacher, a
logo/

logo/crocodile/
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(curtseying and pcinting
to bowl)

In the crke?
(sitting down)

O.k. put it now,
Did you put the
sugar?

Mhm. Or you don't
mke your cake with
suqar?

Don't you make your
cake with sugar?

You do?

(11 sings, hisses, picks
up a piece of paper)

(M hisses again and
shzkes the piece of
paper)

Is that the sugar?

what next?
(bending down)
Powder?

ihat kind of powder?

(M looks at ceiling,
turns round, picks up
plates)

4564

here/

Mhm/

sugar?/ ahi/

with sugar?/

yes/

this one be the
sugar/

¥Mhm/

next powder/

yes/
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paking powder?

hat are you putting
into yours, Hauwa?

Heats
Fme
Meat.

Meat? What are you
cooking?

Meats
You're cooking meat.

(bending down and
touching something)

A what?

Fire?

No, Does it look like
fire?

Oh, you mean that's her
fire becausc she's cooking
meat? That's the stowe,
is it?

(H nods)
Is it electric or gas?
GasSe

(laughing) Gas. O.ke
When you cook meat, what
else will you cook?

457.

Mhm/

this is a fire?/

a fire/

Mm/

Mhm/ oo/
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M3
He
Re

Mothinge
Mothing?
(H shakes hecad)

You'll just eat meat?
You won't eat tuwo

or rice, or yams?
or potato?

Oor egg?

ak: '
(’lojixvrh::qakc e to M) Here's

(taking it and locking
at it)

(pretending to read from
a recipe - her piece of
paper)

Baking powder?

Baking powder, is it?
(again pretending to read)

(M puts paper aside)

Is that what Mummy says?
She locks at her paper

or her book and says three
teaspoonfuls baking powder.

4584

rice/

ah/

or potato?/

or eqgqg?/

this cake?/Yes,
I'm making another
cake like this/

making powder,
three of, three
making powder/

vm2?/

three baking
powder/
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459,

iz ah?/

How much flour? Uon't
you put flour?

R?

(M getting up, shows

4 fingers)
what?
M3 biyu (two)/
R: ¥m?
Mz biyu, uku, biyar,
goma (2, 3, 5,
10)/
R2 #inene? Cups?
M: (laughing) Mmz/

you're not making
cake for your

birthday?/
(i1 pretends to put
ingredients into
bowl)
R: vhat have you put in
now?
M3 Mmz/
F: What have you put in?
I35 putting?/
®: “hat did you put there?
(M looks at R)
R: I saw you taking something
and putting.
M making powder/

R: Baking powders
Mt baking powder/
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w

lihme

(4 picks up a spoon)

(standing up)I'm going
to give you.

(angry, turns round,
hides face in corner)

(looking at M) Mmz Come
and sit down.

(turning round)
(1 tzkes a bowl)

Taking what?
(taking the bowl from H)

(M mixing ingredients in
the bowl)

(1l wants to takc the
tca pot, M takes it)

I want to put water.

Let her take a little
water, and then she'1ll
give it to youa

(taking the tea-pot from
M) I'm going to give
Youe

(H pretends to pour water

on her cooker)

(surprised)

460,

I'm using the
spoon now/

I will not .../

give me the spuon/

you're taking itz/

what of the spoon?/

where is the this
thing?2/give me/where
is the baby/

I'm using it/

I want water/

aht/
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Be

what?

You see, you pour
water on your gas, your
gas cooker?

Mm bimg

On what did you put
it? That's your gas
cooker, isn't itz

(pointing) you poured
water there.

(shaking head) No.

No? Where did you put the
water?

Round it not on the gas.
wound it here.

lxound it?
Yes, I'm going to clean it.

You're geing to clean it?
Oh, 1 seca

{pointing)

(M hisses)
(H cleaning the cooker)

she wants to clean the

the cooker.

What are you going to
do with the baby?

461.

in your gas?/kaii/

1ok at your
fire/ you/

coovker/

Mm?/
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462,

n: What are you going to
do with the baby?

M2 the baby?/I'm
going to carry her/

R: I thought you were
going to feed her.

(1 looks at R)

R: I see you have 2 cup
and a spcon in it.
You have the baby theree
Is her food in the cup?

M3 no/
: What is in the cup?

M: (taking another cup) this is her ...
own/

What is this then?

nothing/I'm just
putting the spoon

inside/
n: Oh, I see.
Ms I want to put
baby's ses/
Rt You want to do whatp
¥t (mixing something
in cup) make the powder/
R: Uhat powder?
s making powder/
3 You're still making
your cake?
M: Mm?/
H: Are you still making
your cake?
IH me?/

R: Yes,
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w

=

=

It's not ready yet?
(still mixing something)

wWhat people?

are they coming for
the party?

Fanny, and Hina and
pathy, is it?

(locking at R)
Hina?

And who?

Kodney. Arc these
your friends?

I see.

“here's their house?
Wear your house?
Is it Peter's hcuse?

(# lzuchs)

(laughing) Not Peter's
house?

463,

Mhm/

yap/those people
has not come yet/

Fanny and Peter,
and Mina and
Konki, and .../

who?/

Minat/

Mm/

Kodney/

that small girl who
is her namc is
Kodney/that is
Cicit's friend/

Mina is my friend/




image445.jpeg
10.

1l.

(1 blows air into baby's
hair)

e

Don't blow air into
your baby's hair.

(1sughing)

What are you doing?

ihat?

Uirt.
(rocking baby)
Is she crying?

I don't knowe

How do pecple travel
in acroplanes?
(demonstrating)

sitting on the
aeroplane?

(pretending to fly plane)

464,

I'm not feeling her
head/

dirty is in her
head/

dirty/

sorryi/

sorry/ycu want your
elephant?/ wherc's
acroplane?/ I will
get you acroplanc/
how can I put her
like this?/

like this/

yap/o.k./bye=bye/

vop/

play with, where
is her .../you
can't get itees/
I make more/
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Rs3

More what? What's
What arc you doing?
Mm?  What are you
doing?

what are you doing?
(fanning the fire)

You're fanning the

food? Do you fan your

cooker?

vhy?

What?

(laughs)
onions?

And what does she
make?

vhat? What is that?
Mm?

465,

Mm?/

I'm fanning
the food/I'm
fanning the cooker/

Mm/

because I finish
cocking and I'm
going to cooker
more/

I'm going to
cooker ..scooker
more/

I'm making onions/

my mummy put powder
on onions/

making powder, cike,
custard/

my sister birthday/
Oeke/my sister
name is Igikonya,
Cok?2/
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I: A pot.
T: Yes, a pot.

T: Do you have it in
your house?

T: What do you call it?

: What isthe name of this
thing?

T: A pot.

T: When you're doing happy
birthday.

(T. shows a square shape)
What shape is this?

Children: Square

T: All of you say it,
Children: Square.

T: A square

Mz

(T. shows a rectangular shape)
Can you tell me anything that
has this type of shape?

Children: A door.

T: Good, a door, A door has
a rectangular shape,

45,

like our own/ like
our own/

yes/

we put it ../

pot, a pot/

Auntie put it
on our table, and
put it on our
(h)appy birthday/

a square/
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12.

How, what is your
sister's name? T
didn't hear it.

Igigonyo. she lives
in Kaduna?

Kabala?

vwhere's Kabala?
Kabala is in Kaduna,

Kabala is in Kaduna
(M laughs)

Who?

Who calls it Kabala
Doki?

Your dad?

1 see.

vhere's Cici today?

Where's Cici?

466,

my sister's name
is Igiqanyo/

no, Kabala/

Mm/

Kabala Doki/

dem call it
Kabala Deoki/

Mm2/

my dad/

Mhm/

I'm making something

rmz/

you say that you
will not take Cici/
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13,

s

Y2s, I said that
I won't take Cici
today.

And so?

there's she?

With whom?

Doing what? What have

they gone to do?

Sorry, what did you

say?

tthat did you say?

To where?

Where has he travelled

to?

Keffi?

467,

yes/

she is weo/

she's in the
market/

with Mummy/

my daddy has
travelled to eee/

Cici's daddy has
veel

ehn2/

T say Cicit's daddy
has travelled/

Mm2/

Mm Keffi/

Mm Mm/
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4684

R: To Keffiz

(M gets up and walks
away )

Where are you going?
M2 eee/

Rt Ohe. Come back heres
Let's finish this first,

Mm?
M: T will come back
soon/
1t You will come back soon?
Mm/
No. Come back and let's
see if we can read a
nursery rhyme. Can you
sy a nursery rhyme?
ns Mm/
R: Mm? Let me read one
or two.
Mz I will peepee on my
body wol/
iz Ohe I see, O.k. you can
go and come backe
(11 goes out)
14. (/s ¥ walks back into the
room)
R: Have you ever heard
this one? “Humpty
Dumpty sat on a wall"
M3 (walking towards R and
H) let me see/

You know that?
(1zoking in the book) where's it2/
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(taking bock from M)

C.Ke let's show her
Humpty. See? "Humpty
Dumpty sat on a wall,
Humpty Dumpty had a great
fall." If you have a
great fall, what will it
sound like? Bani Ouke?

“All the King's horses e.e

put Humpty together
again'.

(M takes the book)

(M tries to read it -
Repeats rhyme after R)

OeKa give her, let her
read her owne

(M gives book to Hj
H recites a rhyme)

Good e

(snatching the book from
H)

(R takes the book)

Which cne, Let's
find another cnee

(pointing to a rhyme)
what of this one?

Do you know this cne?

(M makes up her own
rhyme - pretends to read)

Mm?

469,

M/

I want to read it/

I will read mine/

girls sat a boat/

airls sat a boat/
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7]

Re

(M and H. pulling on
book )

Let's sce, let's see
Ouks say it,

(Taking the beok) Let
me read it for you.

(i reads)

Here am I

Little Jumping Johne
When nobody's with mec.
I'm all alones

(R reads again)

Houwa, do you know any
songs?  These are hymns,
you know "Away in a
Hanger"?

(reciting-rhyme)

(picking up variocus objects)

7411 you say that
again? "I have a great
fruit, what do you do
with agreat fruit? what
is 1t?

470,

girls sat a boat/
girls holding her
lea/

alright, look at
Jumpty, Jumpty/

I have a great
fruit/I sit down
in the eee/

I have a great
fruit/what will you
do with great fruit
can2/
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Ms

Rz

Ms

What do you do with
jumping?

(M looks up at R and
smiles)

who taught you that?
You?

471

I have a great fruit/

wWhat do you do with

great fruit?/

I jump around the
hill/

I get my sister.es/

what do you do with

jumning?/

what do you do with
great fruit?/

I fell and my eee/

why did you do that?/

because my daddy

told me to de again/

who say that lct you

do?/

Nobody/

why do you do it2/

I know how to do it/

which side, where

is your side to your

house?/

my side to my house

ig far far away/

Osk./come to the car,

let me take you/

Juupty, Jumpty, until

you fell down/

green fruit will

knock you pass/

Mmz/
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154

Rg

arc you making it
up? Mm? Did they
teach you in school?

Yes.

Yes?

Mrs. Ge knows it but

she didn't want to
teach you?

1 crawls on the floor)

Mhm?

I don't know. You'll
have to tell me.

Yese

(indicating on floor with

finger)

472,

school?/

yap/

Mrs. Ge. know it
but she didn't wanl
to teach/

yap/

I know what I will
make/alele/no,

I will not make
any alele kosail/
ahl what is alel:
kosalz/suntie/

what is alele kosaiz/

alele kosaiz/

mm/

oh, this one be
here/one this side,
one this side and
cne this side/
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16.

17.

36
Rz
M
Ra

(turning round)

What?

What food are you
cooking?

Vhat food are you
cooking?

Teba?
Teba and miyan what?

(te 1 who has been hclding
2 book)

(M covers a plate with
another)

that is that?

Mm?

vhat is it? 1Is it
tuwo? Is it miya?

473

where's the cover?/
where's the cover
that T will put?/
I cook more/

I cock the food/

ehn?/

teba/

Mm Hm/

you're not reading
it?/you didn't
know how to do it?

ahlI cover it/

eesl/

for peoples to eat/

tuwo/this is miya/
this 1s tuwo/
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R:

Mz

Mz

Mhme Tuwon me?

Tuwon me?

(M carries plates on
something flat)
Is that your tray?

(carrying it)

You're going to sell
tuwo?

(The tuwc drops from
1¥'s head)

Chi

{11 laughs. bends down
to pick up her things)

You've spilt all your
tuwo?

A1l the food?

Mhm?

m?

Ahl  who will buy

the food that's on the

floor now?

4744

Hm2/

ah! I'm going to
sell tuwo/

me?2/

yes/

T will put it again/

I will put it
again and put it
to my head/and I
will fall it down
again/

nobody/
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475,

R: Nobody. You see,
you won't get any
money for it.

M: (picking up the things) ah - ah/
E: will you get any money
for 1t?
M2 I will get money
for it/
R: Mm?
M3 I will get money
for it/
You will get money
for it?
Mz Hhm/
R: Trom whom?
Mz from whomes./
18, s Does anybody know this
little song "Twinkle
Twinkle Little gtarm?
M & H: Yes. yes/
Rt O«K. let's sing ite
(H and M recite the
rhyme)
R: Do you know how to sing
it?
M & H: Yese yes/

(R, H & M sing)

R: (pointing to picture in
the book) Look at this.
You sece the star? See
the star?

H & M2 Yes yes/
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10.

(T shows a square)
How many sides has a
square?

Children: Four

Tz

Mz

Four what? Four
sides,

Now, Victor, what shape
is this?

A square, very good.
It's a square.

(In the classroom)

Tz

M3

What did you bring?
Is it cake?

Cake andbread and
squash?

Child: /And *lemu!

T

M
Tz

What do you call
*lemu* in English?

And reke, and what
again?

Child: And sugar cane

M3

46,

open di door/
open di door
and close it/

Teacher, see my
«se« paper here/

square/

and bread and
squash/

yes/

o1, leke (reke)/

and sugar cane/
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19,

3ce the little airl
standing by the window.

Is it a boy?

what's that?

Oh, s» boys wear
trousers?

(11 nods)
ot girls?

You used to.

Don't you, any more?

Lo you still wear
ktrousers?

(taking book from R)

(¥ sings. H plays with
M's hair. M turns to
another page)

{to H)
(M hisscs)

476,

a boy/

leok att/

he's wearing a
small trouser/

I use to wear
trouser/

Hm/

I'm wearing it/

Ouke, I want to
read it/

what of this?

den't do my .

You're the one who
is going to buy
this cne today/
1f you come here,
zan barawo ka/
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20.

Re

vhat?

Zaki mine?
(11 laughs)

Za ki barawc ta?
what is that?

(¥ laughs)
“hat does that mean?
(M laughs)

that's that?

Houwa, have you ever seen
i live elephant?

Mm?

4~ live one?

! shakes head)

Wo? You've never been
to the zoo?

I have.

there? Have you ever
been to a zoo? Seen
animals in it?

Yese

where did you go?
where was this?

Knnoe

In Kano, Mhm. And
<id you see the elephant
in the zoo?

47,

I say that zen bare-
wo ka/

what is iyo baga
baga ngu ngud/

no/

mei/
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4784

(H shakes head)
No elephants in the

zo0?

(shouting) there are elephants
and ikokotemu/

m?

there are elephent
and ikokodemu/

where? Where? In the

2002

yes/
¥hich zoo?

um2/
Which zco?
(carrying box on her
head) Kano zoo/
The Kano zo0?

Mm/
I see. Have you
ever been there?
(walking off) bye-bye/

there are you going?

Mm? Where are you
going? Mm® Where are you
qoing?

(M kneels down near
Ry picks up doll's
Jdress)

1look at my dress/

(M gets up, puts
semething into box)

I will burn it/
Come back this way.

(M turns rouhd, puts box
on floor)
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21.

224

M:  (to H)

{walks cff, suddenly
turns round facing H)

R: To do what?
(laughs)

she Now will you sit
down, my dear?

(sitting down)
R: Have ycu ever travelled
in an aercplane, Hauwa?
H: (shaking hecad) No.

R: lana?

R: Have you ever travelled
in an acroplane?

Nz  Mhma

tis (o H)

i Have yuu ever travelled
in an aeroplane?

(M hisses, takes plates,
cups and sits down)

¥

479,

Mhm/lock at your
food be that/sce
your food inside/
I don make am for
you/aes/

I go come back
tomorrow afterncon/

aht/

Mmz/

aeroplane?/

you spoil my
food, ko?/

look ese in this
plate/a spoon/
where's my baby?/
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480,

(takes doll and bcvok,.
opens beok)

Peter taught me 1ike

that/
: DPater? Taught you
what?
M taught me krukru/
Rt what?
e krukru/
N: Krukruz What is
krukruz
krukru la cock/
R: HMm?
M: krukru la cock
krukru/
23, R: Bring your stool
here and let's do some
singing, some of lirs,
G's songs. Bring
your stool here,
M3 my stool?/
K3 Mhma
M where's the ceey

where's the ses/
R: Corry ite
Mz where's one?/
H: Take it, Put it here.

Mt where?/
R: Here.
M3 herez/

R: Mhme Now sit down.
Did you learn any songs
at all in Mrs. Ge.'s
schoel?
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M:

M:

what songs? Sing one,
let me hear.

(M sings ABRCD)

We can't hear you.
8ing it loudly.

{M sings loudly)
Mhm,

(M sings "Baa baa black
sheep™)

Mhm. And Hauwa?

(M sings "This old
man...")

Aht
(M sings)

Thank you. Hauwa, do
you know any songs?
Mm?

Yes.

Sing, Let's hear you.
What song are you going
to sing?

(H singing)
L
Well, but she's going

to school too. Let her
sing her own school songse

(H sings "We go to our
¢classes")

Beautiful. Now will you
sing it again?

481,

Mm/

not my sing/ycu arc
not going to Mrs Gio
school/

O.ke sing your own
school songs/
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Rs

Just a minute, you've
sung many sengs

(to H) Will ycu sing it
again, but sing it
loudlye

(H sings)

¥m  Beautiful

Ouka

(M sings “Magy has a
little lamb")

ihme

Very good. Shall

I sing you one song?

May be Hauwa knows this

onee

If you know it,

then you can sing with

mee

(R sings "Wherever you

go" H

and M aing with R)

O.Ke You know it too.
(M loughs)

OeKey

0.K. all of us,

Hauwa you know it too?
Yesa

Ouke 1let's sing it,

all of us.

(a1l sing)

Let's sing it againe

(to M) Ah, who taught you
this?

4824

I want to sing my
own too/

I want to sing now/

yes/

OuKa/

em - Fanny/
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He

He
R:
H:
Rt

Fanny, Oho, She
learnt it at school
and she taught you?

(te H) Who taught you?
In the school,

In the school. W#ho
teaches you songs in
the schaol?

My teacher.

Your teacher, Is it
Mps B?

Noe

Who's ycur tcacher?

I dun't know her name.
You don't know her name?

What's your teacher's
name?

she was teaching Dawi
before,

(to M) Mrs. Ge

(to H) Mm?

She was teaching Dawi in

Class Onee

She was teaching Dawi
in class one? Mrs. A?

(shaking head) No.
%ho is that?

I don't know her name.

Mme Oek. let's sing it againe

483,

Panny/

my teacher's ncome
is /
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w

(All sing)
Acin.

(H and M sing)

{M sings)

Du you know any other

BONQS?

pm?

You're guarding a
bcat?

"here?

Oh I see. To glve
to the Queens

Pretty maid, Pretty

mride

484,

I want tc sing it
again/

pussy cat, pussy
cat, where have
you beenz2/I'm

guarding a boat/

I'm guarding a
boat/

Mm/

to give to the
queen/

pretty maid, pretty
maid, what gave she
you?/she gave me
a big diamcnd as
big as my shoes/

what gave she you?/
she gave me a
diamond as big

as my shcas/
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is bic as your shoes,
ithme Does Hauwa know
any rhymes or songs?

Yes,

Which one?

m?

which one?
(M looks for bock)

(11 picks up the book
and opens it)

Which song? Let's see
that, Hauwa.

(taking book from H)
Hursery rhymes, Yes.
(11 opens book, laughs)

“hat do you want?

Humpty Dumpty?

Herea

(R recites the rhyme
with M)

Let me see if I can
find one that we can
singe

485,

where's that book
that we sing?/

that one/

Mm. I want to show
you/

that ~ne, that
song/

give us/

where is it now?/

this one/

Mhm/

Humpty eee/
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11.

T: 1In Hausa it's ‘reke', in
English it's t'sugar cane's
In Hausa its 'reke', Say
'sugar cane'.

M3

T: Are you hungry?
Children: Yes, yes, yeSa

T: It's not yet time Ffor our
break. ... Alright now,

(sings A, B, C, D)
One, two, sing.
(Children sing)

T: Shake it a little, a little?
Mz
¢ O.k. stand up and shake,
one, two (Children sing)
{A child has a sharp object)

Child: Teacher, this boy is
playing with a
dangerous thinge

T: Who?
Child: Mahmud.

T: I told you not tc play with
dangerous things,

Child: It can 'chuck' somebody.
I'H

T: Mahrug , remember wbat
I told you., Den't play
with dangerous things.

A7

Teacher, I'm
hungry/

Teacher, 'shake it
a little a little'/

yes./

it can kill
somebody/
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486,
that song/
Which song?
let me see this/
See this one

(2 sings "Baa baa
black-sheep, Have you
any wool®)

Give me the answer.

baa baa/
Boa baa

black sheep/
Baa bas eae

I want to open
that cne/

Let's see, look at the
sheep. Baa baa eee
can you find the bags?
the bags? Here in the
pictures

(M points to bags)

One, and where's the
second one?

(1 points to it)

Two, and where's the third
one, And one for the
little boy ... where's

the little boy?

the little boy?/
(14 points to bag)
Yes, see his bag?

(sings) "And one for the
little boy who lives
down the lane.”

(#1 throws book down)




image468.jpeg
487,

¥t where's that book?/
#: what beok?

(opening to another
page) Dec you know
this 1little song Hauwa?

(H locks at picture in
the book)

You see, they are making
tea.

M Polly/this is Pollyy
R: Sec the fire,
H: I know ite

(111 sing “Polly put the
ettle on")

R: 5ing it again.

(411 sing)
ah - ah/
what?
M2 shc's putting her
head on me/
Ouke Ouka
M ehn, ehn, you're

loosing it/

(v trying to fix her
hair)

Rt We'll sing your song.
Let me make it for
you.
24. (M turns to another page)
M what of this/

R: wWhich cne?
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Mg no bread and/ah
bread and covkie/

(¥ sings her own

composition)
R: This is "Little Jack

Horner"
Ms thisz/
R: Yese

(211 recite “Little Jack

Horner")

R: (demonstrating) See the boy,
see his thumb? He put
in his thumb and pulled
out a plum, see the plum
on his thumb? And said

R & M: what a good boy
am Ta

R: Are you a good boy?

Mz good girl, I'm not
a boy/

R: I see; good girl,
Are you a good girl?

(M nods)

R: ILeally? what are good
girls like? Hauwa,
are you a good girlz

H: Yes,

R: Ycs?

LiH or you're naughty
girl?/

R:  uho?

M3 Hauwaf
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¥z

Hauwa? Is she a naughty
girl?

(M nods)
vhy?

Why? If she's not
your friend, then she
must be naughty, ehn?
Mmg Mana?

7f pevple are not your
friends, then they must
be naughty?

why? Mm? What has she
done? Mm?

wWhat? What things did
she take away?

what food?
(M walks towards box)

{taking things ocut cf box)

What did she do with
them?

4894

she's not my
Friend/

¥m?/

yes/

she take everything
away/

my food/

this cne, I will
take it/

this/

she pack them and
put them here/
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R:

Mz
343
M:

Mz

4904

That's where they belong.
Mm? Is that not where
tney belong? Is that
nut where they should go?
Hm?

(1 stonds up)

I want to peepee/
Again?

Hm/

Ahe What did you eat?
or what did you drink?

1 drink water/

You drank water.
Flenty of water.

v/
(M gees out:H and R
sing)
Now, Mana.
rma/
Come alonge
(to H) get up in my seat/
Oh, get up from my
seat? Now, bring your
stool Hauwa, and
(to M) Now sit down here.
(to H) and Hauwe will sit
here. Now shall we end
it by singing a song
that we all know?
Mhm/

which song do we all
know?

where's that song?/
“Twinkle Twinkle"/
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Rz

OuKe Twinkle, twinkle?

OeKe

Don't you kncow it?

(R picks up the book)

You can't read it,
you knbwe O.K. let me
show you the picturce

(R opens pages)

Where is it? Is it in this
onc? Where's the

other cne?

(R takes another bock
and opens it)

This one, O.K. Shall we
sing this one?

(R and M sing)

Now, just a minute.
Hauwa isn't singing with
us, Hauwa, will you
sing with us?

(H joins R and M in
singing)

Mm. /

491.

where's 1t?2/

yes/
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1.

(Mana aged 47 months,

(In the classroom. Children
eating. R, arrives. M

sees her but does not say
anything to her)

Rz

Mz

R:

Won't you say anything to
me?

(showing a yoghurt packet
to R)

Yoghurt. Is that what
you say to me?

Wont you say 'good morning'
to Auntie?

Good morning dear, How
are you?

Children: Good morning Auntie

Rz

M2
Rz
Mz
Rz
Mz
Rz

Good morning. How are
you? How are you today?

How is Cici?

Ehn? How is she?

She's fine. And how is

daddy?

And Auntie? How is she?

Everybody; but Cici is
at home.

484

3 weeks)

legort/

good morning,
Auntie/

fine/

is going to school/

fine/

daddy's going
to work/

Auntie going to
work/
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Abstract

The aim of this study was to examine the acquisi-
tion of English negatives and interrogatives by a
Bassange-speaking child. More specifically, the study's
main concern was te find out whcther or not the subject
passed through develupmentzl stages similar to those
found for L1 and other L2 acquirers in the acquisition
of these two English structures. wWe were alsc interes-
ted in discovering whether she adopted the same or
similar strategies to those reported for ©%1 and other
L2 acquirers. Finally, we wanted to kno. it there were
any differences, attributable to environmental influence,
between the subject and other L2 acquirers in the acqui-
sition of the negative and interrogative constructions.

The subject of the study was observed to pass
through three developmental stages in the acquisition
of negatives, namely, the Pidgin English Stage, the
Early Standard English Stage, and the Late Standard
English Stage. A major difference between the develop-

mental stages the subject passed through and those L1
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and other L2 acquirers passed through is this: at
each of the three stages, the subject produced uttcrances
that were representative of four of the five stages
observed for I.1 acquirers (Klima and Bellugi-Klima 1971,
Lindfors 1980). That is, she produced utterances
representative of all the stages cxcept that of the
acquisition of negation spread. Her development was
scen as & progression from simple Pidgin English forms
towards the more complex Standard English forms. This
development, which was seen across the stages, was in
terms of both the quantity and quality of syntactic and
semantic forms acguired.

The subject's negatlve utterances (a total of 543)

werc grouped into six categories — Nonexistence,

The categary of Nonexitence was the

largest, followed by Denial, Rejection, Prohibition,

Disappearance and Unclassificd, in that order. The

most common negators used by the subject were No and Not.
With regard to the acquisition of interrogatives

(a total of 611), the subject passed through basically
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Vi
the same developmental stages as L1 and other L2
acquirers in the acquisition of Yes~No questions. How-
ever, unlike L1 and other L2 acquirers studied, she
acquired the transposing rule in the acquisition of
wh—-questions. In this respect, the prescnt study has
gonc a step further than L1 and most L2 studics reviewed
in this study. The Wh-question words were acguired in
roughly the same order as found for I1 and L2 acqulirers.

The subject adopted strategies similar to those
used by L1 and 12 acquirers: simplification, overgene-—
ralization, language transfur, repetition, avoidance,
the use of prefabricatuu chunks, and the creative
construction hypothesis. 1In addition, she employed
three of the social and cognltive strategies Fillmore
(1978) found her L2 subjects adopting. Moreover, she
used such culture~oriented strategles as 'lect switching!'
(Richards 1979) (i.c. language-mixing) and the use of
local worphemes in her English sentences.

A few differences between the subject and other L2
acquirers, attributable to environmental influence were

found. The subject seemed to have used Pidgin English
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as a first step to the acquisition of Standard English.
Moraover, she mixed English with expressions from the
local languages, for example, Hausa (e.q. ko, ba, fa).
Similarly, she used expressions which are typical of
Nigerian English ~ the variety of English to which she
was most exposed (e.g. her use of the tag isn't 1t7).
such usages clearly reflect environmental influence.

Thus, we have evidence which seems to suggest that
children, irrespcctive of language background, adopt

simllar strategies, although some may be culture-

oricnted.
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(Still in the classroom
Yusuf cries)

Tz

Mana, what did you do
tc him? What did you do
Tusuf?

You no do am anything
eee Yusuf who beat you?

(Y points at M)
She, ehn?
(Y nods)

: Mana did you beat him?

Ehn?

You no beat her?

(M drops her empty
Yoghurt packet on the
floor)

Pick it up,

(pointing to various
cbjects on the floor)
And that one too, come,
comes And this one,
That's a good girl,

(Throwing the dirty objects
in tre waste basket)
Ehn?

Dustbin, What did you
do to him? You beat him?
Are you a naughty girl?

49,

I no do am
anything/

I no beat am/

I no beat her/

dustbin/

dustbin/
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CHAPTER ONE
Introduction

This is a study in Developmental Psycholinguistics;
more specifically, the acquisition of a second language
(.2} by a Wigerian child. It is, therefore, in a sense,

a study in child bilingualism, though the focus is on the

Vacquisition of the L2 rather than a comparison of this

with the first language (L1). As a second language is
learnt in a number of different situations, it is necessary
to look at English language learning in the context in

which the subject acquired English.

1.1 English Language Learning in Nigeria

In N}geria, English is learnt by children hoth
Formally and informally. Formal learning takes place in
conventional schools. Children from the age of 5 or &
years begin to learn English in the Primary School. 1In
rural areas, English is only learnt in the conventional
schools. However, in urban settings many children in the

age range 3 to 5 years (or younger) acquire the language
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informally, i.e. they just pick it up through play, at
nursery schools, through television programmes and at home.

Nursery schools provide a unique opportunity for the
acquisition of the language. The child has the opportu-
nity to interact with many other children and adults in
English - the language usually used in such schools.

Most of the nursery schools are international in outlook;
thus, English 1s the only common language used by teachers
and children. During play and story-telling sessions,
children pick up expressions from each other and from the
teachers.

The home provides another opportunity to acquire
English. Many homes in Nigeria {especially in urban
settings, such as the university campus), are English-
speaking, that is, English is the main language of commu-
nication in the home between husbands and wives, between
parents and their children etc. Where this is the case,
the child acquires English informally, before going to
schoals The pattern of marriages alsc provides a strong
indication of this trend. Many marriages are inter-tribal
or Interw-national. In such homes English is often the

only language used. However, even in unitribal marriages,
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2.

(Phase One) 4

(Manas aged 47 months)

(At M's home. R arrives,
exchanges greetings with Nj
turns to M and asks)

How are you today?

Mz fine/
R: What were you doing outside?

(M does not answer)
You were playing outside?

(M nods)
R: With whom?
(M is silent)
R: You alone?
(M shakes head)
: How many of you?

M3 fourf
: Four? You and who else?
A2 and Victor/
R: And Victor, And who else?
(M silent)

: And you said four?

What's so fascinating about
the number 4? The last
time I came you said four}
Ehg?

(M silent)

(R asks N, where Auntie is)

Mz i don go
Kaduna/
R: i don go Kaduna?
wWhat for?
M: i say 1 go

come back/
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My

R: Ehn?

M:

R: He's your friend?
Mz

(outside.

M:
Rz
Mz
Tz

T:
Mz

Mz
Ts
Mz

You're playing

What are you doing?
You're doing what?
Ceme and tell mes

(still playing)
You're playing?

That's very good.

Come here. (M goes
to R and T). What
type of playing are

you doing?

Small girls are playing?

What type of playing?

With sand?

Children playinge
T andR move towards them)

50,

he's my friend/

he's my friend/

yes/

I'm playing/

yes/

we're playing/

yes/

small girls are
playing/

Mhm/

with sand/

yes/
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many parents use English at home. For most educated
Nigerians, English has become the first language, func-~
tionally. In other words, English is the dominant language
in both their public and private lives. As a result,
children growing up in such homes acquire English as a
native language. This trend is not only truc of Nigeria.
Mazrui (1875:9) lends support to this claim when he says:

By the year 2000 there will probably be more

black people in the world who speak English

as their native tongue than there will be

British people. This is quite apart from the

millions more who will speak English as a

second language.
Mazrui attributes this to “the growing number of educated
African families that are using English as the language
of the home". He adds that

A number of African children, especially in

West Africa but also increasingly in East

and Central Africa, are growing up bilingual

in English and their own African language

because their parents are highly educated
and speak English to each other (1975:9).

Adeyanju's (1977) study of children in seven inter-
national Primary schools in Northern Nigeria indicates
that 57.5% of all the pupils in this study came from homes
where English was used either as a first language (25.9%),

a second language (29.7%), or a third language (3.9%).
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Furthermore, hdeyanju found that 27.5% of the 654 parents
always spoke English at home; 70.6% said they did so
.ggvlqt_i_.r_ng; and only 1.8% said they never used it at home.

English is acquired through television programmes
(e.g. Sesame Street, Children's time, Puppet theatre,
Learning with the kids). Of the children in Adeyanju's
(1977) study 85.3% spent as much as 3.2 hours (i.e. about
half of the total time spent at school)each day, watching
television and "listening to chunks of English", and thus
developing their English "consumer ability" (Eugene Nida,
in Quinn & Pimsleur 1971:64). The children listened to
41 different English programmes representing at least
three regional varieties of English (British, American,
and Nigerian).

It is clear from the above discussion that English
learning at the pre-school stage is accomplished in a
number of different situations. Moreover, for many
children in the urban setting, English is becoming a
first language. This is the kind of setting in which
the subject of this study was acquiring English as a
second language, since she already spoke her L1, Bassange,

before the beginning of the study.
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1.2 significance of the Study

Hardly any work has been done in Developmental Psy-
cholinguistics in Africa. Most studies concerned with
the development of child language acquisition have been
done in Europe, Asia and America. The author is aware
of only 3 studies that have been done on the African
Continent: The first is the study of the development of
language in 8 Luo children (Kenya) aged from 12 to 35
months, done by Blount in 1969, then a student at the
University of California, Berkeley (Brown 1973). A
second is Mukherjec's (1981) series of three cross-sec-
tional studies on 'the directive function of speech on
motor behavlour in preschocl age'. This study involved
children in Nigeria and the Cameroons. The third study -
an ongoing study -~ is being conducted by Moira Chimombo
on her son's acquisition of English and Chichewa {a
Malawian lanquage)l. The present study is therefore a
contribution to the overall theory of Developmental

psycholinguistics, and in particular, to language develop-

1. Meoira's study is being done for a doctoral degree
at Teachers' College, Columbia University, New York.
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ment in the African child. Moreover, it is a contribu~
tion, from the African continent, to the study of Univer-
sal Grammar and Semantles {(Chomsky, 1965).

There is dire need for researches in Developmental
Psycholinguistics in Nigeria. This is extremely relevant
in a situation where people are picking up languages in
a multilingual society. Regrettably, most educators have
failed to even mention this in their writings. The only
call for researches in Psycholinguistics by a Nigerian
educator that the investigator is aware of, 1s Tomori's
(1981}, when he says:

In spite of all the researches done so far in
the field of language learning, we do not know
enough about the mechanisms of language acqui-
sition. We do not know enough about the best
strategies for language teaching.

Modern curriculum development in language teaching

presupposes some fundamental principles of Developmental
Psycholinguistics ~ sequencing of items, strategies of
learning, etc, Teachers do not take a course in Psycho-
linguistics, and so are not aware of the different stages
that children pass through in acquiring a language.

Neither do teachers know how the various items are

acquired. Developmental Psychology is taught in Education
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courses, but language teachers are not taught Develop=-
mental Psycholinguistics. Even Mukherjee's (1981) study
referred to above comes on the platform of Psychology,
and not Developmental Psycholinguistlics. It is hoped,
therefore, that this study would help towards filling
this gap in child language acquisition research, which
would provide a basis for curriculum development in
language teaching.

Since mest children in Nigeria come to the learning
of English or French with two or more languages already,
the present study should be of interest and use to the
foreign/second language tecacher. The study would provide
unique and interesting insight into the problem of inter-
ference in the study of second language acquisition in
Africa. McDonough (1981) gives support to the point made
above:

Studies of second language learning have the
potential of giving course writers and teachers
direct evidence of how people learn languages,
which, coupled wlth an analysis of how various
teaching techniques work, can eventually lead
to a systematic and rich account of the teach=-
ing-learning process to be embodied in new

types of language course and thus result in
* more successful learners (1981:124).

This study would provide an addition to the regearch
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material on the age range 3 to 5 years, that is accumu-
lating; this age range has been 'the neglected years' in
child language research (Bloom 1875).

Negatives and Interrogatives were selected for
investigation because of their complexity, and alsoc
because they are related, both being complex, ongoing
processes that cut across various stages of language
development (Lindfors 1980). They are both complex
structures involving certain operations which children
do not acquire easily. The interrogatives, for instance,
involve the pre-posing and inversion rules; while nega-
tives involve the use of the operator do plus the inser~
tion of the negative element between the operator and
the predication {Quirk et al, 1972).

Negatives and Interrogatives are also related seman-
tically. w#hile questions, especially Yes-No questions,
challenge the validity of a predication, negation rejects
it. Moreover, a sentence can be non-assertive by being
negative or by being a question (Quirk et al, 1972:54).

Questions are very frequent in the child’'s speech,
as is also true of the language addressed teo him. Proba-

bly up to SO0% of the utterances addressed to the child
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are questions (Savic 1975).

From a more practical point of view, negatives and
interrogatives were chosen for study because they are
syntactic structures for which developmental stages have
been obscrved and reported, both for first and second
language lcarners (Klima &Bellugi, 1966; Klima & Bellugi-
Klima, 1971 for first lanquage; Milon, 1974; Adams, 1974;
Cazden, Cancino, Rosansky and Schumann, 1975, for second
language). It would, therefore, be convenient to compare
the developmental stages we observe for the subject in
this study against those already established. The find-
ings of this study should throw some light on the develop—
ment of these particular syntactic structures in the I
African child, as well as the processes involved in the
acquisition of second languages. This research finding ~\

i
should be of much interest to language teachers, teacher
trainers, curriculum developers, and other African educa-
tors, cspecially those involved in multilingual education
policy. .

Finally, most studies in the acquisition of English
as a second language in childhood had been carried out ‘

with children of non=-African language background acqui-
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ring English in a first language environment. This study
is of a child of African language background, who was
acguiring English in a non-native envirconment. The results
of this study should be significant in that they would
either confirm or disconfirm the earlier findings of
other second language researchers (e.g. Milon 1974; aAdams
1974},

In summary, it ls hoped among other things, some of
the important contributions of this study would include:

1. The addition of knowledge to the overall theory
of Developmental Psycholinguistics, especially
as this relates to L2 acquisitionj

2. A contribution, from the African continent, to
the study of child language development, and
particularly to the language development of the
african child;

3. The provision of additional research data on
language development in children in the age range
3 to 5 years - 'the neglected years' (Bloom, 1975).
This is the age range on which not much research
has been donej;

4. An addition to the accumulating data on develop~
mental stages observed in L2 acquirers. This
would help towards contributing to the growing
literature on universals in Developmental psycho-
linguistics, with particular reference to the
acquisition of such syntactic structures as nega-
tives and interrogatives;

5. A contribution towards filling the gap that exists
in language teacher education; and
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6. A contribution towards stimulating other resear-
chers?! interest to want to carry out studies in
this area of child development.

1.3 statement of the Problem

Second language researchers have observed that second
language learners acquire certain grammatical aspects in
an order similar to that followed by L1 acquirers of the
given target language (e.g. Milon, 1974; Adams, 1974;
Ravem, 1974). It is also claimed that L2 learners, regard-
less of their age or L1 background, acquire grammatical
morphemes and structures in a similar sequence (bDulay &
Burt, 1973; 1974a, 1974c; Bailey, Madden, & Krashen, 1974;
Fathman, 19753 Milon, 1974; Adams, 1974; Krashen,
8ferlazza, Feldman and Fathman, 1976). Moreover, resear—
chers in L2 acquisition have observed that the processes
inveolved in the acquisition of a L1 and L2 may be funda-
mentally the same,; i.e. that L1 and L2 learners of a given
language adopt similar strategies in acquiriﬁg the language
(Corder, 1975; Macnamara, 1975; Dulay & Burt, 1973, 19743
Larsen~Freeman, 1976; Cook, 1973; Politzer, 1974; Taylor,

1974; Schachter, 1974; Fillmore, 1979).
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studies that have dealt with the developmental
stages that L2 learners pass #hrough have involved
children who have Non-Africanilanguages as L1, for example,
English, Spanish, German, French, Japanese, Hindl. pFurther-
more, children in such studies have been observed acqui-
ring the target language in an environment where it is
indigenous, especially America. In this study, the
child*s L1 is Bassa-Nge, an African language. The target
language - English - was being acquired in an environment
where it is a L2, i.c. non-native. Our comparison has

therefore been two-fold:

1. Comparing the develepmental stages the subject
passed through with those observed for children
acquiring English as L1 (Klima & Bellugi, 1966;
Klima & Bellugi-Klima, 1971); and §

2. Comparing the devclopmental stages the subject
passed through with those observed for child 1.2
acquirers who acquired the language in environ-
ments where English is a first language.

Thus, the study has addressed ltself to the following
questions:

1. Would the African child pass through similar
stages to those reported for the monolingual
¢child acquiring English negative and lnter-
rogative constructions?

2, weuld the African child, acquiring the language
in a L2 -situation, pass through similar stages
to those described for L2 acquirers who acquired
the language in a L1 situation?
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M:

Mz

Tz

Do you like playing with
sand?

(moving away)
Why? Come and tell us
(coming to R and T)

You're not playing with
sand. Why?

(M is silent)

Because

Very good. Because
you will put dirt ...

(Children playing. Victor

is a policeman, and he's chasing

the others)

Mz
T3

Mz
Ts

Is Victor a police?
Come here, lanae

(M comes tc R and T)
Who is the police?

Victer?

(Children running around,
chasing each other)

T:

Mz

Will you stay and
rest?

51e

yes, no/

I'm not play with
sand/

because the sand
will put dirty/

Victor/

a Victor/

yes/
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3. Would the subject adopt strategies similar to
these adopted by L1 acquirers?

4. Would the subject adopt strategies similar to
those adopted by L2 learners?

1:4 Scepe and Limitations of the Study

This study‘is concerned with the acquisition of
English as a second language in childhced. Since it is
inpossible to deal adequately with the whole language,
some selection has been both obvious and necessary. The
study is, therefore, specifically concerned with the
acquisition of English negatives and interrogatives. It
also gives some indication as to what is involved in the
process of language acquisition by children in general.
Other studies would, hopefully, deal with other aspects
of pavelopmental Psycholinguistics: the acquisition of
the sound system, the semantic system, other aspects af -
syntax, or even the guestion of strategies learners adopt
in acquiring language. This would be necessary in the
African context, where virtually nothing has been done

on child language development.
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1.5 Assumptions

The following are the basic assumptions of the study:

Since many L2 acquirers have been observed to
progress through similar stages to those observed
for the L1 acguirers of English, this would also
be true of the subject.

Since it has been found that L2 learners acquiring
English negatives and interogatives pass through
similar stages, the subject would pass through
stages similar to those observed for other L2
acquirers, regardless of the difference in L1
background and the setting.

L1 acquisition and L2 learning are similar in terms
of process; hence L1 acquirers and 1.2 learners of

a given language would adopt the same or similar
strategies in acquiring the language.

1.6 Specific Research Problems

The study has tried to examine the following specific

problems through the analysis of the data collected.

I

The differences, if any, between the developmental
stages L1 acquirers pass through and those the
subject passed through in acquiring English nega-
tive and interrogative constructions, with respect
tot

(Negatives):

1. the affixation of 'no! and 'mot' to the
beginning or end of a sentence;
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the insertion of the negative element
within the sentence -where tdon't', fcan't!,
and other similar negators are used as
single inseparable units;

the acquisition ef negative imperativea
and question negatives;

the acquisition of analyzed tdon't, fcan't?,
and all other auxiliaries functioning as
carriers of negation;

4) the acquisition of nvgation spread;
5) the acquisition of the indeterminates
{indefinites).
(Interrogatives)

a} (Yes~No questions):

6}

7

8)

the acquisition of the super-imposed rising
intonation patterns;

the acquisition of the modals '‘can' and 'do!
in questions;

the acquisition of other auxiliary elements
and the transposing rule (i.e. the flip=-
flop transformation rule).

b) (WH~questions):

9)

10)

the acquisition of the appendaged question
words what, where, whose, who why, which,
how, and when;

the order in which these words are acquired;
the order being what, where, what-do; whose;
who, which, why; where-from, how, when
{Ervin~Tripp, 19707  8mith, 1933);
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11) the acquisition of the auxiliary system and
the preposing of the question word.

The differences, if any, attributable to the environ-
ment between child L2 acquirers learning English in

a country where 1t is the native language, ©.Q.
Britain, America and the subject, who was acquiring
it in the Nigerian context, with respect tos

1) the acquisition of negatives;

2) the acquisition of interrogatives.

1.7 Definitions of Terms

It is necessary to define the foellowing terms which

important to our understanding of the study.

First Language. By 'first language', we mean “that
Tanguage which is chronologically first, even though
it may belong to a brief stage of the child's develop-
ment and subsequently forgotten and never used"
(McLaughlin, 1978:8).

Second Lanquage. 'A second lan uage' is Mone that is
Acguired after a first language” (McLaughlin, 1978:8)
&f Lado, 1964; Halliday, McIntosh & Strevens, 1964).
Following McLaughlin (1978), we arbitrarily put the
cut--off point at 3 years of age, by which time a first
language can be said to have been established.

when a child acguires two languages at the same
tine, he is sald to be acquring the two languages
simultancously. If he acquires a second language
AFte¥ a first language haz been established, he is
said to be acquring the languages SuCCeSSlVelX i.e.
the second language is being acquired in succession
to the first.
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First Language Acquisition. By this we mean the
déquisition of & chronologically first language,
which is accomplished in the natural enviromment in
which a child lives. The acquisition takes place
through direct experience with events at hand in
his environment.

ond Language Acquisition. By 'second language
ulsition', we mean the acquisition of a second
language in the natural environment, without formal
instruction, but through direct experience with events
at hand, and without focusing on linguistic form
(McLaughlin, 1978). Both adults and children can
acquire a second language.

Second Lanquage Learning. This implies a formal
learning situation with feedback, error correction,
rule learning, and an artificial environment that
intreoduces aspects of the grammar one at a time.
Although usually used withresgpect to adolescents and
adults, children too can learn a second lanqguage
(McLaughlin, 1978; Schuman in Gingras, 1978:27).

Mean Length of Utterance (MLU). This is a device

for measuring children's language development, used
by Brown (1973). It mecasures the child's utterances
in terms of morphemes. The MLU provides a standard
and uniform way of loocking at childrent's utterances,
whatever the language involved. For a method of
calculating the MLU, see Brown (1973:78) and Lindfors
{1980:125),

The Bilingual Syntax Measure (BSM). This is an
instrument designed to measure young children's
acquisition of English and/or Spanish grammatical
structure in a L2 situation. It consists of 7
coloured cartoon type pictures and a set of 33
questions in English and 33 in Spanish. The BSM has
no “correct” or "best" answers in terms of the
content of children's responses. It only measures
the degree of proficiency with which the child uses
the structures he offers in response to the ques-
tions.... The aim of the BSM is to elicit natural
speech from children, not specific responses, so
that we can get an indication of how proficient the
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child is, given the structures he offers (Dulay and
Burt, 1973:248).

Minimal pistance Principle (MDP). This is one of

English syntactic rules which children have difficulty
comprehending. Typically, in an English affirmative
sentence, the nearest noun phrase (NP) preceding a
particular verb is the performer of that action.
For example, in the sentence "John told Bill to
leave" (NP1 V NP2), the NP2, i.c. "Bill", is the
subject of "to leave". Carroll Chomsky (1969) has
called the rule which assigns NP2 to the infinitive
verb, for instance, the Minimal Distance Principle
(MDP). The verb “"promise" always violates the MDP,
Thus, in the sentence "John promised Bill to gov,
“Billv (i.e. NP2) 15 not the subject of “"to go".

Sentence/Utterance. A sentence or utterance is a
in‘u’aningfui Tin the context) group of words, func-
tioning as a unit in the give-and-take of communi-
cation. It normally contains at least a subject
and a verb, but it may also be an elliptical
sentence such as "This one". "Who knows2" "In the
room". (cf Brooks, 1964). The terms 'sentence'
and 'utterance' are used interchangeably in this
study.

Lanquage Acquisition Device (LAD). This is a built-
in device, which children are belicved to be born
with (Chomsky, 1965; McNeill 1966). It pre-
disposes them to language acquisition. Tt is a
kind of ‘'‘black box? which 1s situated in the brain.
According to McNeill (1966), LAD consists of four
innate linguistic properties:

1. the ability to distinguish speech sounds
from other sounds in the environment;

2. the ability to organize linguistic events
into various classes which can later be
refined;

3. knowledge that only a certain kind of lin-
guistic system is possible and that other
kinds are not;
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4. the ability to engage in constant evaluation
of the developing linguistic system sc as
to construct the simplest possible system
out of the linguistic data that are encoun-
tered. (in Brown 1980:22).

Disagzearan:e. An object, person or actien cvent
has been in the context and then ceases to exis
(Bloom and Lahey, 1978). This term is alsc chd

in this study to refer to @ change in one's state of
health.

Nonexistence. An object, person or action event does
MOt exist or occur in the context, or the child does
not see it/him in thc context, but therc is some
reason to expect it/him to be there or to look for
it/him (Bloom and Lahey, 1978). ‘'Nonexistence' alsoc
applies to the lack of knowledge or information and
to the inability to do something.

Rejection. If the child opposes an action or refuscs

an object that is in the context, imminent, or
implied within the situation, and uses forms of
negation, the utterances are referred to as rejection
(Bloom and Lahey, 1978). Similarly, his negative
utterances which refer to situations where somebody
else doas not want an object or action arc said to
express rcjection.

Prohibition. Like 'rejection', prohibition refers
to a situation when the child opposcs an action
which somcone c¢lse is doing or intends to do, or
when he opposes an object which he does not want/
like. It is different from 'rejection' in that it
carries the added information that the oppssed act
or object is forbidden by authority. (Blech and
Lahey, 1979).

denisl.  In denial events, the child is negating the
£ruth of @ statement (or action): the identity,
state, or event, expressed or implied in his or her
own utterances (or actions) or in others' uttcrances
(Bloom and Lahey, 1978).
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Unclassified. There were some utterances, though
negative, which defied the categorization of nega-
tives used in the study (i.e. k - o, above). Such
negative utterances could not be placed into any
of the 5 categories above conveniently. They
included echoes of what others had said and non-
communicative expressions. Such uttcr-nces have,
therefore, been labelled 'unclassificd'.

Declarative questions. These are questions which
‘involve the use of the rising intonation only,
without inversion of the subject and the operator,
€.gs "You came yesterday?"

Operator. We have used the tcrm in the sense in

‘which quirk et al (1972) have used it, that is,

either the first auxiliary verb of the verb phrase
or BE as a main verb or HAVE as a main verb.

Content. The 'content' of an utterance is the

mean{nq or semantics; the linguistic representation
of what persons know about the world of objects,
events, and relations. In other words, what indivi-
duals talk about or understand in messages (Bloom
and Lahey, 1978).

Form. ‘'Form' is the means of connecting sound with
meaning, and consists of an inventory of linguistic
units and the system of rules for their combination.
That is, the shape or sound of messages in terms of
the elcments in the message and the ways that the
elements are combined (Bloom and Lahey, 1978).

Use. ‘'Use’' is the given information about the

purpose of the utterance and the context of the
utterance, i.e., the reasons why individuals specak
and the ways in which speakers choose among alter-
native forms of a message according to what they
know about the listener and the context (Bloom and
Lahey, 1978).
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Standard English. This is a form of educated English
which cuts across dialectal boundaries. "In grammar
and vecabulary, Standard English presents somewhat
less of a monolithic character, but even so the world-
wide agreement is extra-ordinary and seems actually
te be increasing under the impact of closer world
communication and the spread of identical material
and non-material culture. The uniformity is espee
cially close in neutral or formal styles of written
English on subject matter not of obviously localized
interest” (Quirk et al, 1972; 17). However, there
are national standards such as British standard
English (BSE), Standard American English (SAE), and
Standard Nigerian English (SNE), which is also known
as 'Educated Nigerian English'. This is usually
associated with people who have rcceived post-
secondary education (o0dumuh, 1981).

stage. 1In this study, we have used the term "stage"
to refer to the three broad developmental periods
found in the subject's acquisition of negation.
However, it has been used with a slightly different
meaning by Brown (1973) to refer to the five divisions,
measured in MLU, observed in the language development
of children. Also, Klima and Bellugi (1966, 1971)
have used it to mean the various steps taken by
children in the acquisition of negation. Such stages
have the status of sub-stages in this present study.

Phase. This term has a purely temporal denotation

is present study. More specifically, we have
used it to refer to the two data-cellecting periods
in the study.
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OeKe Don't run again.
If you run, you know
what will happen to you?

Child: Yes, I fall down,

T:

Mz
Tz

Mz
333
M:
Rz
Mz
Rz

You will fall down.

(Turns to M)
What about you?

You will not fall down?
why?

(Runs away, 8" <ing)

eating biscuits)
What's that?

Biscuits?

(M nods)
ho gave you biscults?

(pointing to a boy)
Ehn?
(pointing)

This what?

Ibrahim?

52.

I'm not fall down/

becquse the sand is
dirty/
go away/

police, police, pelice/

biscuits/

this/

this/

Ibrahim/

yes
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CHAPTER TWC

Review of Related Literature

2.1 Introduction

Modern research on child language dates back to the
end of the eighteenth century when the German philosopher,
‘Dietrich Tiedman (1787), recorded his observations of the
psycholegical and linguistic develepment of his son. For
over a century after that, tbe research done was in the
form of “diary-like recordings of obscrved speech with
some attempts to classify word-typc® (H.D. Brown, 1980).
Interested lingquist or psychologist parents carried out
anecdotal diary studies of their own children. Lois Hood
(1977} records the following as examples of such people:
Bloch (1921, 1924); Chao (1951); Guillaume (1927);
Gregoire (1937); Leopold {1939-49); Stern and Stern
(1907). Stern and Stern (1907) published very detailed
observations of the progress of their three children (E.
Ingram, 1975). Leopold (1939~49) observed the progreas
eof his daughter, Hildegard, who learned English and German
at the same time.

Most psychologists who carricd out research on
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child--language assumed that language learning, though
complex, is not in principle different from other kinds
of learning. Most of the early studics were "directed at
finding reliable language indices of general intellectual
development, rathcr than describing language as such',
which would have been difficult because tape recorders
were not then available (E. Ingram, 1975). Two uscful
indices were established: mean length of utterance (MLU),
and the size of vocabulary. Researchers showed that the
average length of children's utterances, counted in words
and/or syllables, increased regularly with chronological
age and even morc regularly with mental age. With regard
to the size of vocabulary, it was found that the estima-
ted size of children's vocabulary almost invariably
corrclated very highly with measured I,Q. {(ibid).

From the 1950's, a new approach to tha study of
language and language behaviour began to develop. This
was stimulated by renewed intercst among psychologists
in the process of thinking. Ingram (1975) reports that
the term 'psycholinguistics' was coined around this tinme,
and used by Carroll (1953}, Rieber and Vetter (in

Aaronson and Rieber, 1579:21), however, cite a much

Pnii,
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earlier occurrence of the term, to wit:
To the best of our knowledge, the first
modern usage of the term psycholinguistics
appeared in Kantor {1936) as an adjective
and in Pronko (1946) as a noun.

From the 60's and 70's, child-language research began
to be systematically carried out, and was concerned with
studiecs of the development of language in individual
children from the first utterances to school age. There
was much infatuation with Chomsky's theorics of syntax
and attention was focused on the grammatical properties
of sentences. Presently, the fad is semantics and
pragmatics (George Miller in Aaronson and Rieber, 197%9:ix)h
Major concerns were lexical, phonological, and percep-
tual. Chomsky (1965), for example, postulated a deep
syntactic structure underlying the apparent or surface
structure, and the hypothesis that all human beings have
Innate knowledge of the esscntial underlying grammatical
relations. This, according to Ingram (1975), has had
profound consequences for the interpretation »f.child-
language.

Brown (1980: 16-17) notcs that “this recent wave of

research in child-language acquisition has led foreign

language tcachers and teacher trainers to study some «ef

v
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the general findings of such rescarch with a view to
drawing analogies between first and second language
acquisition, and even to justify certain teaching methods
and techniques on the basis of first language learning

principles".

2.2 First Language Acquisition

Rationale

Qur discugsion of the rationale will be two-fold.
First, we need to indicate why it is necessary to review
the literature on first language acquisition, since this
is a study in second language acquisition. And sccondly,
we want to explain the basis for presenting the material

as we have done.

2.2.1.1 Why Review the Literature on L1 Acquisition.

The field of L2 acquisition owes a great deal to child
language in terms of research methodology (Chun, 19803
Hatch, 1978a; Chastain, 1976). For example, in their
morpheme studies in second language learning, Dulay and

Burt (1974) have adopted the methodology used by Brown
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(1973) in his morpheme study. Morecover, teachers,
curriculum developers and researchers have asked ques=
tions such as the following about the second language
acquisition process.
1. Is interlanquage real or is it just a cover
term for random fluctuation between accuracy/
error or learning/backsliding as the learner

strives to acquire the target language?

2. If interlanguage is systematic, what is the
system?

3. If there is a sequence in second language
acquisition, is it the same as that descri-
bed in first language acquisition?

4, If there is a sequence, is it the same as
the pedagogical sequence given in language

textbooks? If not, should a pedagogical
sequence follow a learning sequence?

(Hatch 1978a: 35)
To find answers to these and similar questions, resear-
chers have tended to turn to the literature on first
lanquage acquisition..

First and second language acquisition are generally
believed to be similar. Ervin-Tripp (1974), for example,
suggests that there is no qualitative difference between
L1 acquisition and L2 learning, since both learners make
use of prior knowledge, skills and tactics. That is,

any learning builds on what has happened before.
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Language learning and language use are creative
processes. Just as the child acquiring his L1 is seen
as actively playing a rolc in the creation of his own
langquage system, the L2 learner seems to be taking an
active part in creating his language theory - a process
of hypothesis formulation and testing (Cook, 1978; Chun,
1980). The language systems of the first and second . i
language learners do not conform to the model -~ i.e., the
adult/native model., Both systems progress through a
series of stages by means of rules that the learner essen-
tially formulates himself. Moreover, in the same way that
child language has been accepted as a system in its own
right, and not as a deviation from the adult language,
second language learners' speech -~ i.e., interlanguage
(Selinker, 1972) is regarded as a unique system, which
is different from the learner's first language and also
from the sccond language. Thus, like the L1 learner,
the 1.2 learner passes through a perieod of incorrect
usage or incomplete control of a pattern prior to total
mastery of the structure. L2 research provides evidence
of developmental exrors, like thosc errors found in L1

acquisition (Dulay and Burt, 1973, 1974; Ervin-Tripp,
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1974; Hernandez=Chavez, 1972). If this is anything to
go by, L2 teachers should learn something from the L1
process. For example, the L2 learner should be encoura=~
gad to participate in the "creative construction' (pulay
and Burt, 1975) use of language. Language should be
taught in communication situations, rather than the
usual meaningless drills and pattern practice found in
the teaching of formal structures. In addition, L2
teachers need to be more tolerant ef learners' mistakes,
especially in the initial and intermediate stages. Overm
correction is dangerous as it inhibits tho learner
(Chastain, 1976).

Evidence of the similarities betwcen L1 and L2 in
the area of discourse has been given by Hatch (1978b),
who cites examples from several sourccs (e¢.ge Huang,
19705 Itoh, 1973; vYoung, 1974). Furthermore, there
15 cevidence that adults modify their language to suit
the child's level of development (e.q. Landes, 19755
Ferguson, 1%64; Brown and Bellugi, 1964; Drach, 1969;
Ervin~Tripp, 19713 Snow, 1972; Phillips, 1973;
Granowsky and Krossner, 18703 Brown, Salerno and Sacks,

1972). Similarly, teachers and curriculum develapers
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organize and grade the L2 input to suit the L2 learners'
level of development.

First and second language learncrs employ similar
strategies in language acquisition. Anisfeld and Tucker
(1967) found their L1 acquirers employing the avoidance
strategy. Schatcher's (1974) L2 subjects adopted the
same strateqy. Madden, Balley, Eisenstein and Anderson
(1978) suggest tnat some acquirers adopt the guessing
strategy, while others use the avoidance strategy.

However, other researchers have found differences
between L1 acquisition and L2 learning. Chun (1980:182),
for example, argues that “the second language lcarner is
a very different person - who finds himself in a different
situation - than the child learninao his first language".
For instance, there are diffcrences between the L1
and L2 learners in terms of age, maturity (mental, social
and emotional), e¢xposure, motivation and linguistic
background. Similarly, Corder (1967:163) states that
the learning of a first language is inevitable, but
"there is no such inevitability about the learning of a
second language". To what cxtent one can agree with

Cordgr nccds to be investigated. There certainly are
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occasions when the learning of a second language would
appear to be inevitable.

Perhaps those who point to such differences have in
mind the adolescent or the adult as the second language
learner. The question to be asked here is whether such
factors would or do apply to the acquisition of a second
language in childhood, as is the case with the subject
of this study. As Chastain (1976:45) says:

»s. such comparisons are somewhat tenuous
du¢ to the fact that the circumstances
surrounding children below school age and
children of school age or older are dis~
similar.

Nevertheless, similarities across the two learning
tasks cutweigh the differences (0Oller, 1873; Corder,
1967; Ervin=-Tripp, 1574) and, for this rcason, explana-
tions to the 12 acquisition process have been sought for
in work on L4 acquisition.

It is clear from the foregoing discussion that
there is a lot that can be gained from the L1 acquisition
protess which would be applicable to L2 learning. As
Chastain says, "if the psychological and cognitive proce-
sses of L1 learning can be duplicated, or reactivated

in L2 lcarning, perhaps modern language teachers will
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indeed be able to teach large numbers of students to use
a second language" (1976:64).
But this does not settle the debate. Brown (1980:
17) rightly warns that L1 and L2 comparisons such as
those that we have made above must be treated with caution,
There are dozens of salient differences
between first and second language learning;
the most obvicus difference, in the case of
adult second language learning, is the
tremendous cognitive and affective contrast
between adults and children.
Rivers (1978:201) expresses the same view when she says
"problems of the second language learning of late adoles-
cents and adults in formal situation... will not be sclved

by applying uncritically what we know about first langua~

ge, or even second language, learning in children..."

2.,3,1.2 The Basis of the Order of Presentation of

Materisl. Because of the reasons advanced in 2.2.1.1,
we believe that it would be reascnable to first present
material on L1 acquisition. The theories advanced for
the acquisition of L1 ard given since these too can be
said to be the basis for L2 acquisition. Second, since

the study is concerned with the development of certain
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syntactic structurcs, we present a general review of the
linguistic developmental sequences L1 acquirers have been
cbserved to pass through. Pivot grammars were first to
appear in discussions of L1 acquisition. These gradually
gave way to Brown's (1973) work in which he brought about
the idea of stages based on the MLU. Brown's firstzg%gges
deal mainly with carly childhood, 8ince the level of
development of the subject of this study would seem to
fall into Brown's ‘'middle’ stages, some material on those
stages is also presented, as well as a brief report on
the later linguistic development of the child. Thus, we
have a somewhat complete picture of the linguistic deve~
lopmental sequences of the L1 acquirer.

The child acquiring a language acquires the syntax
as well as the meanings expressed in the language. More-—
over, there is interdependence and relatedness between
the acquisition of syntax and that of semantics. we
have, therefore, tried to show in what ways these two
aspects of language development are so related. Besides,
since language is acquired in communication situations,
the child's development of communicative competence is

also discussed.
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From these preliminaries, it is logical to go on to
the major structures with which the study is concerned -
negatives and interrogatives. We filrst outline the
developmontal stages L1 acquirers of negation and inter-
rogation pass through. Thesc will be compared with these
obscrved for L2 acquirers and also with those observed
for the subject of this study.

The process of language acquisition is also of
importance in the discussion of language acquisition.

We have, therefore, devoted some space to th. ~iscussion
of strategics L1 acquirers have been observed to adopt.
Similarly, we need to know what functions language per-
forms for the child acquiring it; hence the section
dealing with this.

Having reviewed the related literature on L1 acqui-
sltion, it is necessary to look at how L2 acquirers have
acquired these syntactic structures which are the main
concern of this study. The developmental sequences
observed for L2 acquirers are outlined so that they can
be comparcd with those found in L1 acquisition, and also
with those the subject of the study passed through.

The strategies L2 acquirers have been observed to adopt
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are discussed for comparisons with those found in L1
acquisition and with thosec the subject adopted. Finally,
we present a review of methodologies which have been
used in both L% and L2 acquisition research. This is

to gulde us in the methodoclogy to be used in this study.

Theorics of Language Acquisition

Different views of the child acquiring a language
have been put forward. Some, particularly the behaviou~-
rists, see the child as a passive. ~mpty thing to be
acted upon by the adult, who £ills it with the material
or knowledge he sees fit. Others, the cognitivists, for
instance, see him as an active individval whe acts upon
the environment in which he lives. (See, for example the
following seurces for a more detailed discusglon of the
subject: H.D. Brown (1980); Lindfors (1980); McLaughlin
(1978); Ppalermo (1978); Erasmie (1975); E. Ingram
(1975); Lenneberg (1967)). These views are expressed

in the different theories which are discussed below,

2.2.2,1 Behaviouristic Theories. The behaviourists

vicw the child as coming into the world with a tabula-
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rasia -

a clean £)ate, bearing no preconceived
notions of the wor'4d or about language,
and that this child is then shaped by
the environment, slowly conditioned
through reinforcement... This approach
focuses on the lmmediately perceptible
agpects of linguistic behaviour - the
publicly observable responses - and the
relationships or associations between
those responses and events in the world
surrounding them... (Brown, 1980:18)

The best known attempt to construct a behaviourist
model is B.F. Skinner's Verbal Behaviour (1957). He
adhered strictly to the behaviourist position of drawing
psychological conclusions only from the physically obser-
vable. Skinner is commonly known for his experiments
with animal behaviour in "skinner boxes". He believed
that fundamental learning processes are the same in
animals and in men, i.e.,, that one can adequately account
for human behavieour by applying principles derived from
laboratory work on small animals. According to Skinner,
speech (verbal behaviour) is a motor behaviour, which
is contrelled by its consequences; when consequences
are rewarding, behaviour is maintained and increased in
strength and frequency; when consequences are punished,

or when there is lack of reinforcement entirely,
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the behaviour is weakened and eventually extinguished.

skinner has contributed to education through teaching

machines and programmed learning, where he has applied

his principies of learning through reinforcement (Brownm,

19035,

“ivers 1964).,

Skinner's approach %o iinguage acquisition has been

criticized by Noam Chomsky .. his famous review of Verbal

Behaviour (1%59). icDonough (1981) and Hilgard and Bower

(1975) discuss Chomsky's criticisms of Skinner; some of

the points are given below.

1.

According to Skinner, language is stimulus-bound.
Chomsky says that language is not a set of vocal
habits that are conditioned by stimuli. wWe do
not say things to people because of past reward.
Granted, language is not entirely stimulus-free;
"a large proportion of what we say depends on
features of the situation, particularly the social
sltuation, @nd the knowledge each conversation
partner attributes to the other. However, no S-R
mechanism can represent these complexities"
(McDonough, 1961:16)

Moreover, Chomsky asks: wWhat is a stimulus? Is
any and every scnsory event presented in the
environment a stimulus or just those toc which the
subject attends and reacts? What makes two
stirulus patterns equivalent or similar? (Hilgard
and Bower, 1975:246). In other words, Chomsky,
like the cognitivists, argues against the objec-
tivity or validity of skinner's concepts of stimu-
lus, response, reinforcement, and response
strength.
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3, Skinner's S~R model cannot adequately explain
processes and phenomenon of human mental life.
For example, “terms such as want, intend, like,
plan, and persuade, cannot be adequately transla-
ted into the three-term contigencies countenanced
by skinner's system" (Hilgard and Bower, 197S:
246) .

4. According to Chomsky, the empiricist (read
'"hehaviouristic') approach to language analysis
onlty deals with performance, i.e. the surface
features of utterances, "whereas most regularities
in language are revealed only when the grammatical
tdeep structure' is extracted by some complex
syntax analyzer in our heads... Deep structures
help to disambicuate sentences which have the

same surface structure” (Hilgard and Bower, 1875:
247).

Some vlews have, however, insisted on behavicurism.
McCorquodale (1970), for example, has published a point
by point rebutall to each of Chomsky's criticisms about
Skinnerts theory of verbal behaviour. He concludes that
"Chomsky misunderstood the intent of Verbal Behaviour,
evaluating it as an accomplished explanation of verbal
behaviour rather than a hypothesis about the causes of
verhal behaviour® (Asher, 1972:178).

tlowever, many morc¢ recent resecarchers have upheld
Chonsgky's views. Hilgard and Bower (1975) hold a lcss
enthusiastic view of McCorquedale's answers to Chomsky's

critique, for according to them
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..« the tide in psycholinguistics had

long since turned to a transformational
approach to studying linguistic competence
and performance, and the answers simply

did not register as effective or persuasive.
It is a truism today that experimental
psycholinguistics is a branch of linguistics
(or 'cognitive psychology') rather than an
extension of behaviouristic learning theories
(1975: 248).

Lindfors (1980) says that the behaviourist theeries'
reliance on stimulus-response-reinforcement causes serious
problems. Parents verbally reinforce their children
according to the truth value of what they say, rather
than for the form they use (Brown, Cazden, and Bellugi-
Klima, 1971). Thus, this review emphasises that reinforce-
ment and practice do not play a very important role in 1
language acquisition. (But see p.243 and 436-37 of Vol.

II of this present study). It is also stated that the
child goecs threugh an active process of testing, discard-
ing, and refining grammatical rule systems (McLaughlin,
1978). This is also supported in this study. Moreover,
this happens even if the child cannot speak at all but
simply hears others speaking (Lenneberg, 1967).

Skinner's model is mechanistic, and at best contri-
butes to explaining the development of surface structure
of the language (Erasmie, 1975). Furthermore, the stimulus-

response theory is not a reflexive theory (Clark, 1975).
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Clark gives a vivid description of this theory:
stimulus-response theory could be compared
to an iron. It flattens. It minimizes
distinctions between different species uf
animal and between animals and human beings.
It has no theery ef stages of development,
regarding learning as equivalent in infant,
toddler, child, and adult. Of particular
interest to us is the fact that it makes no
distinction between linguistic behaviour
and any other aspect of behaviour. All
behaviour is governed by habits (1975: 307).

Skinner's model of verbal behaviour cannot adequately
account for the capacity to acquire language, nor for the
development ef language itself; neisher can it account
for the abstract nature of language and‘for a theory of
meaning (Brown, 1980:19). The stimulus-response theory .
cannot account for the uniformity of language acquisition
throughout the human species, nor can it explain how
the child can learn a system so complex in such a rela-
tively short period of time, since it regards the child
as beginning at level zero (a tabula rasa). Lenneberg
(1967) suggests that the child's capacity to learn
language is a consequence of maturation.

The speech input to which the child is exposed does
not seem to be a rich enough source for induction of the

rules of grammar. Adult speech is not fault-free
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and so it is a wonder that the child does not acquire
the imperfect language of the adult.l Moreover, the
facts of grammar are not explicable simply on the basis
of surface structure, to which the child is exposed.
Therefore, there is need to postulate some sert of deep
structure to account for how we understand ambiguous
sentences. Transformational grammar seems to offer a
more powerful approach to language than did traditional
psychological theory (McLaughlin, 1978), uf which the
behaviourist model is an example.

Brown (1980:21), therefore, quite rightly concludes
that "although behaviouristic psychology lays emphasis
on empirical observation and the scientific method, it
can only begin to explain the miracle of language acqui-
sition leaving untouched a vast domain which can be
explored only by an approach that probes deeper". As a

result of these inadequades, some psychologists sought

1 However, recent research on the language addressed

to the child shows that it is not as imperfect as
the generativists assumed. See, for example, Snow
(1972); Labov (1970), Bellugi and Brown, (1964)
prach (1969) and Cross (1975).
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to broaden the base of the behaviourist theory, and
proposed modified theoretical positions, one of which is

called the mediation theory.

2.2.2.2 Mediation Theory. This theory, represented by
osgood (1953, 1937), is an attempt to compensate for some
of the deficiencies of the stimulus-response theory
(Clark, 1975), which claims that activity is governed by
stimuli in the immediate situation, i.e. 'the here and
now', in pPiaget's language. But in real life, it is
obvious that we are influenced by events which are dis-
tant from us in both space and time, i.e. 'the not here
and not now'.

The concept of mediation developed out of Pavlov's
contiguity theory, which holds that responses which occur
naturally to one stimulus can come to be elicited by
another, previously neutral stimulus. Thus a response
can be attached to a new stimulus simply by presenting
this stimulus frequently in conjunction with the stimulus
which already elicits the response. As an example of
this learning, Clark (1975) gives Pavlov's experiment

with dogs in which he produced salivating in the dogs
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in rosponse to the sound of a bell. The bell had pre-
viously been presented just before feeding the dogs.

This theory accounts for meaning by the claim that
t = linquistic stimulus (a word or a sentence) elicits a
mediating response that is self-stimulating. Osgood
(1953, 1957) has called this self-stimulation a "repre-
sentational mediation process', which Brown (1980:20)
regards as a "really covert and invisible process which
acts on the learner".

Ironically, the mediation theory a;tempts to account
for abstraction (i.e., abstract nature of language)
witiiout admitting that there is such a thing (Clark 1975:
306). Thus, like the stimulus-reponse theory, the media-

tion theory does not answer all the guestions.

2.2.2.7 “he Nativist Theory. Partly in response to the
apparent inadequacies in the behaviourist view, another
view of language acquisition gained ground, variously
called the “innatist", “rationalist", or “nativistv
pogition (Lindfors 1980: 105). According to this positien,
the child comes into the world with very specific innate

knowledge which includes general predispcsitions and
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tendencies as well as knowledge of the nature of language
and of the world. This view asks deeper questions and
looks for clearer explanations of the mastery of language
than di  th behaviourist position. Chomsky (1965) and
McNeill (1966), both supporters of the innatist view,
maintain that every child is born with universals of
linguistic structure "wired in", that is, the child does
not have to learn the features which are common to the
structure of all human languages (Lindfors 1980C: 105).
According to this view, children are born with
knowledge of the basic grammatical relations and catego-
ries, for example, subject, verb, and object; nouns,
verbs, determiners, and auxiliary elements (E. Ingram,
1975). Furthermore, the nativists hold that language
acquisition is innately determined; that the child is
born with a built-in device of some sort, which pre-
disposes him to language acquisition. This mechanism is
called the Language Acquisition Device (LAD) (Clark 1975).
Unlike the stimulus-response theory, aspects of
meaning and the abstractness and creativity of language
acquisition are accounted for by the LAD proposition.

However, Brown (1980) observes that these are accounted
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for inexplicitly, adding that LAD is an unochsecrved
invention that only superficially accounts for language
acquisition.

The nativist position has received support from
biologically based research relating to the development
of language. Lenneberg (1967), for example, proposed
that language 1s “species specificY behaviour, and that
certain modes of perception, categorizing abilities, and
other language-prelated mechanisms are biologically
determined. Pointing out that there is some correlation
between the stages in human development and those in
physical maturation, Lenncherg (1967: 176) posited a
"critical-period" hypothesis for language acquisition
which ends at puberty. After this age, according to him,
tautomatic acquisition from mere exposure to a given
language seems to disappear ... and foreign languages
have to be taught and learned through a conscious and
labored effort". There is, however, some disagreement
as to when the critical period ends. Krashen (1973),
for example, has suggested that brain lateralization
occurs much earlier than is proposed by Lenneberg,

possibly arovund the age of five.
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The innatists also regard exposure to language in
the environment as a necessary and sufficient condition
for languag: acquisition in children. Th~ environment
is important in two ways: {41) exposure to language in
the childt's environment "triggers® his innate language .
acquisition device, setting his language acaiisition
course in motion; and (2) language exposure provides
linguistic data for the child's innate mechanisms to work
on so asg to discover the particular details £ his lan-
quage, which set it apart from other human lanquages
{Lindfors 1920: 107).

Ak practical contribution of the nativist theory 1s
in conncction with the status of the child's language.
Chomsky (1965) and MecNeill (1966) and their colleagues
have legitimized child language as a system in its own
right. Following this discovery, researchers have
constructed hypothetical grammars of child languige,
which they call "pivot grammars®. Brown (1980:24) has
also rightly pointed out that although the nativists did
not come any closer to a solution than did the behaviou-
rists, this approach to child language made at least

two liaportant contributions to the understanding of the
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first language learning process: (1) freedom from the
restricilons of the “scientific method" to explore the
unseen, unobservable, underlying, invisible, abstract
linguistic structures being developed in the child; and
(2) description of the child's language as a legitimate,

rule-governed, consistent system.

2ec.204 The Cognitive Aporoach. The nativist framework

was tliberating', Lut it still posscssed some inadequa~
cies. As Brown (1980:25) nuts it

+«s the generative miles tat were proposed
under the nativist framcw verc abstract,
formal, explicit, and quite logical, yet
they dealt specifically with the forms of
language and not with the very deepest
level of language, that level where memory,
perception, thought, meaning, and emotion
are all interdependently orgznized in the
super-structure of the human mind.

Linguists, fortunately, began to sec and regard language
as one manifestation of general development, and that it
was part and parczl of cognitive and effective framework.
It was clear that t%. cenerative rules of the nativists
were not able to account for tne "function" of language.
The cognitivists scc tho innote component not as a

body of knowledqe abour the structure of human language,




image542.png
47.

but rather as a substantial innate cognitive potential
for processing human language so as to derive its struce
ture. 1In other words, they see the child's innate
endowment not as content - something known - but rather
as processing abilities for finding out (Lindfors 1980:
108).

Thus, a different picture of the child acquiring
language has emerged with the cognitive approach, which
sees the child as contributing to his learning. The
child learns through interaction with the world. "Inter-
action" is the crucial word. It implies action - verbal
and nonverbal ~ a doing between the child and others as
well as with objects in nis environment. Thus, the
child's development is a two~way affair: vhe is not
simply shaped and moulded by the environment, but he
also shapes and moulds it, changing it ana, to some
extent, controlling it for his use in further learning"
(Lindfors 1980: 109). For example, children influcnce
the way their mothers talk to them (Nelson 1973). This
only needs observation on the part of the reader to
confirm., Children, for instance, influence the topics

to be talked about,
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This interactive view differs in emphasis from the
earlier nativist pesition, which saw "the environment
triggerring innate mechanisms that cause language acqui-
sition to magically unfold". Thls view also differs
drastically from the behaviourist view of the child
simply being shaped by the environment.

Another cognitive view is advanced by Braine (1971)
and McLaughlin (1978). Braine challenged the transfor-
mational grammar approach and argued that the acquisi-
tion process requires a model based on discovery procew
dure rather than on hypothesis formulation. According
to Braine (1971), such model would require a scanner
that receives input sentences and a memory component
that accumulates the features of sentences noticed by
the scanner.

McLaughlin discusses what he calls "Process or
Strategy analysisz.® Process models are different from
traditional behaviourist models in that they are essen-
tially cognitive models of language. They ure concerned
not with external stimulus-response events, but with
internal cognitive processes. They differ from a trans~

farmational grammar model in that they are concerned




image544.png
! ‘ 49.

. with language behaviour occurring in real time; lingui-
stic models, such as a transformational grammar approach,
are essentially static, with emphasis placed on charac-
terizing what it is that people must know to comprehend
and produce grammatical and meaningful utterances.

While the linguist aims at accounting for the speaker's
competence in language, process mcdels attempt to accom-
modate both competence and performance simultaneously.

According to the process models approach, the child
is born with certain innate sbilities that structure and
determine the way he learns; he is born with a proces—
sing mechanism that enables him to discover linguistic
patterns just as he discovers perceptual patterns. In
accordance with this view, McLaughlin sees the acguisi=-
tion of language in terms of the child's processing
capacities and in terms of the strategies the child
employs in learning to communicate with others. He
cautions, however, that at the present time, no proces-
sing model exists that can account for all relevant

linguistic and behavioural phenomena.
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2e222.5 Summary. The three models of language acquisi-
tion presented above, i.e. the behaviourist, the nativist,
and the cognitive, represent the major conflicting
approaches to child language acquisition. Perhaps an
aclectic model which takes in something of each of the
three models may not be out of place. The child certainly
constructs his language through hy%d&esis formulation,

and he makes use of imitation, practice and reinforcement
at gome stage in the acquisition of language. But the
esgence of practice i1s active discovery -- "learning

that comes through free activity in a rich environment,
only mildly structured by the teacher to facilitate
learning" (Hilgard and Bower, 1975: 345). To understand
the process of acquisition, one investigates the strate~
gles that the child employs. what this model will be
called and/or how it will work needs to be investigated.
However, it should be pointed out that similar views

have heen cxpressed by Brown (1980), Wardaugh (1976) and

Tomori {(1981).
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General Develnpmental Sequences.

one of the questions this study is attempting to
answer is whether »r not L2 learners pass through the
same developmental stages as L1 acquirers of a given
target language. Tt is, therefore, necessary to look
briefly at develmpmental sequences that have been
observed for children acquiring English as L1, with
particular reference to the variables with which we
are concerned in the study, namely, negatives and inter-
rogatives. ve shall also look briefly at the overall
structure of communicative competence, since negatives
and interrogatives are not produced in a vacuum.

Moreover, in discussing the developmental sequences,
we shall take the age of our subject into consideration.
The study began when she was 3; 111 and ended when
she was 5; 2. Our review aof the literature will,
therefore, reflect development of childrem fream ase 2
to about age 6, the periods which Menyuk (1977) has
called “"early and middle childhood." This is because

we believe that a child af 4 years ~f age can function

1 Age is given in years and months.
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Ehn?

(to child)
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(To M) Ask him?
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Dewale?
(nodding)
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Ehn?

Who? What is like
your mummy?

554

no/

no Ausa/

i don(t) know Ausa/
i don(t) know Ausa/

she don(t) know
Ausa/

@ (her?) name
is Dewale/

Mhm/

Dewale, Dewale
(h)ospital like 3
daddy/

like 9 daddy/
like 3 mummy/
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at the mental age of 2; similarly, such a child can
function at the mental age of €.

Grammatical speech is usually assumed to begin
when the child is on average between the ages of 1%
and 2 years (palemmd 1978, stevens 1977), and that is
the earliest point at which grammar had been studied.
hccording to McLaughlin (1978), by the age of 3 or so,
the child has usually reached the final stage in the
development of negatives and questions. If this is true,
then it would be reasonable to go back a stage or two to
see the development from the beginning through the stages
to the time by which it is claimed that the child has
acquired the constructions. Tt would be interesting to
seg 1f the subject, a bilingual acquiring the second
language at the age of 4, goes through the same stages
in acquiring the negative and interrogative construce
tions as have been reported for monclingual children
acquiring English as a first language.

Palermo (1978 also says that beginning with the
two-word stage, evidence for interrogative structure
is much clearer than at the one-word stag§7. Simi-~

larly, Ervin-Tripp observes that:
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The age for studying the initial des-
crimination of questions must be from
the very onset of speech, at least well
before 1; 9, when we find such descrimi-
nation already well-established in our
youngest subject (1970:81).

2.2.3.1 Pivot Grammars. Braine (1963a, 1963b) was the
first to examine the child's two-word utterances which
came to be widely known as pivot grammar., This was
followed by the work of Miller and Ervin (1964) and
Brown and his students (Brown and Fraser, 1964; Brown,
Fraser, and Bellugi, 1964), who, like Braine, reported
the characteristics of children's utterances in general.
Working with groups of 2 to S5 children, they found
similarities among the children (Palermo, 1978). 1In
particular, they found that the child secemed to be
constructing a rudimentary system of his own (Brown and
Frascr, 1963). The following examples of children's
two-word utterances, taken from Braine (1963), Brown
and Fraser (1963), Brown and Bellugi (1964) and Ervin
(1964), have been cited by Lenneberqg (1967) and Palermo
(1978) =

"£ix it “there bird"
"drink it "here sock"
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"more milk' "here allgone"
"more nut" vBird allgonev
“more up" "Reel allgone"®

In such utterances, one of the words has a higher
frequency of occurrence than the other, and seems to be
a grammatical functor. The other seems to come from a
large pool of lexical items with a great variety of
meanings. Braine (1963) has called the functor words
the pivot of the sentences because the entire utterance
seems to "turn around them". This 1is a relatively
closed class; the othax large class of items is usually
referred to as the open class.

However, as might be expected, there were excep-
tions to the rule, due to individual differences. Some
two--word utterances did not fit any identifiable pattern
and some were several words long. When children did
produce longer utterances, the function words were
often omitted from obligatory positions.

Pivot grammars and telegraphic speech have been
criticised (Bloom, 1970, 197%; Schlesinger, 19715
Bowerman 1%73a; Dale 1976) as referring only to dis-
tributional phenomena rather than meaning, and also

because they referred only tc performance, and not
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competence. Consequently, the focus of the study of

child laﬁguage development has shifted to the present
attempt to include content, form and use. The result
of this change in focus, says Hocd (1977}, has been a
much richer, more varied, more complicated, and hope-

fully, more fruitful field of study.

2.2,3.2 Brown's Analysis of the Stages. Brown and his

colleagues carefully observed the early language deve~
lopment of three children, Adam, Eve and Sarah over a
period of several years. From their work, it became ~
apparent to them that the length of the child's utte-
rance was a better indicator of language development
than was chronological age. They, thereforc, used the
child's average number of morphemes per utterance as
their length measure»i Arown and his colleagues posited
5 stages in early preschool language acquisition, each
stage defined by MLU. They als~ sutqested an upper

bound (UB) for each stuagc, thaot is, what would typically

1 FPor & method of calculating the mean length of
utterance (MLU), see Brown (1973:78) and Lindfors
(1980: 125).
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constitute the longest utterance (in morphemes) in the
child's sample. It is also possible to view Brown's
stages as MLU spans, as has been illustrated in the

following table, taken from Lindfors (1980:125).

stage (00, ('Qt‘im us
1 1.75 1.5 - 2.0 5
2 2.25 2.0 - 2.5 7
3 2.75 2.5 - 3.0 9
4 3.50 3.0 - 3.5 11
5 4,00 3.5 = 4.0 13

Up to stage 5, with an MLU of 4.0, increasing length
reflects increasing complexity. However, after an MLU
of 4.0, utterance length is no longer a very helpful
neasurc of language growth, as the length measure does
not reflect the complexity of the child's competence.
This last point should be of relevance and interest to
us in L2 study. How relevant is the ML == a measure
of language growth in looking at the language of a L2
learner, who is alrcady maturationally, cognitively,
and linguistically more developed than the first lan-

guage learner? The MLU has not been found to be a
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good indicator of development in L2 acquisition
{Larsen-Freeman, 1978; Dulay and Burt, 19743 Huang,
1970), which suggests that in L2 analysis we should
discard the MLU theory ;nd concentrate on other mea-
sures of development, for example, the morpheme and
auxiliary studies, already begun by Dulay and Burt

(1974) .

Stage 1

Brown's stage 1 is sometimes called the "two-word
stage" {Lindfors 1980: 126). This is the stage cent-~
ring on an MLU of 1.75 and including the span 1.5 - 2.0,
HMany of the child's utterances are two morphemes long,
but some are longer. At this stage, the morphemes that
the child uses tend to be heavy content carriers, e.ge.
nouns, verbs, adjectives and adverbs. There 1s also
noticeable absence of function werds, The stage
1 speech also seems to be almost restricted to two~term
relations such as the possessive (c.g. bDaddy chairw),
the attributive (e.g. "Big house"), agent-action (e.g.
"Daddy hit"), action-object (e.g. "Hit ball") (Brown

in Haugen and Bloomficld. 1973b).
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Stage 2

This is the staqe centring on an MLU of 2.25 and
including the span of 2.0 - 2.50. Three factors
characterize this stage, and also account for the
increased length of utterances: (1) the emergence of
grammatical morphemes which arc now included in the
child's speech; (2) the stringing together of two-term
relations; and (3) the expansion of a term of rela-
t:lon." Twn things should be noted about Brown's work:

He argucd that development is probably invariant across

1 The child brings creativity to his acquisition of
language. His utterances at this stage are basi-
cally two-term morphemes but can be creatively
combined and/or expanded. Perhaps this is why it
is better to regard the MLU measure as a span
rather than as a particular point in the child's
development, Note also the continuity of the
child's growth through stages 1 and 2.

We sec clearly in the speech of the stage 2
child that she has incorporated, refined,
elaborated, and expanded the meanings and
expressive devices available to her in
stage 1. The child does not leap from

one stage to the next, but rather grows
steadily in lanquage, at every point
ruilding on what has preceded (Lindfors,
1980: 134).
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children and across languages, although the ratc of
development may vary widely from child to child as a
function of the general intelligence of the child.
Secondly, the order of development appears to be a
function of cumulativ. semantic and qrammatical comple-
xity (Brown and Hanlon, 1970). Is this true only of
children acquiring their L1, or does it apply to those
acguiring a L2? As we look at the developmental stages
in the acquisition of negatives and intenogatives by L2
learncrs, we shall be making comparisons with the
stages found in L1 acquisition, which we shall consider
shortly. But first, let us sec what development is

like in the other stages.

2.2.3.3 The Middle Stages of Linguistic Development.

These comprise stages 3, 4, and 5. Brown (1973) iden-
tifies the use of "sentence modalities" as a particu-
larly salient characteristic of a child's language in
stage 3, when the MLU is 2.75. By "sentence modali-

ties", Brown means "sentence types", such as declara~

tive, negative, interrogative and imperative. Because
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the development of these structures is very much in
evidence in stage 3, Brown (1973) has labelled this
stage “Modalitice of the simple sentcnce' (Lindfors
1980). However, the development actually beglns long
before stage 2 (Rrvin-Tripp, 1970; McLaughlin, 1978),
and contlnucs long after. As such, researchers have
found it fruitful to study thc development of negatives
and interrogatives as ongoing processes, cutting across

all stages.

2.2.3.4 Later Linguistic Development (i.e. after

133{.?&9 of 5). Studies in L1 acquisition and develop-
went had often given the impression that by the age of

4 or 5, the child has succeeded in mastering the complex
structure of his native language. However, "while the
four or five-ycar-old child can carry on a most intel-
ligent and syntactically correct conversation for the
most part, it has become fairly clear in the research
that considerable development in syntax and other
aspects of languagc occurs after age five" (Palermo

and Molfese, 1972). (Also see C. Chom)sky, 19693

Lindfors, 1980). BEvidence for the continued growth
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of language after the age of 5 has been provided by
C,. Chomsky (1969) (complex syntactic structures, e.g.
those that deal with the Minimal Distance Principle
(MDP)3 Gaer (1969) (work on passive sentences); and
Menyuk (1971, 1977) (the auxiliary ‘have‘', participial
completion, etc.). oOther studies point to the fact
that syntactic development is not completed until
about the age of 12 or so (rerko, 1958; Kessel, 1970;

Cromer, 1970).

242.3,5 Semantic-Syntactic Interdependence. It is

generally accepted that semantics and syntax are rela-
ted. More recently, in discussing child language,
emphasis has been placed on content rather than phono-
logy and syntax. The generative semanticists hold

this view and suggest that there is no boundary between
semantics and syntax. According to them grammar starts
with the meaning of sentences and generates syntactic
structures through the introduction of syntactic and
lexical rules throughout the course of generation of
the sentence (Menyuk 1977). They further argue that

semantics shapes syntax. A grammatically correct
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Who? I know he is not
your mummy.

Where?

Ehn?

wWhat?
(laughing)

Kawo ospital?

What is that?

(M tries to explain, but
inaudible, Does as 1if
she will lie down)

Sit up now. Where does
his mmmy go to work?

Where

(laughing)

Ehn?

(still laughing)
On you?

You will go to work?

56.

1 say like @ mummy/
not my mummy/

& mummy don go/
& mummy is
going to work/

on Kawo/

Kawo (h)ospital/

I say Kawo
(h)ospital/

yes/

he's going to
work/

on, on, on me/

on me/

yes I will work/

yes/
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sentence or a well-formed sentence necessarily
includes semantic concepts.

Psycholinguistic researchers who have observed
that syntax and semantics cannot be separated have
criticized pivot grammars, which are formal descrip-
tions of language (e.g. Bloom 1970, 19733 Bowerman,
19733 Schlesinger, 1971). They all stress that pivot
grammar ignored meaning entirely, and Schlesinger
{1971) has pointed out that it is the underlying seman-
tic intentions that is coded in the surface form of
children's utterances.

Bloom (1970) has drawn attention to the importance
and necessity for interpreting what the child says
within the linguistic and extra-lingulstic context in
which it is said. S$he has also pointed out that the
same semantic relation can have two alternative and
consistent representations in the speech of different
children, which is evidence that children are learning
semantic-syntactic structures,

Brown (1973) and Bowerman (1973) have noted that
‘the forms of language used by children reflect the

semantic relations they express. Brown (1973) also
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believes that meanings are modulated through the use
of varied structures, that is, the forms used by
children are related to and reflect the meanings
expressed.
Macnamara (1972) gives further support for the
interdependence of semantics and syntax. He opines:
++s Meaning and the linguistic code are best
treated as though they were elements of a
compound, much in the way that oxygen and
hydrogen are the separate elements which
combine to form molecules of water. That
is, the two are not usually experienced

separately, though they are distinguishable
(Macnamara in Bloom, 1978: 392).

Bloom (1978b) has observed that the verbs that
children use are the index to the kinds of relational
events they talk about and so know about, that is, the
verbs reflect the children's conceptual development.i

Using an inferential methodology, Bloom adduced
evidence from various studies of child language (Bloom,
19703 Bloom, Lightbown and Hood, 1975; Brown, 19733

Bowerman, 1973; Lightbown, 1977; Miller and Johnson-

1 Perhaps this idea is not original to Bloem. It
might have been borrowed from Fillmore's (1968)
"Case Grammar". (See Dale 1976:84-87; Allen
and Widdowson 1975: 68; Fillmore in Bach and
Harms 1968).
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Laird, 1976; Bleom, Miller and Hood, 197%; Bronckart
and Sinclair, 1973; Bloom, Lahey, Hood, Lifter and
Feiss, 1978; Limber, 1973; Ervin-Tripp, 1970; Light-
bown, 1978; Bloom, Lifter and Tanuoye, 1978) which
led her to conclude that children's knowledge of lan-
guage structure is probably never independent from the
meanings of the different verbs that they know; instead,
lexical development and grammatical development are
mutually dependent. The dat; for the studies descri-
bed consisted of many thousands of dialogues with four
children who served as subject informants (Kathryn,
Eric, Gia and Peter). Each child was observed at home,
for up to three hours, at periodic intervals.

We shall conclude this section with a quotation
from Hood (1977: 104) which sums up the ideas about
the interdependence of semantics and syntax:

The meaning relations among words are
influenced by the syntactic relations ameng
them. Similarly, the syntactie relations
influence the meaning relations. Semantics
and syntax are inseparable and both must

be considered in any description or expla-
nation of a language.
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2.2.3.6 Communicative Competence. One feature in

evaluating the child's mastery of a language is the
facility with which the child is able to communicate.
It is, therefore, necessary to examine the literature
for the criteria that determine communicative compe-
tence, against which the learner will be evaluated.
tKnowing a language' involves more than just being able
to compose correct sentences: it also involves the
ability to use them appropriately in acts of communi=-
catlon. Communicative competence can be described as
an increasing ability to take into account one's
conversational partner's point of view (Menyuk, 1977
110}, i.e. the ability to communicate effectively in
conversational interactions. Communicative effective~
ness involves the child's being able to command, reguest,
promise, explain, lie, question, persuade, inform,
entertain, and seek information (Menyuk, 1877; Lindfors
19803 Garvey, 1975, B8loom and Lahey, 1978).

There are individual differences among children
in the ability to communicate effectively with varying
members of the society. Xrauss and Glucksberg (1967),

for example, found that 5-6 year-old children were




image561.jpeg
66.

less able than older ones to communicate information
to a listener. However, children as young as four
years old, have been found to adjust the form of their
utterances to the communicative necds of their liste-
ners (Shatz & Gelman 1973; Schiff 1976). Maratsos
(1973) and Menig-Peterson (1975) also observe that if
the task is simple enough, three ~, four -, and five-
year olds are able to take into account features of
the listener's situation. In contrast, Berko-Gleason
(1973) found that while four-year-olds made appropriate
distinctions in their language to peers and adults,
they were not adjusting to the communicative needs of
younger children. Shc analyzed the language used by
4-8~year olds to younger children, peer, and adults in
the home environment.

The second aspect of communicative competence
mentioned above, is learning to use various styles or
codes of speaking to different people under differing
circumstances. Apart from mastering the features of
the different levels of linguistic structure, the child
alsc has to learn the rules for switching levels.

There are at least three levels that seem present in
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all societies: formal or polite, colloquial, and
slang or vulgar (Hymes, 1964).

The child in the Nigerian context, for example,
has to learn a formal code for communicating with his
teachers, parents, and other elders and strangers; he
must learn another style for dealing with his playmates
and peers, as well as with his brothers and sisters.
Quite often, he has to use different styles in addres-
sing the older siblings from the one he uses to the
younger ones. Thus, in some cases, a child would not
call his elder brother or sister by name but would use
expressions such as "yaya" (meaning elder brother or
sister), or "brother" or "sister" (both said with the
stress on the second syllable - a common use of the
words in Nigeria).

The child in American society has to learn a
formal code for dealing with teachers, ministers, and
other "formidable strangers'" (Gleascn, 1973). Gleason
(1973) suggests that many children develop a chuarac.
teristic style in talking to adult strangers that is
marked by psuses between words, careful enunciation,

and a flat affectless tone. Similarly, Fischer's
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(1958) observation of 24 children revealed that the
choice of "-in" and "-ing" variants of the present
participle was related to the sex, class, personality
(aggressive/co-operative), and mood (tense/relaxed)

of the sp;akern The "=in® form became more frequent
as the children grew more relaxed in the interxview.

Observers of child language have noted that

children switch codes when speaking to younger children.
Ervin-Tripp (1973), for instance, reported that chil~
dren as young as two years old demonstrate lexical,
phonological, and para-linguistic changes when they
speak to infants. It is suggested that this may be
. a form of stereo-typed, role playing behaviour in
young children. This can easily be verified by lis-
tening to children playing. The subject in this study
was heard to say 'poon' (spoen) when speaking te her
two-year-old cousin. It has also been noted that
children's peer group language is different from the
language they address to adults. With his peers and
siblings the child uses thc collosuial and slang codes.
Such a code involves a rich use of expressive words,

very frequently the use of first names also, with no
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terns of endearment. Unlike the Nigerian child, the
American child typically employs the informal code
with parents 3s well (Ervin-Tripp, 1973; Lambert, 1967)
ro summarizc, during early childhood children |
can comnunicate with each other as well as with adults
and can formulate and respond to requests, commands,
cuestions, insults, excuses, and comments (Menyuk, 1977).
They can also adjust, to some extent, the form and
context of the communication to conform to the age of
the listencr and amount of visual information that is
sharad. 1n middle and late childhood, communicative
competence grows and develops in terms of domains of
discourse and accuracy of message for all children.
However, it nust be noted that the rate of development

is affected by individual differences.

We shall now take a lack at the development of
Wegatives and Interrogatives, in that order, variables

with chich the present study is concerned.




image565.jpeg
70.

2.3 The Development of Negatives in L1

The acquisition of negatien by children has been
of much interest to researchers. For example, Luria
(1959) and Mukherjee (1981) have been interected in the
pragmatics of negation. Bellugi (1967), Klima and
Bellugi (1966), Klima and Bellugi-Klima (1971) have
dealt with the syntactic development; and Bloom (1970),
McNeill and McNeill (1968), and Schlesinger (1971) have
discussed the semantic aspect. We shall discuss these
three aspects in turn.

Luria (1959) "reported cn the various limitations
of motor behaviour of young children following negative
or inhibitory verbal commands". He found that chil-
dren of three to three and a half years do not under-
stand negative verbal commands such as "Don't press",
and so are not able to match the commands with the
correct actions. In a series of three replication
studies involving rural children (aged 1%, 2%, 3%,

4%, 5%, 15 years) from Nigeria and Cameroon, Mukherjee
(1981) found that “the limitations of motor behaviour

were not universal”. He explains:
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A negative command, 'Don‘'t press', can be
seen from the consideration of both semantic
and syntactic grounds as consisting of two
components, ¢.g. 'Do not' and 'Press'. The
first component, 'Do not', does n~: 1enerate
any specific inhibitory motor message, while
the second component embedded in the word
'Press', has a clear motor meaning and
directive pragmatic function. 'Don't press’,
'Do not press', 'not to press', etc. are all
complex structures and compounded units which
perhaps remain beyond the decodina capacity
of the young brains to take them as =ingle
units (1981: 313).

Bellugi (1967), Bellugi and Klima (1966), and Klime
and Belluni-Klima (1971) have sketched a developmental
sequence for negatior. The discussion which follows is
based on the report of their work given in Lindfors
(1980) and Palepmo (1978).

First, the main device for expressing necation is
to affix a "no" or "not" to the beginning or end of a
sentence, that is, the negative words occur outside the
sentence nucleus, as in the following examples:

Mo singing song Not a teddy bear.
No wipe finger. Not sit there.
Wear mittens no
Later, the child inserts the negative word within

the sentence Moreovcr, the set of words expands to
include "don't” and “can't, which are used as single
inscparable units At this stagc, the child's new
censtructions can be interpreted to reflect adult
conpatence, although syntactical!ly they do not always

rescemble adult eonstructions. e.q.
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(Children playing at
cooking)

Mz
Child: yes
M

Child: Yes
M:

(other child tries

to put

some more potatoes into

the pot)

Child: 1It's good.
M: (pushing it away)

(Other child gets up
and pretends to take the

food)

cnild: [o0k(18T
Mz
child: [ gianid

M2

Child: 5:#],,'@,,_(7

57«

potatozf

tomato and potato/
you don(t)know it
no meat?2/

potato don do?2/

no put it again!
.ss potato/ Take it,
take it take it/

it's not good/ It's
do likesos/

1 de come now/ I
de come/ na me
di mummy/ na

me di mummy/
it's me di mummy/
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That no fish school- I can't see you.
There no squirrels. I don't want it.
#e no bite you. I don’t know his name.

(Klima and Bellugi, 197 : 418)

The child does not, at this stage, use the auxiliary
verbs alone. Although children seem to comprehend
negatives contracted with auxiliary in adult sentences,
it would appear that at this stege the construction is
incorporated in the child's system as a negative verb
rothwer than an auxiliary plus & negative element
{Palermo, 1978)., Other forms of negative appear also,
such as the negative element within the sentence but
not connected to an auxiliary, negative imperatives,
and a form of question negatives, as illustrated below:
That not milk.

Don't leave me.
Why not me sleeping? (Palermo 1978: 206)

still later, elements like "can't” and “don‘tV
separate for the child, that is, hc can now analyze
"ean't" and rdont't¥ as the morpheme combinations “can
+ Tnot', and "do" + "not".

Next, we observe 'megation spread” as in these

examples from a child of MLU 4.7:
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I'm not scared of nothing.

Little puppies can't bite no one, right?
fle can't have nothing.

Don't never leave your chair

I never have none (Bellugi 1971:105)

During this stage, auxiliaries used in affirmative
can be combined with negative, although the context in
which they occur vary {(Palermo 13978). “Be", for
example, is restricted to predicate and progressive
forms, while "can" and "do" are used only with nonpro-
gressive main verba

And finally, the indefinite determinates and
pronouns found in adult negative sentences appear, i.c.

Yanyone', "anything", and "any¥.

I didn't see something.
He won't have some.

The use of these determinates sometimes leads to syn=-
tactic errors. This is also typicaL of adolescent
learncrs in the secoend language situation, and for many
1.2 learners of English, this aspect fossilizes.

Klima and Bellugi-Klima's analysis deals with
syntax alene. For failing to consider the semantics
of negation, Klima and Bellugi-Klima have been criti-

clzed, first by Huxley (1966), and later by Bloom
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(1970}, among others.

Bloom (1970) did not find evidence for Klima and
Bellugi~Klimats first stage. She noted that sentences
in which the 'no" appeared before the sentence subject,
were not negative sentences at all. Rather, '"no'
before a sentence was anaphoric in relating back to
something else, either said or implied, and the sen-
tence itself was actually an affirmative statement
(Bloom, 1975: 279). Whereas in adult speech anaphoric
‘mo" would be marked by a pause, in child utterances,
there was no corresponding pause. Other researchers
have confirmed Bloom's finding with respect to the 'mot
occurring outside the sentence mnucleus (Volterra 1971
~ Italian; de Boysson-Bardics 4972 - French; Lord,
1974 - English).

Both Bloom (1970) and McNeill and McNeill (1968)
have presented evidence that there is some order to the
emérgence of negative meanings in child speech, and not
only a syntactic order (Brown 1973: 37). Bloom (1970)

identifies three distinct meanings of negation —-
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nonexistence, rejection, and dem‘.al«1 The three
semantic categories appeared in the children's senten-
ces in the order nonexistence, rejection, and denial.
Bloom (1970) alsc observed a corresponding development
in the form of their syntactic representation. Expres-
slon of nonexistence was elaborated in complexity by a
variation in the form of the negative marker, which
include “"can't", “don't", “doesn't" and "not", before
the child claborated expression of rejection. Similarly,
forms of utterances that signalled rejection increased
in complexity before utterances expressing denial.
McNeill and McNeill (1968) studied the semantic
development of two Japanese children. They made dis-
tinctions corresponding teo Bloom's nonexistence, rejec-
tion, and denial, in that order, but they also distin-
guished two dimensions Bloom (1370) did not: "internal -
external” and "entailment - nonentailment'. The

dimension "internal-external’ distinguishes between

1

Belkin (1975) providcs confirmation of Bloom's
findings for the L1 acquisition of English negation,
and further extends the analysis to cover three
other sub-categories of negation~ disappearance,
prohibition and cessation.
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negations based on what might be called internal
evidence {(e.g. I don't want any lunch), and negations
based on external or public evidence (¢.g. The lamp
didntt break). The idea expressed by "entailment -
nonentailment” is that onc may make a negative state-
ment like "No, that's an apple, not a pear", which not
only denies a proposition, but explicitly asserts the
truth of an alternative proposition. Alternatively,
one may simply deny the truth of one propasition (Ne,
thatts not a pear) without asserting the truth of any
of the indefinitely numerous alternative propositions
that might be true but are certainly not entailed
(Brown 1973: 37-38).

The distinctions made by McNeill and McNeill
(1968) are a contribution to the varieties of negation
in child language. As the child grows older, he is
nore able to express internal feelings and thus make
distinctions between what is internal to him (e.g. what
he deoes not want} and what is obvious to others in the
context. Thus the distinction "internal-external" is
useful. Similarly, the child has an option of either

denying the truth of a proposition, but not asserting
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any other, and denying the truth of one and at the

same time making an alternative proposition. Again,

it would seem that this would be more probsble the
older the child is. To what extent such distinctions
are made in the utterances of the subject of this study
remains to be seen. This is important especially since
she was older, during the study period, than monolin-
gual L1 acquirers of English negation.

It is interesting to note that for negative ques=-
ticns, Japancse responses confirm or deny what has been
said, not what the English speakers presuppose. For
example, 1f the question is, in English,

"Aren't you going?"
it presupposes an affirmative answer, and "Yes" means
"Ttam going”, or in effect, "what you presuppose is
correct but what you said (that you aren't going) is
not correct. The answer "Ne'" in English agrces with
what the speaker has said, but disagrecs with the
speaker's presupposition (Brown 1973: 38). 1In this,
Japanese is like Nigerian languages, for example, Hausa.
When one says "Ba za ka tafi ba?" (Aren't you going?),

the answer "I, ba zan tafi ba" (Yes, I'm not going)
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confirms what has been said, i.,e. "Yes, what you said
(That I'm not going) is correctv.

Negation in many Nigerian languages, <¢.q. Hausa,
and negation in English thus seem to differ both con-
ceptually and structurally. In English, one disagrves
with the content of what onc says (conceptual) through

syntax rather than through thc meaning:
"Aren't you going? -~ No, I'm not going"

In Hausa, on the othcr hand, one disagrees with the

meaning only.
*ihren't you going? -~ Yeés, I'm not going®

Structurally, Hausa uscs compound negatives, i.e.
it includes a positive statement within a discontinuous
neqative structure. e.g

"Ba zan tafi ba"
iec.

"No, T'm going not(no)".

In English, negation is not spread over the sentence;
it is only part of the verb system. The auxiliary verb

carrics it, occurring only once.
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Because there is a difference between the way
negation is conceived and expressed in the two cultures/
languages, one wonders at what stage this will be
acquired by a Nigerian child. Can both structural and
conceptual aspects of English nugation be acquired at
the same time, in spit: of the differences between the
child's 1,1 and English? authorities have tended to
present the stages of development as if they would be
applicable to all cultures. However, as we have scen,
there are conceptual and structural diffcrences between
the cultures. Thus, these may just be differences
with consequences. However, since this study is
concerned with the acquisition of negatlion and interro-
gation in English only, we do not have time to consider
these issues seriously, beyond raising questions. Non-
theless, one reason for raising them here is the fact
that the subject is also acquiring Hausa at the same
time as she is acquiring English, and may also be
acquiring questions in Hausa. Thus, the results we
come up with in this study may have becn influenced by
this fact.

It 1s evident from the above discussion of the
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acquisition of negatives that the inclusion of semantic
considerations provides a much richer understanding of
the language acquisition process than does the descrip-
tion of the syntactic form alone. We shall, therefore,
ta'zc {ato account both the syntactic forms and seman=-
tics of negation when we discuss the data from the

subject in this study.

2.4 The Develor

Children must learn which utteranccs are questions,
what questions mean, and how to express them. Ervin-
Tripp (1970) sugqgests that children recognize questions
early (probably hefore the aae of 1; 9). Although
comprehension precedes nroduction of questions, compre-
hension and production scoucnces are similar.

As with negatives. the development of interroga-
tives is gradual, changing over a period of sevcral
yecars. Lindfo - 1980) rightly observcs that children
scem to be in a good environment for learning about

questions, since a high proportion of the mother's
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"why" and "why not" types. The question word, moreover,
often precedes a full blown sentence as in:

why you waking me up?
Why not ... me can't dance?

Stage three is marked by a significant advance in
the production of interrogative structures both in terms
of number and the types of questions asked. An advance
in comprehension is alsc indicated by appropriate
answers to questions. In yes-no questions, the child's
use of auxiliary elements has expanded considerably to
include "does", "did", "will", for example. The child
15 now able to reverse the subject and the first verbal
element, i.e. the flip-flop transformation. e.g.

"Does lions walk?"

"Is Mommy talking to auntie?v
"Can't it be a bigger truck?2"

However, this reversal is not present in the informa-
tion questions. This is so because the information
questions are more difficult requiring, for adults,
other adjustments in addition to the reversal: they
also require the selection of an interrogative word
and its placement at the beginning of the sentence.

The later development must await a subsequent stage.
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Examples of information questions at the third stage

includes
"what John will read?"

"where I should put ite?»
"tiow he can be a doctor?"

We shall now consider Wh-questions briefly.
Children comprehend certain types of questions earlier
than others. "what" (direct object), "wiere", and
"Yes-no' questions are among the earliest comprchended
and produced, with "why", "how" and especially "when"
questions coming much later, and "who', "whose', and
‘what~deo" questions generally falling somewhere in
between (Lindfors 1980: 139). This sequence has been
observed by several researchers (e.g. Brown, 19683
De. Ingram 19753 Ervin=Tripp, 1970; Savic, 1975).
This general sequence is related to the child's stage 1
meanings and relations. "What"+ and "Where questions
focus on naminc and on location which are an important
part of stage 1 lanquage. “who" asks about agents (or
objects), "whose" about possession, and "what-do"
about actions. But the meanings required by "why"
(causal relations), "how" (means or instrumentation

of action), and “when" (timc concepts) occur later in
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children's understanding and in their verbal expression.

The same general sequence has also been observed
in the acquisition of questions by L2 learners (Bloom,
Merkin, and Wootten (undated); Lightbown, 1978; Felix,
1976) .

The order of acquisition has been explained in
terms of constraints on abstract thought in cognitive
development (Ervin-Tripp, 1970; D. Ingram 1975;
smith 1933; Fahey, 1942; Tyack and Ingram, 1977;

Snow 1972). The questions acquired earliest relate to
objects and events which arc here and now and to which
one can point, while the last to be acquircd appear to
be more abstract and rcmote in location and time.
However, Bloom, Merkin, and Wootten have found that
three linguistic constraints differentiatc among wh-
questions: (1) the syntactic function of the wh-forms;
(2) the selection of verbs in wh-questions; and (3)
the use of whequestions in discourse.

Brown (1968) traced his subjects” (Adam, Eve, and
Sarah) acquisition of the transformational rules that
relate question forms to the corresponding affirmative

statements which appeared carlier in child speech.
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He found a developmental sequence in which an inter-
vening syntactic structure occurred in the transition
from a statement such as "John will read the book" to
a question such as "what will John read?" and summa-
rized his findings as follows:
The first wh-questions seem to be
unanalyzed routines of constructions not
involving transformations. As wh-questions
become more complex and varied, several
kinds of evidence of transformational
knowledge emerge. All sorts of wh-questions
are for a time produced in a form that
adults do not model, but which is a hypo-
thetical intermediate in the transforma-
tional analysis of adult forms. The child's
form seems to involve a preposing operation

but to omit a transposing operation.
(Brown in Bloom 1078: 239).

Thus, we see that the acquisition of questions is
a gradual, ongoing process which cuts across various
stages. First, the rising intonation pattern and the
use of question words emerge. Gradually, the auxilia-
ries become functional. wWe have also noted the acqui-
sition order for wh-questions. Some of the forms that
the child uses are different from adult forms but they
certainly reflect adult competence. A new explanation
has been advanced by Bloom, Merkin, and Wootten for

the acquisition sequence reported in children's lan-
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guage: they have explained it in terms of linguistic
factors. In this study, we shall pay particular
attention to the order in which the subject acquires
the wh-questions. Wwill it be similar to that found

for child monolingual native speakers or not?

2.5 Strategies in L1 Acquisition

In recent years, emphasis has been placed on the
part that the child plays in his learning. He is seen
as actively involved in his language acquisition,
constructing and testing hypotheses. But more than
this, researchers have been looking at the discovery
procedures which the child brings to his learning
process. Braine (1971) and McLaughlin (1978) have
advanced process models of language acquisition, which
rely on discovery procedures. Explanations of language
development, during the more recent years, have thus
incorporated perceptual and non-linguistic factors.

Brown (1980: 83) defines a strategy as "a parti-

cular method of approaching a problem or task, a2 mode
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of operation for achieving a particular end, a planned
design for controlling and manipulating certain infor-
mation." Various authors have suggested that the child
employs non-linguistic as well as linguistic strategies.
Tnlividual differences can also be observed in child-

ren's use of strategies.

Non-linguistic Strategies

Bever (1970) argues that children employ a number
of strategies both for decoding the utterances of
others and for constructing their own. Some of these
strategies are semantic in nature: but in addition to
these the child may use a variety of other strategies
in acquiring a knowledge of the structure of lanquage.
One helpful early strategy used by the child is to
regard any Noun-Verb-Noun (NVN) sequence within the
surface structure as reflecting actor-action-object
relationship. Although this strategy usually works,
it fails when used with passive sentences (Bever 1970;
Hood 1977).

Macnamara (1972), giving support to the non-lingui-

stic theory, suggests that infants acquire their lan-
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guage by first determining, nonlinguistically, the
meaning a speaker intends to communicate to them. They
do this by developing a set of cognitive strategies
that function as short cuts in relating the accoustical
input to a speaker's intentions. For example, Hoffman
(1958) reports that, at the age of 17 months, one
infant whom she was studying used to refer to the
kitchen stove as "hot" apparently, because her mother
told the infant not to touch it, saying "It's hot"“.
Consequently, the child took "hot" to be the name of
the object.

E. Ingram (1975) suggests that children employ the
strategy of learning in context. Similarly Fillmore
(1979) found that her subjects made use of "situational
information" for speech interpretation.

Clark (1973) takes a middlc-of-the-road stand by
proposing that children's apparent comprehension of
certain words (e.g. "in", "on" and "under") is at first
dependent on a combination of their linguistic hypo-
theses about a word's meaning and certain non-linguistic

strategies.
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2.5.2 Linguistic Strategies
Nelson (1973) identified six different strategies

the children in her study employed. Four of these =
production strategy, comprehension strategy, question-
ing strategy and functional definition strategy -~ corre-
lated with greater linguistic maturity at the age of 2
years (according to Nelson's syntactic and vocabulary
measures). With regard to "functional definition",
Nelson distinguished two sub-groups: a referential
group, whose vocabulary grew faster than that of the
expressive group, and whose words consisted of more
object rames and referred to more actions; and the
expressive group, for whom the early words consisted
of specific names of people and comments directed at
people (e.g. "go away", "I want it"), and who used
language tc talk about themselves and other people.
The two strategics which correlcted with less linguis-
tic maturity are imitation and repetition. However,
Lindfors (1980) cautions and, quite rightly too, that
as these are only correlations it would be impossible
to say either that imitative and repetitive strategies

result in slower language learning or that slower
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language learners use imitative and repetitive stra-
tegies.

Imitation and practice strategies have been
discussed a lot (Taylor 1974; Sheldon, 1979; Snow
1972; Broen 1972; Kobashigawa 1969; Palermo 1978,
Brown and Bellugi 1964; Brown 1980; Lindfors 1980).
Taylor (1974), for example, observes that children
acquiring their L1 operate under a simplification and
regularization strategy; Brown (1980) distinguishes
between “surface imitation" and "deep imitation", while
Whitehurst and Vasta (1975) propose that the child
acquires language through *“selective imitation". It
has been observed that repetitions are very frequent in
parental speeck to children (Snow 1972; Broen 1972;
Kobashigawa 1969); pattern practice kinds of drills
are also found in parental input (Paulston & Bruder,
19763 Brown 1968; wWeir 1962; wigdorsky & Wigdorsky,
1961).

With regard to pote learning, it has been found
that people of all ages have little neced for rote,
mechanistic learning that is not related to existing

knowledge and experience (Brown 1980).
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Drawing his examples from data he had collected
on 40 different languages, Slobin (1973) posits seven

operating principles:

(1) Pay attention to the ends of worda.1

(2) The phonological forms of words can be
systematically modified.

(3) Pay attention to the order of words and
morphemes.

(4) Avoid interruption or rearrangement of
linguistic units,

(5) Underlying semantic relations should be
marked overtly and clearly.

(6) Avoid exceptions.

(7) The use of grammatical markers should
make semantic sense.

The avoidance strategy has been observed by Anisfeld &
Tucker (1967) among L1 acquirers and Schachter (1974),
Celce~Murcia (197) and Leopold (1939) among L2

learners.

2.5.3 Individual Differences

A few studies have expanded the notion of strategy

to explain variation observed among different children

4 See Dale (1976: 100), where this is also discussed.
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at the same level of development (e.g. Bloom, Hood, &
Lightbown, 1974; Bloom, Lightbown & Hood 1975, Hood
1975). For example, Bloom, Hood & Lightbown (1974)
found that the six children (aged 1% to 2 years) they
studied differed in the amount they imitated, and in
the function of the imitation. Imitation seemed to
function in the lexical learning of one child, while 1t
functioned in the semantic-syntactic learning of two
others. Bloom, Lightbown and Hood (1975) found the
four children in their study using two alternative
strategies to express certain notions of action and
possession. Two of them used a "pronominal strategy",
while the other two used a "categorization strategy."
Nelson (1973) discovered that the children in her
study fell into two distinct groups - the expressive
group, and the referential group (already discussed),
and Clark, Hutchenson and Van Buren (1974) found that
their subject, Adam, almost always echoed that part of
adult utterances that carried the major pltch change,

which we believe not all children do.
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59,

T: Food?
Mz yes/
T: Is it rice or 'cba'
or 'amala' or soup?
: scup/
T: What type of soup?
M tamala'/
R (R and T laugh)
Amala soup.
(In the classroom M
wants to take a book)
T: Why do you want youe: bosk/
to take my book?
Mz I'm going to see it/
T: Ehn?
Mz I'm going to see it/
: You're going to see it?
M: (nodding)
T: You won't tear it?
(M nods)
Are you sure you won't
tear $¢7
Me Mhm./
T: You pecple have destroyed
all the books, and
so I've packed all my
books away.
M: no/
T: You only colour and you

write and play with the
bricks. Can you build
with the bricks?
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2.6. Functions of Language

The importance of function in the acquisition of
language cannot be overemphasised. Sc great was it
that resecarchers found it necessary to include the
component of pragmatics (use) in their analysis of
child language. Bloom (1970, 1973), Bowerman (1973),
Schlesinger (1971) and warden (1976) have all stressed
the need to interpret the child's utterances in the
context in which they are said, for then it is easy to
see what functions the utterances are performing.

Language is not produced in a vacuum. There is
a context or situation in which the utterances are not
only produced but also understood. Children learn
language within the context of real communication by
using particular language structures to serve particu-
lar purposes. Clark and Clark (197%9: 373) have this
to say:

Children have to build up structure and
function at the same time. As they learn
more about structure, they acquire more
devices with which to convey different
functions. And as they learn more about

function, they extend the uses to which
different structures can be put.
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Halliday (1973, 1978) proposes a functional
approach to language, that is, "investigating how
language is used; trying to find out what are the
purpescs that language serves for us" (1973: 7). He
views thc functions of language from the point of view
of the child, and discusses some "models" of language
(i.c. the images that the child has of language arising
out of these functions).

fle uses the framework of six basic functions.

The first function of language is'’instrumental; which
is probably the first model to be evolved in a child's
language. It is language as a demand for goods and
services in the satisfaction of materials. The second
function is the 'requlatory' one; the use of language
to regulate or control the behaviour of others. These
two functions are what Halliday calls the pragmatic
ones. The 'interactional' model is the language of
getting along with others. Note here that the meanings
are the expression of interaction itself, rather than
a demand for it. 1In its *personal' function, language
is the expression of the child's own identity, or

individuality. Describing the personal model, Halliday
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(1973: 14) says:
+«s« the child is enabled (through the
use of language) to offer to somcone
else that which is unique to himself,
to make public his individuality, and

this in turn reinforces and creates
his individuality.

The ‘#euristic' function is the language of exploration
of the environment -~ for finding things out. Finally,
language may function in the creation of an environ-
ment -- an environment of the imagination. The child
creates stories, rhymes and songs. This is a common
feature of children's language development, which we
shall discuss, with respect to the subject in the
appropriate section.

According to Halliday (1978: 259), "the functions
themsclves are the prototypic social contexts of the
child's existence, simple semiotic structures through
which he relates to and becomes part of the social
system". The seventh function of language, i.c., the
informative function, has no direct social meaning, and
is therefore irrelevant to a small child. Moreover,
it is inaccessible to him, since it is wholly intrinsic

to language. It is a function that derives from
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language itself, while the other six are all extra-
linguistic (they arisc and can be realised independently
of language).

while Halliday locks at how language functions in
the environment and, as a result, how children learn
language, other researches have been concerned more
specifically with the ways in which children use alter-
native forms of language according to the requirements
of the situation (Bloom 1978: 255). Madorah Smith
(1938), (cited in Bloom 1978), did a study in order to
Investigate the influence of various factors on the
questions of preschool children. It was demonstrated
that younger children asked more questions of adults
than older ones, and the more frequent questions were
those of place (enquiring about the whereabouts of
people or objects) and those asking for names of persons
and things. Qquestions of fact, time, invention, con-
cerning number and calculation, concerning human
intentions or actions and causal questions increased
significantly as the children grew older (from 2 to 5
years). Moreover, such questions were more frequent

when the child was alonc with adults. When the child
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was playing freely with other children, the most
frequent questions were those of place, name, classi-
fication and a variation of the imperative (Bloom 1978:
291).

Garvey (1975), cited in Bloom (1978), investiga=-
ted children's ability to convey and respond tc requests
for action, by looking at the different forms of speech
children use with one another. According to her, a
conversation results from the attempts of speaker and
hearer to carry out their respective roles under the
difficultiecs that befall speech acts in actual use.

On the other hand, Warden (1976), also cited in
Bloom (1978), looked at the influence of context on
children's use of the articles, and concluded that it
is necessary to examinc not only the syntactic and
semantic aspects of sentence structure, but the rela-
tionship between a verbal utterance and its non-verbal
context teco. Nenlinguistic variables such as the
speaker's intention and the listener's expectation
exercise considerable constraints on successful

communication (p. 314).
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2.7.1 Introduction

Traditionally, first and second language learning
las been viewed as two different types of learning.
First language learners (typically children) seem to
acquire their native language automatically and efforte
lessly, without instruction, requiring only a reascnable
amount of exposure to the speech of their community
(Eckman & Hastings, 1979:; ix). Second language learners
(typically adolescents and adults), by contrast, learn
the L2 through formal instruction, expend great amounts
of labour and yet only achieve imperfeci mastery, and
often no mastery at all (ibid).

Now a new picture of the relationship between L1
and 1.2 is emerging, which shows that these are similar
in many ways, including the processes by which they are
acqguired. we look forward to what this study will
show with regard to child second language acquisition
in the African context. 1In Nigeria today, especially
in urban settings such as the University campus, where
our subject lives, children acquire two or more langua-

ges simultaneously or successively, informally, and




image593.jpeg
99,
often achieve mastcry of the two languages. English
is often acquired in succession to a Nigerian language,
as it is in the case of the subject.

In this part of the literature review, we shall

attempt to answer the following questions:

1. Wwhat developmental stages do children
exposed to two or more languages go
through in acquiring syntactic and semantic
structures in general, and specific struc-
tures such as negative and interrogative
constructions, in particular?

2. Are these stages or sequences the same
as those found for monolingual children
acquiring the language as L1?

3. Do L2 learners employ the same strategiles

as L1 learners in acquiring a given target
language?

Developmental Sequences in L2 Acquisition

Researchers in L2 acquisition have wondered if
there are developmental sequences that are common to L2
learners of a given target language, in this case
English. And if there are, whether they are the same
as those observed in L1 acquisition (Hatch, 1978a,
Larsen~Freeman, 1978, Stern & Cummins, 1981). Indeed

a call has been made for the establishment of an L2
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acquisition index of development, which would consist
of the stages through which L2 learners pass on their
way to acquiring any L2 (Larsen-Freeman, 1978).

Some studies in L2 acquisition by children suggest
that language acquisition follows the same basic deve-
lopmental pattern in the bilingual as in the monolin-
gual child (Hikgs, 1967; Imedadze, 1960; Carrow, 1971;
Leopold 194%a; Tits, 1948; Milon, 1974; Ravem, 1968,
1974; Dato 1970, 1971; Natalicio & Natalicio, 1971;
Exrvin-Tripp, 1974). However, other studies do not seem
to agrece with this conclusion (e.g. Cancino, Rosansky
and Schuman 1974, 1975; Wode, 1976; Dulay Burt 1973,

1974a, 1974c; Hakuta, 1978).

Morpheme sStudies

The first attempts to find developmental sequences
for L2 learners of English dealt with the order in which
grammatical morphemes are acquired. With regard to L1
studies, Brown (1973) observed 3 children longitudi-
nally, and found a common-invariant-order in the acqui-

sition of 14 grammatical functors. His findings were
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corroborated by de Villiers and de Villiers (1973) in
their cross-~sectional study of 21 children acquiring
English as L1.0

Following these findings, researchcrs in L2 won-
dered if the same sequence of acquisition would be
found for L2 acquirers of English, and by implication,
if there was 2 universal sequence in lanquage learning.
Using the Bilingual Syntax Measure (BSM) (Burt, Dulay
and Hernandez, 1973), Dulay and Burt (1973, 1974a, 1974c)
began a series of sequencing studies involving S~8-year-
old Spanish-speaking children acquiring English as L2.
They found a common sequence for three groups of
learners that differed in amount and type of exposure
to English (1973). However, the order found for these
children was "clearly different from that of the L1
group”. Dulay and Burt (1974c) also compared Chinese
and Spanish-speaking children acquiring 11 grammatical
functors and found "virtually the same” order for both
groups. They, thercfore, concluded that their research
provided a strong indication that L2 learners of
various linguistic backgrounds demonstrated the same

order of acquisition of morphemes, and therefore, that

1 Sce Dale (1976:29-30) for further discussion of this/
7
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“the strategies of L2 acquisition by children are
universal" (1573: 256). oOther researchers have found
evidence which corroborated Dulay & Burt's findings
(Bailey, Madden, & Krashen, 1976; Fathman, 19758}
Krashen, Sferlazza, Feldman, & Fathman, 1976). However,
Hakuta (1976) found a different order for the Japanese
girl he studied.

These morpheme studies have been criticized mainly
on methodological grounds by Larsen-Freeman (1975) and
Rosansky, (1976), both of whom have drawn attention to
individual variability which they found in the perfor-

mance of different language learners.

2.3 The Acquisition of Negatives in L2

Several studies of the L2 acquisition of English
negation have made comparisons with Klima and Bellugi's
(1966) findings on L1 acquisition of English negation
(Cancino, Rosansky, & Schumann, 1974; Gillis & weber,
19763 mMilon, 1974; Adams, 1974; Ravem, 1968). Klima

and Bellugi (1966) posited three stages in the develop-
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R: 1 go come backe.
When did she go?

Mz

R: When? Today or Yesterday?

Mz

R: (to #): I went to your
school but you were not
there. Why didn't you
go?

(M is silent. N, explains
that M. is sick)

R: (to M) What is wrong
with you?

M: (touching her mouth)
R: Ehn?

R: Is 'paiming' me, oh,
What?

M: (pointing to her mouth)

R: (pointing to M's mouth)
Here, here is paiming
you. ‘'Sorry' darling.

R: (takes M. by the hand)

Are you ready to talk to

me?
(M nods)

R: Come let's go inside
and talk.

(R and M move towards the

house)
R: Where's Victor?

5.

Kaduna/

today/

is paiming me/

is paiming me/

here/

1 del .../
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Tz
Mz

M:
Tz
Mz

What can you build?
(taking a toy house)

Can you open it?

ind when you open it,
what do you do?

You will enter?

(M writing/drawing on a
plece ofpaper)

Rz

Mhme That's 'P', ko?

OeKa write AL
(writing)

(holding M's hand)
Downa

Then another one down
Then you cross ita

Mhm. That's goods
(practising writing &)

60.

yes/

this/ I'm open
it/

yes/

I will enter/

yes/

I will do like
this, like this/

B/

A, like this?/

down/

down/

down, down,
down/




image597.jpeg
103.

ment of the syntactic form of children's negative

utterances:

Stage I: The negative element is attached outside
of a simple sentence.

@.g. No drop mittens.
Not the sun shining.

(Bloom & Lahey 1978: 191)

Stage IT: The negative marker appears inside of the
sentence.

e.q. He no bite you.

(Bloom & Lahey 1978: 191)

Also the unanalyzed "can't" and "don't"
appear.

Stage IIT: The negative statement approximates the
transformationally derived negative
sentence in the adult model, and "can't"
and "don't" are now analyzed.

e.g. Paul can't have one.
(Bloom & Lahey 1978: 191)

As noted earlier, Klima and Bellugi dealt only with

syntax in L1 acquisition, failing to take semantics into

consideration, for which they have been criticized

(Huxley, 1966; Bloom 1970).

Like Klima and Bellugi (1966), L2 researchers who

have studied children's acquisition of negatives have
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considered syntax alone., Some studies have found
similarities between the L1 acquisition of English
negation reported by Klima and Bellugi, and L2 acqui-
sition of English negation by children from a variety
of L1 backgrounds (Adams, 1974 - 10 Spanish speaking
children; mnilon, 1974 - a T-year-old-Japanese-speaking
boy; Cazden, Cancino, Rosansky & Schumann, 1975 - 6
Spanish-speaking subjects; Isman, 1973 - 3 children
speaking Minangkabau and Bahasa -~ Indonesia; Gillis
Weber, 1976 - 2 Japanese-speaking children; and Nielsen,
1974 - one child each speaking French, Spanish, and
Arabic).

Acknowledging a good deal of coverlap between the
stages, Adams (1974) (cited in Hatch 1978a), in her
observational study of 10 Spanish-speakinc children,

found three stages:

Stage I: The negative element appeared within the
sentence with 'No' directly before the
main verb, e.g.

I no sing it.

and ‘'Not' before the predicates where a
copula would be required in adult speech.
However, the copula was frequently omitted
by the children, e.g.

It not hot.
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During this early stage, *don't' appeared
only in a few chunk-learned utterances
such as:

T don't know.

Stage IT There was increased use of "dont't" plus
main verb, as the 'No' plus main verb
pattern subsided. ‘'Don't' was quickly over-
generalized and used as a negative filler
in place of other forms {doesn't, won't,
can't, etc). ‘'Not! was still used with
auxiiiary tbe! and the copula.

Stage III The modal auxiliaries began to emerge, as
the use of ‘'don‘'t' as a negative filler
became more limited. ‘'Can't! and 'Won'tt
appeared first. Then 'do' used as a tense
carrier emerged as the distincticon between
‘don't', 'doesn't! and 'didn't' began to
emerge. Double marking of Llense was common
(e.g. didn't found, doesn't wants).

The indeterminates also began to appearj
again, with frequent double-marking (e.g.
deon't want nothing; ain't gonna nevers;
nobody wont't; doesn't have no crayons).

However, at the end of two years of observation, most

of Adam’s subjects still had not produced scntences with
the auxiliary element 'have + en'. Two learners were
beginning to acquire the structure, but they made
errors such as

"haven't do™ for “haven't dene".

Milon (1974) found his 7~year-cld Japanese boy
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acquiring English producing utterances which fit into
Klima and Bellugi's (1966) three stages. However, thc
majority of these utterances were stage I type.
Sentences which illustrate development at various
stages are:

Stage I Noj; Not ocean; No more.
stage II I don't know what kind.

I no looks.

He can not.

Don't look Michael.
Stage III I never saw yours.

I never do.

I not saw.

You no go win.
You never cut yct.

(McLaughlin 1978: 106)
From a close analysis of these:examples) the similarity
between Milon's (1974) stages and those observed by
Klima and Bellugi (1966) is evident. Milon, thus,
concluded that the child progressed through the same
developmental stages in the same sequence as the children
studied by Klima and Bellugi (1966).

Cazden, Cancino,Rosansky, and Schumann (1975)

(cited in Hatch 1978a), conducted a study involving 6

Spanish-speaking subjects (2 children, 2 adolescents,
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and 2 adults). The subjects passed through 4 stages,

which are similar to those reported by Klima and

Bellugi (1966).

stage T

Stage II

Stage III

stage IV

The negative element is inside the
sentence, i.e. 'No' + Verb.

e.g. I no can see.
But no is mine.
I no use television.

The use of unanalyzed 'don't', where ‘don't!
functioned simply as an allemorph of ’'No®
(rather than do + not),

e.ge I don't hear
He don't like it
I don't can explain.

The appearance of auxiliary + negative
pattern, i.e. the subject learned to place
the negative after the auxiliary. The
first auxiliaries to be negated in this way
were 'is' (isn't') and ‘can' (can't).

The analyzed forms of ‘dont't' (do nots
doesn't, does not; didn't, did not) were
acquired

e.g. Because you didn't bring.
He doesn't laugh like us.

At this stage ‘dontt! was no longer a
negative chunk but consisted of do + negative.

We can see that these findings are similar in broad out-

line to those observed by Adam (1974). The results of

this study are of interest in that they secem to support
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the assumption that L2 learners, irrespective of their
age, pass through similar developmental stages.

Further evidence of the similarity between L1 and
L2 acquirers of negation is supplied by Ravem (1968),
who found that his two Norwegian children learning
English used negatives similar to those of first lan-
quage learners of English. TInitially, 'do' was omitted
in negative sentences and the negative was marked by
a negator between the subject and the predicate, e.g.

I not like that.
He not like the house.

But as the subjects acquired 'do', it appeared in utte-
rances such as
He don't like it.

where tdon't' is used instead of 'doesn't'. Also, Huang
(1975) found strong similarities between his Taiwanese
learner's acquisition of negatives (and questions) and
those of L1 learners.

However, despite the similarities they found
between L1 and L2 acquisition of negation, neither
Adans (1974), Nielsen (1874), Gillis and Weber (1976),

Isman (1973) nor Cazden, Cancino, Rosansky, and
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Schumann (1975) found any evidence for Klima and
Bellugits (1966) Stage I, where the negative element
appears outside the sentence nucleus. This is the main
difference between their analysis and that of Klima and
Bellugi. And although Milon did, the Stage I occurred
only in one-or two-word utterances, such as:
No; Not ocean; No more.
(MicLaughlin 1978: 106)

Adams (1974), Milon (1974) and Cazden, Cancino,
Rosansky and Schumann (1975) all found their learners
using chunk~learned utterances in which "don't appeared.

e.g.

I don't know.
I don't know what kind.

Adams also found that double marking of tense was common
eqg., 'didn't found'; ‘'doesn't wants'.

Furthermore, both Adams (1974) and Cazden et al
(1975) found individual differences among their learn-
ners. For instance, one of Adam's subjects used a
general rule, which was to place 'no' immediately before
the main verbs, modals, and even forms of 'be', produ-

cing utterances such as:
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I no wanna play,
We no can go on the bars
He no was there.

(Adams 1974)

Although the results of these studies seem to
support the similarity between the developmental stages
followed by L1 and L2 learners of a given language,
there are a few studies whose findings are not consis-
tent with this notion (e.g. Cancino, Rosansky, and
Schumann, 1974; 1975; Wode, 1976). Cancino, Rosansky
and Schuman (1974) did not find the developmental stages
corresponding to those observed by Klima and Bellugi
(1966) for native speakers (McLaughlin, 1978). Wode
(1976) studied 4 German children acquiring English
naturalistically. He found his learners producing utte-
rances that reflect the child's L1. Utterances such as:

I'm steal not the base
Marylin like no sleepy

(McLaughlin 1978)
appear to reflect German word-order, and are not found
in the speech of English-speaking children. Wode,
therefore, argued that "children acquiring a L2 may
take what superficially looks like a step backward in

their development, reverting to their first language,
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but that such "detours" are the result of application
of acquisition principles that may or may not be the
same as those governing L1 acquisition" (McLaughlin
. 1978; 108).
why are there such apparent contradictions in the

findings concerning L2 learners? The differences may
be due to the different ages at which learners have
been studied - L2 acquirers studied are usually older
than L1 acquirers studied. The difference in the context
in which such acquirers have been studied may also have
contributed to thls. And this is why this present
study is necessary; it 1s an additlion to the cumula=
ting data on L2 acquisition. Furthermore, as this
study is conducted in an environment very different
from those in which previous studies have been done, it
is hoped that it will throw some light on the apparent
contradictions. However, it may come up with further

contradictions!
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2.9 The Acquisition of Interrogatives in L2

The .developmental stages outlined for L1 acquirers

of interrogatives are as follows: (Klima and Bellugi,

1966}

Stage I: A super-imposed rising intonation or an
appendaged question marker is used. e.g.
"I ride train?" v8it chair?"
"what(s) that?v "what doing?"

Stage IT: In addition to stage I, auxiliaries appear
both in negative and interrogative form.
€.g.

"You can't fix it?v
"This can't write a flower?"

Furthermore, the modals "can't" and
"don't" as well as the question words
"why" and "why not" appear.

Stage TITI: The auxiliary elements expand to include
"does", "did", "will". The child is also
now able to reverse the subject and first
verbal element in Yes/No questions, but
not yet in information questions. e.g.

"Why John will read?"
"What that is?v

Most L2 studies that have discussed the development
of questions in learners have divided the subject into
Yes/No questions and wh-questions and have treated them

separately.
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13.

(M putting her hand into
her mouth)

R: What's that? Ehn?
Ehn?

: Ehn?

R: Is that your food?
Your hand is your food?

M:
(Children are noisy in the

classes T shows them a
stick and ®ays)

1f you don't want me to
beat you with the stick, how
do you behave?

M3

T: You won't talk. Yese

Child: #nd me, I will behave
wellae

T: You will behave well,
1}

:  (getting up)

: Mana?
M3

: You want what?
M:

61le

I'm eating my
hand/

I'm eating my
hand/

no/

Teacher, I won(t)
talkty

Teacher, I want to
drink water/

I want to drink
water/

I want to drink
water/

water/
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L2 learners of English intermgatives have been

observed to progress through basically the same seque-

nce as has been observed for L1 acquirers of English

(e.g. Adams, 1974; Cazden, Cancino, Rosansky and

Schumann (1975).

XYes/No Questions

Adam's (1974) subjects passed through three stages

in their acquisition of Yes/No questions:

Stage I:

Stage IT:

The rising intonation was used as the only
signal for questions. e.g.

Is good?
play blocks?
Wanna see something?

The rising intonation was still the common
question form, but there were also a few
chunk~learned questions using 'do', e.g.

Do you got X2

Do you know?
tCan' questions with inversion also appeared
at this stage. e.g.

Can I go?
The use of 'be' was variable; sometimes

the copula was omitted, sometimes it was
inverted correctly.
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Stage IIT: By this stage, 'be' inversion stabilized
for all learners, and more modals began
to appear inverted in question forms
{e.g. will, could, should).

The failure toc invert the auxiliary and the subject
has also keen reported by Dato (1970) and Cancino,
Rosansky and Schumann (1975), who also report that for
none of their subjects did inverted Yes/No questions
precede inverted Wh—questinns, as is typical in the
development ot native, English.gpeaking children
(McLaughlin 1978: 108).

However, Ravem's (1968) children typically used
inversion in copula Yes/No questions at an early age.
Only occasionally did they make use of intonation alone
as a question signal Ravem attributes this to transfer
from Nerwegian which also requires inversion. But the
modal 'do' was dropped in Yes/No gquestions, although
the Norwegian inversion pattern was retained. Thus,
the children produced utterances such as:

Like you ice-cream?

WH-Questions.

with respect to Wh-questions, Adams (1974) reported
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three stages for her subjects:

Stage I: The Wh-word appeared at the beginning of
the question followéd by declarative word-
order, e.g.

What you want?

Stage IT: In addition to the Stage I structure (which
was also the most common form in Stage II),
'bet' was now frequently inverted. This
inversion of 'be' was then overgeneralized
to embedded questions as well, e.g.

I don't know where 1s mines.

There were also a few examples of verb
inversion, e.qg.

what say that?

Stage ITT: By this stage, 'be' was used correctly in
Wh-questions. Mecdals were also correctly
inverted in wh-questions. ‘'Do-support'
appeared in Yes/No questions first. Shortly
thercafter, it began to emerge in Wh-ques-
tions. Again, tense was often doubly
marked. e.g.

Where did he found it?
Where's this one belongs?

The acquisition of Wh-questions was described by

cazden, Cancino, Rosansky, and Schumann (1975) as follows:

Stage I: Undifferentiation: learner did not distin-

guish between simple and embedded Wh-ques—
tions.

a) Uninverted: both simple and embedded
Wh-questions were uninverted.
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b) Variable Inversion: simple wh-questions
were sometimes inverted, sometimes not.

c) Generalization: Increasing inversion in

Wh-questicns with inversion extended to
embedded questions.

Stage IT1: Differentiation: learner distinguished
between simple and embedded wh-questions
(Cazden, Cancino, Rosansky, and Schumann,
1975 in Hatch 1978a: 50).

cazden et al's findings are similar in broad outline

to those of Adam (1974) for her Spanish-speaking subjects.
Although this is so, the question of generalizability
still looms large, since both studies deal with speakers
of the same first language background. Is there sys-
tematicity for all learners acquring English interroga-
tives as L2 or have these studies only shown that there
are similarities in stages for Spanish speakers? We

lock forward to what this present study will reveal by
way of answer to this question.

Raven (1968, 1974) found the development in the
acquisition of wh-questions in his children to be
generally the same as in L1 acquisition. The children
failed to invert the auxiliary and the subject, produ-

cing utterances such as:
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what she is doing?
What you reading to-yesterday?

i.e. the pattern of the declarative sentence was used
in Wh-questions, without inversion. The failure to
invert the auxiliary verb and the subject has been
reported for L1 monolingual English-speaking acquirers
(e.g. Brown 1968). Furthermore, in general, the mis-
takes Ravem's children made reflected English rather
than Norwegian developmental features, which goes to
support the interlanguage hypothesis (Selinker, 1972).
similarly, 'Why'-questions developed late for
Ravem's subjects even though they understood the notion
of causality in their Li. Ravem, therefore, cc;xcluded
that taking into account the age and maturity of the
cilldren, and the fact that they already knew one
language, his findings suggest that the similarities in
L1 and L2 development are more striking than the
differences. The children seemed to pass through essen-—
tially the same stages that first language learners
pass through (McLaughlin, 1978: 104). And this is the
general finding of those who have described the stages

L2 learners pass through to acquire the interrogative
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construction (e.g. Adams 1974; Cazden, Cancino,
Rosansky, and Schumann, 1975; Ravem, 1968, 1%74; Dato
1970) .

Thus, as with negatives, research findings in L2
acquisition suggest that children pass through essen-
tially the same developmental stages that L1 learners
pass through in acquiring English interrogatives.
Again, we ask: will the subject of this study, coming
from a different kq background, pass through the same
stages as have been observed for other L2 learners?
Like other L2 researchers, we shall consider Yes/No and

wWh-questions separately in our analysis of the date.

2.10 Strategies in I.2 Acquisition

It has been suggested that L2 learners do not use
their L1 as a basis for approaching the target language.
Indeed, there seem to be common strategies that L2
learners use regardless of their age or L1 background,
and which are also similar to those used by L1 acquirers

of a given language (e.g. Ervin-Tripp, 1974; Politzer,
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1974; Dato, 19703 Dulay and Burt, 1973, 1974a, 1974b,
1974c; Bailey, Madden and Krashen, 1974; Fathman, 197533
Krashen, Sferlazza, Feldman, and Fathman, 1976; Larsen-
Freeman, 1976; Cook 1973; Palerme and Howe, 1970;
Taylor, 1974). Dato (1971) observes that L2 learners
(children and adults alike), like L1 acquirers, learn
simple forms before more complex ones; ErvineTripp
(1974) suggests that in both L1 and L2 acquisition,
children appear to work from simpler to more complex
structures, to use meaning as a clue to interpreting
syntactic features, to relate word order to meaning,
and to prefer simpler word order to more complex order
strategies such as verb-subject inversion. Similarly,
Politzer (1974) observes that in process terms, both
L1 and L2 seem to involve the same operations, although
the older child (and adult) proceeds at a much more
rapid pace.

Some studies in successive language acquisition
also support the hypothesis that L1 and L2 learning
involve similar processes. Stern and Stern {1907)
reported that Volz's son aged 3; 6 built the past

participle of German verbs in the same manner that the
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Sterns' son had at 2; 4. Furthermore, like other
Cerman~-speaking monolingual children, Volz's son adopted
the simplification strategy in using the infinitive as
the verb in early sentences. Similarly, Kenyeres's
{1938) daughter processed sentences like a child acqui-
ring a first language, by seizing on the known and
dominant words and using these words as clues to meaning,
Tits' (1948) subjects were observed to pass through the
same stages of development as a monolingual child,
although at a faster pace, : ‘

Like L1 learners, L2 learners have been found to
use the “creative construction hypothesis" (Dulay and
Burt 1974), that is, children construct a language
system of their own, what has variously been called
'interlanguage' (Selinker 19723 Selinker, Swain and
Dumas, 1975); ‘'‘transitional competéhce‘ (Cérder, 1967) 3
fapproximative system' (Nemser, 1971); and 'language
learners' system' (Sampson and Richards, 1973}. Dulay
and Burt found that developmental errors accounted for
85% of the mistakes made by their subjects, while
interference errors accounted for only 3%. Their

research indicateg strongly that universal cognitive
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mechanisms are the basis for the child's organization
of the target language, and that the L2 system, rather
than the child's L1 system, guides the acquisition
process. Further evidence of the use of "the creative
construction hypothesis” is jiven by other researchers
(e.g. Exvin-Tripp, 1370; GSesrge, 1972; Lance, 1969;
Richards, 1971).

Some specific strategies which L2 acquirers have
been found to adopt include

1. simplification, overgeneralization, and language
transfer (Selinker, 1972, Selinker, Swain and
Dumas, 1975);

2. the use of 'prefabricated patterns' (Hakuta,
1974), or whole phrases' (Ervin-Tripp, 1974), or
'memorized chunks' (Valette, 1964);

3. avoidance (Schachter, 1974; Celce~Murcia, 1978;
Leopold, 193%; Tarone, Frauenfelder, and

Selinker, 1976; Taronc, 1979);

4. rejection of the language (Kenyeres, 1938;
Itoh and Hatch, 1978).

Individual variation has also becn observed among
L2 learners in their use of strategies. Following
Slobin's (1973) procedure, Lily Wong Fillmore (1979)
posited three social and five cognitive strategies she

found the children in her study employing. These are
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presented in Table 1, below.

TABLE 1

COGNITIVE AND SOCIAL STRATEGIES

Social Strategies

Cognitive strategies

g~1: Join a group and act C-1: Assume that what
as if you understand people are saying is
what's going on, even directly relevant to
if you don't. the situation at

hand, or to what they
or you are experien-
. cing. Metastrategy:
o Guess!

S=2: Give the impression - C-2: Get some expressions
with a few well~chosen you understand, and
words - that you can start talking.
speak the languagc.

C-3: Look for recurring
parts in the formulas
¥ou know.

S~3: Count on your friends
for help C-4: Make the most of what

you've got.

C-5: Work on big things
first; save the
details for later.

Source: Lily Wong Fillmore in C. Pillmore, D. Kempler

and W. Wang (ed) (1979: 209).
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624

(In the class. T and
children recite some Faymese
Then T says)

Everybody, stand upe

(Children stand up)

Sit down

(Children sit down)

Ime, stand upe

(M stands up)

Are you Ime?

M: no/
(I stands up)

T: What are you doing?

I: I'm standing upe

T: Sit down,
(I sitting down)
What are you doing?

: I'm standing up/
T: Ehn?
Mz I'm standing up/

T: O.K. Mana, stand upe
(M stands up)
What are you doing?
M: (still standing up) I'm stand up/

T: B8tanding. Speak up
so that everybody will
hear you. What are
you doing?
Mz I'm stand up/

K: (shouting) standing upe




image617.jpeg
123.

According to L. Fillmore,
The cognitive and social strategies are
presented together because it is difficult
to separate them. They are presented
this way to show how the social strategies
relate to the cognitive ones, and in a way
that might be taken as providing the moti-
vation for several of the most important
cognitive strategies (1979: 209).

We can see from the above discussion that L1 and
L2 acquisition are very much similar; the developmental
stages observed for both groups of learners are essen-
tially the same, and the strategies children adopt are
also very similar, suggesting that the language acquisi-
tion process is fundamentally the same for L1 as well
as for L2. However, it must be stressed that these
studies (i.e. both L1 and L2 studies discussed above)
were carried out in environments where English is L1,
i.e. in similar environments. Will the results of the
present study point towards such similarities, espes
cially since the study is being conducted in a different

multilingual African context?
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2.11 Review of Methodologies

Two major research techniques -- observational and
experimental -- are being used in first language research
(Hatch 1978a), and these have alsoc been adopted in second
language research. oObservational studies are in the form
of reqular (usually weekly or bimonthly, although some
have recorded data on daily basis) cbservations, where
conversations or other forms of spontanecus speech of the
subject(s) are taped, transcribed, and analyzed for
evidence of syntactic development over time. Such
studies are longitudinal - as were the early case studies.
They were also usually one-child studies. Ronjat (1913)
studied his bilingual (French-German) son's language
development; Leopeld's four-volume study (1939, 1947,
194%9a, 1949b) of his bilingual (English-French) daughter's
development was a landmark in observational studies.

Stern and Stern's (1907) study of their son acquiring

German is another early case study. Studies of French-
speaking children's development in language acquisition
are represented by the works of cuillaume (1927), Bloch

(1921, 1924), and Grégoire (1937). Chac's (1951) study
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of his granddaughter's language development is a
Chinese example.

Renewed interest in these studies is apparent in
the works of more recent authors ~ e.g. pacdsova's
{1968) longitudinal study of a Czech boy (reported in
Slobin, 1973); Bowermann's {1970) study of a Finnish
child, "who seemed to have acquired the dominant word
orders of adult Finmish by the time his MLU was 1.42
morphemes" (cited by Slobin, 1973% Kernan's (1969)
study of a Samoan child (again cited in Slobin, 1973);
McNeill's (1966) study of a Japanese girl, Izanami,
acquiring prepositions; McNeill and MeNeill's (1968)
study of the same Japanese girl's development of
negation; and Bloom's (1973) study of her daughter,
Allison's development at the one-~word stage.

One-child studies have alsc been done in the
fleld of second-language acquisition. Leopold's
(1939-49) study falls into this group, and so does
Ronjatts (1913) study of | is bilingual son. Others
are Kenyere's (1938 ol:ccrvation of her 6%-yecar-old

daughter acquiring French; Malmberg's (1945) study

of the acquisition of Swedish by » 4',-vear-old Finnish-
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speaking girl; valette's (1964) study of the acqui-
sition of French by an American child; and Milon's
(1974) comparison of the developmental substages of
negation in a 7-year-old Japanese boy's acquisition
of English with those observed by Klima and Bellugi
(1966).

Robbins Burling (1959), Tabouret-Keller (1962),
Murrell (1966), Engel (1965), Cksaar (1970), Imedadze
(1960, 1967), Itoh (1973) and Celce-Murcia (1978) all
studied children acquiring two languages simultaneously.
Burling (1959) studied his son, Stephens, acquiring
Garo and English; Tabouret-Keller (1962) studied a
child's simultaneous acquisition of English and
Swedish; Murrell (1966) studied his daughter acqui-
ring lanquage in a trilinqual environment (Swedish-
Finnish-English). Engel (1965) observed her son
acquiring English and Italian, while Oksaar (1970)
did a cuse study of !'rr 3-year-old, Swedish-Estonian-
speaking child. Imedadze (1960, 1967) reported the
case of a child acquiring Russian and Georgian; Itoh
(1973) did a study of a child acquiring Japanese and

English; and Celce-Murcia (1978) studied her daughter,
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Caroline's simultaonecus acquisition of English and
French.

Case studies are carried cn for long periods (e.ge.
for as long as nine months (Hatch 1978a), and this
accounts for the fact that researchers quite oftcn worked
with only a single child. But in order to shorten the
data collection period and still cover many months of
development, a pseudolongitudinal format is sometimes
adopted. Here several subjects from the same first
language background but at various stages of develop-
ment are observed.

The weaknesses of observational studies have been
noted: the data may be incomplcte in the sense that
they may not reflect the subject's syntactic sophisti-
cation (Hatch 1978a), and the problem of generaliza-
bility. FPor example, to what extent can we generalize
from the findings of one case study?

As observational studies a:'e extremely time-
consuming (primarily because of transcription time
requirements), some researchers have turned to experi-
mental measures, which involve the testing of large

numbers of subjects. Although such studies (usually
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called cross-sectional studies) allow for stronger
claims regarding generalizability of findings, their
weakness lies in the fact that they look at the learner
at only one point in his development.

Some researchers have used the elicitation
procedure. Ravem (1968), for example, studied the
development of English syntactic reqularities in the
speech of his 6k-year-old Norwegian-speaking son by
attempting to steer the conversation in different
directions to elicit from the boy different kinds of
sentences referring to past, present, and future events
(McLaughlin, 1978). Larsen-Freeman (1978: 132 cites
the following as other researchers who have used the
elicited imitation method. Taylor (1975), Naiman
1974); Fernald (1972); Keeney (1969), Kceney and
Smith (1971); Lovell and Dixson (1967); Nurss and
Day (1971); Slobin and Welsh (1973)y and Turner and
Rommeveit (1967).

A suggestion has been made to supplement the
corpus-~based descriptions with elicited information
from the learner (Kellermann, 1974). Of recent too,

video~tapes, in addition to audio-tapes,have been
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used in child language studies (e.qg. Bloom, 1973;
Milon, 1974). This is alsc being done in the present
study.

Early studies looked at the form of children's
speech (leading to the emerqgence of pivot grammars
and telegraphic speech), ignoring meaning and the
notion of development as a continuous change over
time. Reaction to this way of looking at child speech
gave rise to an exploration of Function in children's
speech, which has been done by Bever (1270); Bloom
(1970, 1973); Sinclair-de-Zwart (1969); Sinclair
(1970; and Slobin (1971) (cited in Bloom 1975).
Interestingly, this led researchers back to dealing
with smaller numbers of subjects: Braine (1963), for
example, studied three children; Brown and Fraser
(1963) studied two; Miller and Ervin (1964) observed
five; Bloom (1970) studied three; Bloom (1973)
observed one, and Brown (1973) worked with three.

Thus, the focus of child language study has
changed from just locking at the form of language to
the present attempt to study child language as three

interrelated components: content (i.e. the meaning
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that is coded in an utterance); form (i.e. the ways
in which the content is expressed); and use (i.e. the
function of an utterance within a communicative
setting) (Hood, 1977; Bloom and Lahey, 1978). In the
present study, an attempt is made to incorporate these

components into our analysis and discussion of the data.
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CHAPTER THREE

The Research Design

3.1 Ethical Basis of the Study

The Ethical Principles on which this research is
based are those of the American Psychological
Association (1972), especially Principles 3 (Moral
and Legal Standards); 6 (Confidentiality); 7
{Client Welfare); 8 (Client Relationship); and

16 (Research Precautions).

The child's guardians (Aunt and her husband) were
approached in person and permission was sought

and granted to study this child. Similarly, per-
mission was sought from and granted by the Proprie-
tors of the two Nursery Schools the subject
attended, to observe the child in the school

environment.

The name of the child is not used; rather the
most common name for Bassa-Nge girls is used, in

this case, Mana.
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Wait, who will correct
her?

Children: Me, me, mee

Y:

Mz
Tz

Ts

Children:

T:

(standing up)
I'm standing.

Yes, I'm standing.
I'm standinga.

Oeke Very good, Sit
down now. Mana, what
are you doing?

5it down.
(M sits down)

What are you doing?
(sitting down)

I'm sitting downe
All cf you, say 'I'm
sitting down'.

hgain.

Children: I'm sitting downe

Tz

(T drills children in
'standing up', 'sitting
down', 'jumping')

O«ke stand up, Honae
(M stands up)

What are you doing?
{stands up and jumps)

YOu're ... jump, o.k.
say it.

Children: You're jumpinge

I'm sitting downe

634

1 am standing/

I'm sit eee/

I'm standing up/
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4) A copy of the finished thesis will be deposited

with the parents (guardians).

3.2 The Subject and the Setting

The subject of the study, Mana, is a young Bassa-
Nge girl, who had acquired Bassa-Nge as well as Pidgin
English and a little Hausa, prior to the beginning of
the study. 3he was aged 3; 11 when the study started
and 5; 2 when it ended. The study was designed to
observe her progress in the acquisition of certain
English syntactic structures; namely, negatives and
interrogatives.

Mana was selected for the study because of her age.
The age range 3-5 years has been the neglected years*
in child-language research (Bloom 1975). This age
range corresponds with Piaget's pre-operational stage
and Bruner's ikonic stage. Children of this age group
are generally imaginative and creative. Their crea-
tivity and imaginativeness can be seen in their per-
formance, both linguistically and in cother spheres of

development. During this stage, children begin to
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produce complex structures, of which negatives and
interrogatives are examples (Ingram, 1975; Palermo
1978; Lindfors 1980). This is the stage when chil-
dren ask '‘innumerable’ questions, which questioning
leads tc their discovering many things about the
world around them. Thus, because Mana fell into the
age range on which we seek to contribute some material,
and because this is the period when negatives and
interrogatives are at their peak productively, the
subject was an obvious choice This is not to dis-
count the convenience of having access to the child;
the guardians' co-operation and interest in the study
have also encouraged the investigator to study the

child.

The Subject and the Home-Background

The subject is the first born of her parents,
both of whom have had only primary school education.
The parents live and work in Kaduna, the father work-
ing as a technical assistant at the Peugeot Motor

Company, and the mother as a junior worker in a clinic.
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By the time data collection ended, the parents had
two other children, aged about 3; 6 and 2; 6, respec-
tively. The subject's mother is Kaje (from Southern
Zaria in Kaduna State), and the father is Bassa-Nge
(Benuc State). Initially, Hausa was the only language
used in the home, but as the mother now speaks Bassa-
Nge, it has become the second language of the home.
Although both parents speak some English, it is not
used in the home.

This family lived in the same compound in Kaduna,
with the subject's aunt (father's elder sister), who
is a Nursing Sister, and who also has seven children
of her own. The father's mother, who speaks Bassa-Nge,
Nupe, Hausa and Pidgin English, also lived with them
in the compound. The languages of the extended family,
therefore, were Bassa-Nge and Hausa, with Bassa-Nge
predominating.

When the subject was 1; O old, her first aunt -
the Nursing Sister - moved with her family to another
area of the town. Because the subject was then the
only child of her parents, and would lose the company

of the other children, it was decided that she move
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with her aunt's family and her grandmother. There the
dominant language of the home was Bassa-Nge. Hausa
was also used, since there were many other children in
the compound and in the surrounding who spoke it.
Pidgin English was used when the children played with
their Igbo land-lord's children.

At the age of 3; 6, the subject was transferred
to her second aunt (father's younger sister), according
to 'customary understanding. Since then, the subject
has lived with this aunt, her aunt's husband, and her
cousin (her aunt's daughter), who is three years
younger than the subject herself. During the course
of this study, another child - a boy ~ was born into
this family.

The subject's new home is situated in the univer-
sity campus, in Zaria, wherc both guardians (aunt and
her husband) are university lecturers. Although Zaria
is a Hausa-speaking environment, English is the dominant
language in the child's home. Her uncle-in-law speaks
Ebira, English and a little Hausa, while the aunt
speaks Bassa-Nge, Nupe, Hausa and English - this being

a mixed marriage as is also the case with the subject's
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parents. Since Hausa and English are the only lan=-
guages common to the guardians, and since neither of
them speaks Hausa well, English is the natural and
obvious choice as the language of the home. However,
the subject spcaks Bassa-Nge to her aunt and cousins,
in addition to English; she speaks only English to her

uncle~in-law, and Hausa with the nanny and the gardener.

The School

The subject attended Nursery school every weekday
for 4 hours. Durino the period of study, she moved
from one Nursery school to anotheg both of which were
privately owned. The flrst school she attended (from
Oct. = Dec. 1979) was owned and run by a Nigerian
woman whosc qualifjcations are: Grade III, Grade IT
Teachers' Certificate; Diploma in Infant Method
(Institute of Education, A.B.U. Zaria).and N.C.E.
(Institute of Education, A.R.U., Zaria). This woman
was assisted by four people - a Grade IT teacher, a
WASC holder, and two Primary school leavers. The total
enrolment in that school was roughly 40 children.

It was a mixed school - i.e., international and co-
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educational. Moreover, the Nigerian children were of
various language backgrounds.

When in December 1979, the proprietor of this
school left Zaria, the school, with most of the chil-
dren, was transferred to another Nigerian woman, whose
qualifications are: Grade III, Grade II Teachers'
Certificate, and a Diploma in Infant Method from a
British College. She too had the mixed character of
the school retained, with the enrolment rising to
about 60 children. She too was assisted by four
people - a Grade II teacher, a WASC holder, and two
Primary School leavers. Both proprietors have owned
and run nursery schools for several years.

The curriculum of the nursery schools included
Number Work, writing, Story Telling and Reading in
English, Science, Moral Instructions, Music, Social
Studies, Everyday Life, and Art and Crafts. In both
schools, children had a variety of toys - both for
indoor and outdoor games. English, the predominant
language of the school, was presented in a most natu-
ralistic situation and through demonstration. 'Formal

instruction' occurred very rarely, and when it did,
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it was mainly to introduce new vocabulary items.
Nigerian languages featured only when the teacher
considered it absolutely necessary - for example, when
she wanted to give information which she considered
important and feared that some children would miss it,
due to language difficulty. A few children, however,
used their L1 among themselves during break-time, and
when they played outside. Both school proprietors
spoke Yoruba and Hausa in addition to their L1, which
are Ebira and Yergam, respectively. Here also, the
variety of English used is Educated Nigerian E:ngl.'l.sh.'l
Due to the predominance of English in all situa-
tions, and to the lack of frequent use of Bassa=Nge,
the subjcect scemed to be gradually forgetting it, for
even her aunt, the only adult Bassa-Nge speaker in
the child's environment - did not use it much with her.
Realising this, her aunt started working hard at
helping her keep whatever Bassa-Nge she had, and

hopefully, learn some more. However, she scemed to

odumuh, A.E. "Aspects of the Semantics and Syntax
of Educated Nigerian English" Ph.D. Dissertation,
Department of English, Ahmadu Bello University,
Zaria, June 1981.
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have made considerable progress in Hausa, apparently
because she had to communicate with the nanny and the

gardencr, who spoke only Hausa with the child.

3.3 Data Collection and Transcription Procedures

3.3.1 Data Collection Procedure

The subject was audio-taped at weekly intervals
(during term time), with the recordings lasting between
45 and 90 minutes per session. A Sanyo radio-cassette
recorder with built-in microphone was used for the
recording. The data were collected in natural language
situations, i.e. they were representative samples of
situations whichn occur naturally (at school, at home,
at play sessions). Thercfore, the results obtained
from them and the theoretical conclusions drawn, it is
hoped, would be quite reliable and valid. There were
no contrived verbal material or unusual environmental
contexts. Thus, the data have real world validity in
terms of their usefulness and social, cultural and

educational applications.
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To reduce observer effect, the investigator
visited the child's home and school on a regular basis
for two weeks prior to the recordings, to ensure
normal behaviour on the part of the participants when
the recordings actually started. 1In most of the
recording, the investigator played the role of a
participant observer. The investigator also made on-
the-spot notes during many of the recording sessions.
In addition to audio-taping, the subject was video-
taped on two occasions, lasting one hour each. On
one occasion, the interaction was between the subject
and the investigator; on the other, the child inter-
acted with one of her playmates as well as with the
investigator.

The data collection for this study fell into two
chronological periods. Phase one covered October
1979 -~ May 1980, when the subject was aged between
47 months and 54 months. Phase Two covered October
1980 - January 1981, when she was aged between 59 months
and 62 months. Data collection was concluded at the
end of January 1981 when the child started formal

schooling. The period between May 1980 and October
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1980 represents a break in the data collection because
the child had an accident and broke an arm. Visitation
during this period was minimal, and no recording was
done. However, the investigator made notes of the
brief interactions whenever she saw the subject. This
period also corresponds to the long (summer) vacation,
during which time the investigator was away from the
campus, and as such no recording could be made. How-
ever, the two phases give us a neat way of loocking at
the child's development: the early period, when pro-
duction was not much and also when utterances were
sonewhat incomprehensible; and the later period, when
the subject was very productive.

Although Phase One (7 months) is longer than
Phase Two (3 months), the total recording time is
roughly the same for the two phases. Phase One covers
14 hours 25 minutes, spread over 18 weeks; and Phase
Two covers 12 hours of audio-recording and 2 hours of
video-recording, spread over 12 weeks. In Phase One,
recording sessions were much shorter (usually 45
minutes) than they were in Phase Two (usually 90

minutes, but on two occasions lasting 2 hours).
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(M dancing)
T: Mana, what are you doing?
M: (still dancing)
T: g@ood, go and sit down.

(M laughing)

T: Mana, what's happening?
(M still laughing)

why 46 sha laughing?
(M continues to laugh)

Mana, what are you doing?
M: (still laughing)

T: O.k., who will tell us,
What is Mana doing?

Children: She's laughinge

T: Very goode Mana, now
tell us, what are you
doing?

M: (somewhat inaudible)

T: again? O.k. tell us.
What are you doing?
Say 'I'm laughing,.'
Say 'I'm laughing,*

Mz

T: Oeke sit down quictly,

( T shows children something
green and asks)

T: What colour is it?
Children: Greens

T: Yes, it's grecne Do you
have anything that is
green in your house?

Child: No

T: If you have tell us,
Yes, Mana.

644

I'm dancing)

I'm laughing/

I'm laughing/

I'm laughing/
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During the first phase, recording took place only
during term time, hence the non-correspondence between
the whole length of study - 7 months, and the number
of weeks - 18 weeks. In Phase Two, the subject was
able to express herself with greater facility than
during Phase One, when she was just beginning to
acquire English. During the second phase also, she
vas often in the company of the researcher and other
children at the researcher's home, where they had

long sessions together.

3.3.2 rTranscription Procedures

The audio~ and video~tapes were transcribed,
first by the investigator, and then by two others for
cross~checking. Contextual information hEE been
included. Following Bloom (1973) and Bloom and Lahey
(1978), all speech by the‘child and all specch to the
child or within the child's hearing was transcribed on
paper divided by a slanting line (/). Utterances
spoken by the child appear on the right side. Utte=

rances by other speakers (e.g. the investigator, the
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teacher, other children) appear on the left. The
person is identified by an initial (e.g. M for Mana,
R for the Researcher, U for Uncle, A for Awa, D for
Dawi, B for Bose etc.). Information about the situa-
tional context also appears on the left and is
enclosed in parentheses.

After the transcription, each occurrence of
negatives and interrogatives was written out on a
5" x 8" index card, dated and classified in chronolo-
gical order, and according to sub-type, where neces-
sary. During the analysis of each sentence, a protocol
(i.e. a brief narrative) in chronological order, of
everything that the subject did and/or everything
that occurred in the setting in which thc sentence was
produced was described. A total of 543 negative and
611 interrogative sentences are considered in this

study.

Duration of the Study

Several longitudinal studies, covering various

lengths of time have been done over the years. The
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following examples have all been cited by Brown (1973).
Keith Kernan's (1969) doctoral dissertation at Berkeley
was on two children, Sipili, a boy aged 2; 6, and Tofi,
a girl aged 2; 2. Though Kernan had extensive data on
these children and ten others, between the ages of 2
and 5 years, his grammar for Sipili was based on two
visits in one week which yielded a total of 852 utte-
rances. The grammar for Tofi was based on three visits
in one week (Brown 1973: 89). Melissa Bowerman (1970)
also completed a doctoral dissertation at Harvard.

The primary focus of the thesis was on two children
learning Finnish as L1, though their families were
living in the U.S.A. Her study was based on 713
utterances. Her work on the American child, Kendall,
was based on her recording of two full days of the
child's speech. Ingregard Rydin (1971) taped and
transcribed 895 utterances, taken in three sessions in
one month from a child called Viveka. Kathryn
Tolbert's (1972) study of Pepe was based on two visits
in one month. Lois Bloom's (1973) study of her dau-
ghter, Allison, was based on four 40-minute video-tape

recordings. Table 2 below, which is adapted from Brown
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(1973: 90), gives a selective summary of some L1
studics and an indication of the length of time

involved in each.
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The present study covers a total of 28 hours of
recording ~ 26 hours of audio-recording and 2 hours of
video-recording - spread over 30 weeks. A total of
4,240 uttcrances was recorded; 611 of these are
questions and 543 are negatives. For the work on
ncgatives and interrogatives, therefore, a total of

1154 sentences have been analyzed in this study.

3.4 Analysis of Data

The analysis of data has been basically syntactic
and scmantic. The purpose is to avoid the practice by
L1 and L2 mmarcner; in the past who had concentrated
on syntax to the exclusion of semantics. More recently,
however, researchers (e.g. Bloom 1970, 1973; Schlesinger
1971) have stressed the importance of interpreting
children's utterances in their situational contexts.

In our analysis, phonology came in only as it affected
syntax. For instance, yeference was made to intonation
patterns in the discugéion of the subject's acquisition

of interrogatives.
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Before considering negatives and interrogatives --
variables which are the main concern of the study ~- it
was necessary to discuss a few preliminaries to the
analysis of data, namely:

1. the general psychological development of

the subjcct both at the beginning and the
end of the study;

2. her generzl psycholinguistic develepment;
and

3. the environmental factors that may have

facilitated or hindered her linguistic
development.

This was to help put the discussion of negatives and
interrogatives in proper perspective. The discussion

of the preliminary issues will be found in chapter 4.

Analytical Tools

The analytical tools used in analysing the data
are descriptive statistics. Types and sub-types of
negatives and interrogatives were presented in tables,
histograms and scattergrams. The proportions of utte-
rances belonging to each type or sub-type were also

presented in tsvlos and using percentages.
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Approach to the Analysis of Utterances

The data was presented and discussed according to

the two data collection phases. Cross referencing and

comparisons between the two phases were done as found

useful and necessary. The order of analysis is given

belows

1.

2.

First an overall developmental picture in
the acquisition of negatives and interro-
gatives was presented. The total different
syntactic types were given in the statistics.
The proportions of these that were questions
and negatives were presented in percentages.

Negatives and interrogatives were then treated
separately, but each section began with a
discussion of the nature of negation/interro-
gation in English. This provided a general
framework for the analysis of each particular
variable.

Negatives. Under this, we treated

a) Form and frequency of negdtors in the
subject's speech (i.e. the various
negators used by the subject and their
frequency);

b) Content, Form and Punction, and their
integration in child language. Again,
this has becen stressed by Bloom (1970,
1973) and Bloom and Lahey (1978).

¢) Semantic categories found in the data.
Bloom (1970) identified three categories
in the speech of the children she studied -
nonexistence, rejection, and denial.
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d)

e)
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Belkin (1975), in addition to confirming Bloom's
categories, suggested three others iu%ea-
rance, Erohibition, and cessation. In

atudy, we have identified six categories =
disa arance, nonexistence, rejection, prohi-
bition, denial and unclassified. These are
basically the same as found in Bloom and
Lahey's (1978) analysis, but we have also
found it necessary to expand their definitions
in order to accommodate the subject's mental
and cognitive maturity (see section 1.7 in
chapter one for these definitions).

An integrated analysis of the negators used by
the subject in the expression of the various
semantic categories (i.e. content, form and
function of each negator).

Finally, the developmental stages observed in
the subject's acquisition of negatives were
analyzed.

Interrogatives. 1In this section, the following

items were analyzed as they related to the subject's
acquisition of this variable.

a)

b)

the categorization and frequency of questions,
i.e. Yes-No and WH-questions. These were the
only two sub-types of questions the subject
acquired during the period under study. Like
other L2 researchers (e.g. Adams, 1974; Ravem
1968), we have treated these question types
separately. This has made it easier to compare
the performance of the subject against those
of other L2 acquirers of interrogation.

the order of acquisition of Wn-questions;
Again this was necessary for the comparisons
we have made in chapter 7.
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¢) Finally, the developmental stages in the
acquisition of

i. Yes-No questions;
ii. wh-questions.

The strategies that children adopt in their lan-
guage acquisition are important. Thus, an analysis
was also done of the strategies that the subject
was found adopting. L1 and L2 acquirers have been
observed to adopt a number of strategies in their
acquisition process. A comparison between the
strategies such L1 and L2 acquirers adopted and
those the subject used could only be done if we
knew what the subject herself employed. This is
the subject of chapter 6.

As a way of resolving the problems raised in section
1.6 of Chapter One, a comparison was made between

a) child L1 and L2 acquirers and the subject, with
particular reference to the developmental
stages observed, as set out in research problem
I 1l-113

b) child L2 acquirers learning English in environ-
ments where the language is indigenous, e.g.
America, Britain, and the subject, who was
acquiring it in an L2 environment. The object
of this comparison was to find the differences
(if any) between such L2 acquirers and the
subject, which may be due to the environment
in which the lanquage was acquired. The com-
parisons have been presented in chapter 7.
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(pointing to her dress)

(looking closely at M's
dress) Yes, yours has
a little green in it,

(shows anothcr green
object)e Mana, now tell
us, what colour is this?

What?

Is this blue?

Children: Noe

T:

What is this?

Children: Greens

T:

M:

It's greene OLK. now
you sece HMana, what
is this?

What is this?

(T shows various
colours and various
children say what they
arce Then T shows
pink)

But this one is what?

Yes, Mana knows it.
It is pinke Very good.

(T shows green)
Lami, what colour is
this?

Sh - Lami, what is this?

654
look at my own/

bjus 451u577

bjus/

yellow/

Teacher, pink/

yellow/
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CHAPTER FOUR

Preliminaries to Analysis of Data

The major part of this work ir *he analysis of data
concerning the development of negatives and interroga-
tives in the subject during the period «f this study.
However, in order to place thesc in proper perspectives
it is necessary to present some introductory materials
concerning the following:

a) the child's genera. nsychcological develope-
mental stages at th: beginning and at the end
of the study;

b) her ¢rriral psycholinguisrlc development;

c) the environmental factcis that may have

facilitaled or hindercd her linquistic
development.

The discussion of these preliminaries is, therefore,

the concer: : this chapter.
¢.7 The Development of the ‘hilus

A Psychological P('{‘!T“‘C_ETVE
The subject of th 5 study was ajed 3; i1 when the
study startes<, =nd she <. 5; 2 when 1% crded This

age-range convi- o i.  falls into Piag=t'.. o
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intellectual period, i.e. the pre-operational period
(2-7 years), and more specifically, within the intui-
tive stage (4-7 years). Mana exhibited the charac-
teristics of the second period, which we shall discuss
here. The third and fourth periods clearly €all out-
side the period under consideration, and so will not
ba discussed.

At the end of the pre-conceptual stage, which is
also the beginninc of the intuitive stage, many chil-
dren begin to use words in a flowing way, ask questions
persistently, and frequently verbalize situations.
Mana was just about this age (i.e. 4 ycars) when the
study began and, interestingly, was doing this also.

Mana was about 3 feet tall, slenderly-built and
weighed about 25 1lbs. She was quite healthy, energe=-
tic and inquisitive. She liked to play a lot with
other children, often teasing the younger oncs. She
was about mental age 5 (i.e. seemed more intelligent
and mentally sharper than is normally expected of a
child of 4; 0).

Emotionally, she felt attached to her aunt, with

whom she was living, and subsequently to the investi-
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tor; she often cried when the investigator was leaving
her home or school after each visit.1 Her attachment
to these people may be due to the fact that she was
leaving her parents for the first time. Moreover,
because there was another child - a younger one - in the
family, Mana was not getting all the attention she
expected. Consequently, she sought for this attenticon
from the investigator, who usually gave her a lot of it.
It would be recalled that Mana is the first child of her
parents, and she got all the attention from them, prior
to her coming to live with her aunt. This was pcssible
because up to the time she left her parents, she was the
only child. Her parents have got other children since
then.

Mana was already using her mother-tongue, Bassange,
quite well for her age, by the start of the study. She
was also using Pidgin English confidently. However, her
language use was still egocentric. She would often talk

to herself in her play, as in the following example:

1Cm.lld this be interpreted to suggest that the subject

developed an emotional attachment to the researcher
in the course of the study?




image651.jpeg
155.

««» which time dem de open di television?/
++» I no de open di television / If I big
like mummy I will just open it / If they
no talk for me / if they no talk for me,

I will just.../ ... I de read book wo /
make you no fear me wol! / make you no fear
me / If I read it for your book, my book
will just ... / Not me di mother/

(age 48 months) *
Her monologuing was an indication of her attempts at
verbalizing her thoughts. As she grew older she was
more able to adapt to her environment, and her speech
became less egocentric. She used words symbolically,
i.e. her speech became context-free. she alsc was
able to generalize and conceptualize things the more.
In both her own speech and in her comprehension of the
speech of others, Mana dealt verbally with non-present
situations. The following two pieces illustrate her
power of imagination and ability to produce context-
free speech.

Mana was talking about cooking for the inves-
tigator's family. She would cook rices

e« I will put some water / then T will
come and put what?/... I will put some
water / then I will come and put salt /
Then I will come and put some ... What
else I will put? / ... Then I will cover
it / then when the food have done them

1'1'his material was recorded during the period of
study, however it is not one of the tapes randomly
selected but it is included here because it 1llus-
trates cgocentric gpeecha.
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I will carry plate and put together /
I will come and give to all of you in
the house/

(age 59 months)
In the next example, she was completinag a story about

an old woman and her twe children:

..+ In a basket / when they put it in
their basket / then they will wash their
spoon and their cup/. Then after they
will go and watch television / Then when
they have finish then they will go and
sleep/

(age 60 months)

It is interesting to note the linguistic development
that has taken place between the first - pidgin piece -
and the second and third picces.

During the course of the study, and as she matured
mentally as well as linguistically, she acquired a
greater vocabulary. By the end of the study, I would
estimate her vocabulary to be roughly 1500 words. The
following examples illustrate the kind of vocabulary
items she had acquired:

soldier; cake, raisen; nurse, doctor, medicine;
earring, watch, dress, shoes; station (railway);
aeroplane, train; burn (to get burnt); parlour;
to tape; to do injection; to pluck guava; a ripe

guava; bite; to make tea; anybody; nobody, any,
anything, anywhere.
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Moreover, Mana was also able to use longer and
usually complex sentences, which were combined in
various ways using different devices (e.g. embedding,
subordination, conjoining. See 4.2). She had also
developed in her ability to ask questions. By the end
of the study, she was not only asking declarative
questions; she was also able to use the inversion rule.
Her mental development is reflected in her questioning,
denials, etc., which have become more logical and

coherent than at the beginning of the study.

4.2 A General Psycholinquistic
Development of the Subject

We shall look at the subject's psycholinguistic

development in the areas of phonology, semantics,

syntax and communicative competence.

At the beginning of the study, Mana was already
communicating quite efficiently with others in her
mother-tongue, Bassange; she was also using Pidgin
English confidently. Standard English and Hausa were

being acquired.
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4.2.1 Phonological Development
Although the child had gone a long way in acqui-

ring the phonological system of her first language,
one could not expect her to have fully acquired it by
the age of three years and eleven months, when the
study began. Language development, and certainly
phonological development, is not completed even by the
age of 8 (Reed, 1971). As far as the Enclish phono-
logical system was concerned, the influence of Pidgin
was very strong at the start of the study. For instance
the phonemes /®/ and /#/ were represented by /t/ and
/d/ respectively, in Mana‘'s speech, as it is in the
speech of most Nigerians of her age. However, as not
all acquirers of English as a L2 move from Pidgin
English to Standard English, the substitution of /t/
and /d/ for /6/ and /¥/ respectively, is done for a
different reason. Most Nigerian languages do not
have the phonemes /0/ and /9/ in their systems.
Speakers of these languages therefore substitute for
these sounds, those in their languages which are
nearest to /6/ and /4/, usually /t/ and /d/. Mana

was also not able to distinguish between /1/ and /r/
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in speech. More specifically, she exchanged these two

sounds as in these examples:

‘write' 1is pronounced ‘_l&itj
" room! " " E‘, ,,ﬂ
milkt v " (miruk

In the last example, it is not just the use of /r/ for
/l/, but she was also not able to produce the consonant
cluster|-1k J. Other clusters she was not able to
produce are exemplified below:

'smallest' was often pronounced E_n)les]

tdon't’ " " " ‘,_d El

tyontt " " " Ew; n]

In other words, .4&na could not produce the cluster
[m-—] » L—aa and L—né}, among others. Of course, many
adult Nigerians drop the final consonants in words like
first and world, which are pronounced as ¥:fesj or Lstj
and E:)l] respectively, instead of the standard English
forms /£3:st/ and /wi:ld/. Furthermore, various other
sounds were not realized properly, e.g. She often used
l_)_lfor |s]as in soldier, pronouncing it .‘__Plﬂ. As

might be expected, by the end of the study period, the
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subject had not mastered the English phonological

system, although there had been a marked growth.

4.2.2 Semantic Development
on the semantic (lexical) level, the subject had

acquired a lot of vocabulary items in her mother-tongue
and was able to use them meaningfully in communication
with others. She had alsc built up a fair amount of
vocabulary in English - the names for objects in
Pidgin English not being different from those in
Standard English. Mana continued to build up this
vocabulary, adding names of objects and actions she
had picked up from other children at play (including
role play), from adults and other children around her,
as well as from her teachers at the school. Moreover,
she had picked up expressions from various television
programmes she watched, e.g. 'Sesame Street', ‘Learning
with the Kids'. At the same time she acquired Hausa
names and expressions for certain objects and actions,
and she often used the Hausa word for an object or
action when she did not know the English equivalent,

or when she could not readily recall it. Besides,
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M: (turning to another child)
(to R, touching her hand)

R: Did he say sorry to you?
Mz
Child: No play with Victor
again, ko?
(Mana aged 48 months)

(At schoole R arrives)

T: Won't you say good morning
to Auntie?

Children: Good morning Auntie.
R: Good morning childrene
How are you?
Children: Fine
M:

R: Good morning, Mana,

(R sees another child)
Who is this? This is

my friend.

(Child wants to play with
R's radio-cassette).
let mwe remove it, I don't
want you to touch it,

M: (to R)
R: Mhm?

(Taking the radio=cassette)
Let me put it here.

T: They're going to do
Christmas tomcrrowe

664

let's go jo!/

Victor beat me
for here/

i no do me sorry/

Teacher, good
morning Auntie/

Teacher/

tomorrow wetre going
to do kurumus
(christmas)/
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Mana was able to understand practically everything
that other children and adults said to her. And when
she did not understand, she readily said so and asked
questions which would lead to explanations or re-phra;
sing of the utterances by the speaker. Mana is fond of
asking questions of her listener. In this study, she

asked a total of 611 questions in the data recorded.

Syntactic Development
The subject was initially using typical pidgin

English sentences such as:

1. Auntie go come back
2. I no like you.

As time went by, her pidgin sentences gradually gave
way to standard English forms. By the end of the sixth
week of study, Mana was producing sentences free of
pidgin forms. However, on several occasions she used
pidgin forms when she code-switched from Standard to
Pidgin English in speaking to people she knew did not
speak English well, as when in reply to a question
asked by the investigator's houseboy, Mana said:

3. ino bimy own. (i.c., It isn't mine).
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Most of the sentences she produced in phase one
were short and simple. However, there were some com-
pound and complex ones, as in sentences, (4), (5), and

(6) below.

4. Let me go and show you.

5. I don't know where is Gideon cover.

6. And me, I didn't tell where I'm going to.
(i.e. what I'm going to be)

In- (4) the subject is conjoining two sentences. Here she
is able to apply the deletion rule - i.e. which deletes
the 'Let me' of the second sentence, leaving just 'show
you'. 1In (5) and (6) the subject is using relative
clauses which are embedded into the main clauses. In

(5) the clause

+ss where is Gideon cover

is acting as the object. Note that Mana was not yet
able tc use the inflection for indicating possession
i.e. 'Gideon's cover'. However, by the middle of the
second phase, she was able to do so. "Sentence (6) was
uttered when several children had been asked to say
‘what they will be when they grow up'. Some had said
they would be nurses, doctors, policemen, etc. Mana

was not asked to say what she would be, and it seemed




image659.png
163.

to her that the teacher was not going to ask her to do
so, hence she said.

and me, I didn't tell where I'm going to.

In this sentence, the wrong relative word is used and
the verb be is also deleted.

During the second phase, Mana was more able to

produce complex and longer sentences involving the
processes of coordination, subordination, embedding,
and the use of question negatives in the inverted form.
Consequently, there were many more long and complex
sentences in phase Two than in phase One. Examples of
sentences involving coordination (conjoining) are:

7+ 1I'm not doing this because I cut my hand.
8. Letme leave my own and let me drink with Cici?

9. I didn't want this blackie to come and
disturb you.

The coordinators in these examples are underlined. The
conjoining can be at the clause level as in (7) and (8),
or in the predicate as in (4) and (9).

Examples (10) and (11) illustrate the process of
subordination; the subordinating clauses being under-

lined,
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10. when'she can't finish it, she will
leave it ...

11. If she see any on the ground, she will
not wash it.

Both sentences tend to be long. It is interesting to
note the subject’s ability to use the conditional clause
in (11).

Embedding is illustrated in sentences (5), (12) and
(12):

12.  /Tou didn't know/ That you didn't draw
what is thatz

13. I don't know what the what is call.

Embedding tended to be mainly in the object or complement
position, as we have scen in these examples. Note that
in (12) the subject is still not able to apply the proper
transformation - i.e. the transpesition of tis' and

tthat'. Sentence (13) is interesting because the clausze
What the what is call

scems to be an embedding within an embedding. In fact,

In the second embedding
What is call

the subject seemed to be asking the question
What is that called?

Thus putting the two clauses together the subject
intended saying:

1 don't know what that is called.
I
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Interestingly, the participial inflection was still not
applied, as in nearly all her utterances recorded.

In cquestions, the complexity is greater when the
processes of embedding, conjoining, and subordination
are used in addition to negation and inversion. More-
aver, the introduction of indefinites (e.g, any, anyone)
makes the sentences more Complex. €oge

14. Are you not going to buy anything?
{inversion, negation, use of indefinite)
15. You hear why Auntic say that don't touch

it? (double embedding in the complement,
imperative, question).

16. Shall I go and call him let him pluck it?

(inversion, conjoining, embedding in the
second clause),

In addition to the use of such processes which lead to
the lengthening and complexifization of sentences the
subject's use of the function words had become more
established with the passage of time and Increased
competence in the language.
It would appear that increased length of utterances

is correspondingly rclated to increased complexity.
Moreover, it would seem that this increasc in both

length and complexity corresponds with increased chro-
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nological age and linguistic maturity, as the increase
is seen across the period of study. It is, therefore,
difficult to divorce chronological age and linguistic
maturity froﬁ the length-complexity phenomenon.

It is also suggested here that the correspondence
or relationship between the length and complexity of
the subject's utterances is due to the modelling effect.
The utterances cf adults in the subject's environment
are gencrally long and complex, and although there was
no instruction to imitate (Blumberg, 1975), the effect
of such models is clearly seen in the development of
Mana's language. This is similar to the findings of
Harris and Hassemer (1972) that the linguistic environ-
ment (model) has a greater effect on the complexity of

children's sentences than the actual language spoken
by people around the child.

4,2.4 vcﬁqqmy_ql_c_@tiva Competence
With regard to communicative competence, there had
been a big growth rate. At the begirming of the study,
the subject was unable €5 express hexself well in
English, but by the cnd of the study period, she could

communicate with facility, asking questions and answer-
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ing others' questions with confidence. She could
express her feelings, give or demand/ request for
information to/from others and say something about the
state or condition of things and people. She initiated
discussions and also wused elaborate structures.
Monologuing still featured in her speech, but this
time the utterances were more coherent and comprehen=
sible. Compare the following pieces, the first comas
at the beginning of the study, and the second, at the

end. In both pieces the subject is telling a story.

Early Speech:

.+« and they are eating dem food, and when
dem come and eat dem food and put dem
horse(?) for fc. bus(?) and dancing(?)
and put of di here and down down down
and went to down down... (age 47% months)

Later Speech:

once upon a time/there is & iittls chicken
who live in here/(picking up book and
pretending to read) what they're lcoking
for/all big one like this/(demonstr:tes).
Like a woman/they have a tails here like
this/Arunning her hand down head towards
back). One have a stop/the small ones they
are not big and all those ones/all those ones
they are not the same at this/(peinting to
plcture). (age 62% months)
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We see the subject progre:;sing from fluency in
Pidgin at the beginning of the study to the use of a
form nearer standard English than Pidgin. We note
that even at the end of the study period -~ 14 months
from the beginning of the study - the subject could
not be said to have mastered the language. In terms
of production, she spoke with facility, more so with
regard to fluency. qualitatively, her mastery of
English syntax, vocabulary, and pronunciation represents
a low level of performance, when looked at from the
point of view of British Standard English (BSE}. How=-
ever, compared with many Nigerian children in her
environment, and considering her social and linguistic

background, the level of development is remarkable.

4.3 Environmental Factors that have
Infiuenced ber Linguistic Develiopment

varlous factors influence the development of lan~
guage in tho ~hild. Cerrell (1971) suggests that "a
complex lnteraction of hereditary and environmental

factors underlies the development of competences and
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performances.” The home authority, religion, appre-
nticeship, the school, play, sccieties, the market,
and the mass media are language influences on the
pre~gdolescent Nigerian child (Brann, 1975). Similarly,
8trevens (1977) lists some factors including age,
learningstamina, special abilities or defects, and
preferred learning strategies. Other factors that
affect language development are sex, social class,
home environment, interactive patterns between the
c¢hild and others, size of the family, and the avajla-
bility and use of gadgets which facilitate language
development (Erasmie, 197%; Nelson, 1973; Greene,
1973; Stott, 1967, Lindfors, 1980). The quantity and
quality of language exposure is also very important.
This is clearly pointed out by Carroll:
Almost every study of environmental
influences leads onc to conclude that
the primary factor ln language develop~
ment, aside from native abilities, is
the guality of the language exposure that
the c¢hild receives. The richer this
quality of language exposure, other things
being equal, the faster and better the
individual’s language development. Whether
onc defines the variables under study in
terms of home influences, school influences,

or socio~economic class differences, they
are always associated with the amount and
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kind of exposure tc language that the
child receives

(in Reed 1971: 146)
we shall discuss some of these environmental influences
as they relate to the subject's language development:
home influence, school influence, size of the family

and interactive patterns between the child and others.

tome Environment

Mana is the first child of her parents, and while
she was with them she was the centre of attention.
Even in her aunt's home, she is the oldest child -
there are two others - and although she did not get
all the attention, she had a fair share of it. This
is particularly so since others, (c.g. the investiga-
tor, other relations) that came to the house gave
much attention to her #er ruardians are university
lecturers - placing them in the high socio-economic
bracket in their society. As educated people, they
know the value of certain gadgets and their usefulness.
They have provided certain gadgets which have facili-

tated Mana's acquisition of English, e.g. the tele-
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(In
M

M3

Tomorrow? You're going
to do Christmas?

(M nods)
Really?

(M nods)

In your school?
(M nods)

Oh, I sees

You will do what?

You will du Christmas

here, in Teacher's house?

Beautiful

(A child says she will
not give M fanta)

the class)
(to R)

You washed your teeth?

Beautiful. Let me sece
(showing her teeth)

Oh, very clean. With
what did you wash it?

674

me, I will do
kurumus here/

I will do kurumus
here/

yes/

and me, I won(t)
give you fanta/

Teacher, I wash
my teethf

yes/

Teacher, look at/
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vision, radio, bhooks and paper and pencils, crayons

and toys, with which she playeds These things had been
of much help to her. Moreover, the guardians discussed
various programmes she watched on the television with
her; they talked about her school activities, and
they often tock her out on trips and encouraged her to
talk about the things she saw with them. Thus, the

home environment was conducive +to language development.

School Influences

The schocl afforded Mana the opportunity to mix
with children from different homes and diffexent nation-
alities. Furthermore, there were many more toys and
books that she could use in the school than she had at
home. Children pick up new words and expressions
during story-telling scssions, and when at play with
others. Social studics, health and number sessions
also provided an excellent opportunity for the acqui-~
sition of various structures and expressions. The
child is socialized in an environment such as the

school.
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4.3.3 Interactive Patterns between Mana and Others

This is a very important factor in language
development. The opportunity to interact with various
people enhances language development in a child. In
the African context, the extended family system pro-
vides the child with many people to interact with,
including adults and older and younger children. The
child is thus exposed to a variety of models, which
exposure aids in his language development.

The question of interaction naturally leads us
into a discussion of the subject's language development.
Manats environment affords her the opportunity to
interact with a variety of people in several different
languages or codes. Mana used Bassange when interac-~
ting with her aunt, her cousins, and her grandmother,
who is a regular visitor to the home. Although Bassa-
nge featured in Mana's lanquage use, its influence on
the acquisition of Standard English was not overtly
apparent. In the whole of the study, there were only
two instances of switching from English to Bassange,
and these were when Mana wanted to scold her cousin,
to whom she usually spoke English. Apparently, she

found it easler to do so in her L1.
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4.3.3.1 Pidgin English. Initially, the subject used
Pldgin English in her interaction with everybody that
did not speak Bassange - her uncle-in-law (who is not
Bassange-speaking), the investigator, other visitors
to the home, as well as at school with her teachers
and other children. Thus Pidgin English was her first
step in the acquisition of sStandard English. Mana's
early utterances were mainly Pidgin sentcnces, ec.g.

17. Wetin you lait /rait/

18. 1 say i go come back.
Pidgin influence was short-lived, for by the end of
the first six weeks of the study (age 48% months),
pidgin influence was minimal: hardly any pidgin forms
appeared in her speech. Interestingly, she was able
to switch to Pidgin when speaking to those she knew did
not speak English well, as when_she spoke to the inves=-
tigatort's houseboy. Is th:‘ls éo be regarded as a form
of regression? On the contrary, such cases do demon-
strate awareness of language appropriateness. The
question to ask at this stLge 1s whether all children
in this environment usc Pidgin English as a develop=-

mental stage in the acguisition of Standard English,

as Mana did.
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4.3.3.2 Hausa Influence. Mana used Hausa in her
interaction with the gardener and the nanny, who do
not speak English or Bassange. This obligatory use of
the language facilitated her acquisition of the lan-
guage. Occasionally, too, Mana spoke to the investi-
gator and a few others in Hausa. During the first
phase, Hausa influence was minimal, as she herself did
not speak much Hausa. But during the second phase,
when she spoke it relatively well, Hausa influence was
prominent. A prominent feature of this influence on
Mana's acquisition process was the use of the morphemes
tko', and 'ba' (meaning *isn't it') attached to English
questions. This, Mana had picked up from the language
use of many of the people in her environment.

This characteristic is similar to what Richards
(1979) calls 'lect switching', which he says is "a
major and distinctive characteristic of many indigi-
nized varieties of English", such as Nigerian English,
Fijian English, and Indian English. According to
Richards (1979), lect switching is used in these
varieties of English to mark a communicative style.

For example, a final sentence particle 'la' is used
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in Singapore English when English is used in '"informal
settings and where the speech event calls for soli-
darity, rappeort, etc." Likewise in Manilla, "a Tagalog-
based particle 'na' may be used when the speech event
has communicative function. Mana used the particles
ko', tba', ‘'kaif, 'fa' attached to English sentences

to show or solicit solidarity or rapport. Examples

of sentences in which these particles are used are:

19. It's a girl baz

20. Z§0u're pouring wateé7 on your gas? kail

21. You go and take my mummy's own ko? Ko?

22. I will wash it with vim ko? disn't it?
Sentence (22) illustrates bilingual confusion and
repetition. Bilingual repetition may occur in one's
speech when one fears that the message given in
one language may not be understood. He therefore
svwitches to the other language and repeats the message.
This investigator has found this to be true in her own
speech and in her daughter's speech.

Hausa influence was more obvious in the data
collected during the second phase. In phase one, there

were only 4 tag questions; two involved the Hausa tags
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'ko! and 'ba', and the other two involved the English
tags 'ok! and 'you hear'. 1In phase two, however, 25
(59.5%) of the 42 tag questions recorded involved the
Hausa morpheme ‘ko'. Only 17 (40.5%) employed
English tags (i.e. you hear, ok, right, isn't it).
It is clear therefore, that 'ko' featured prominently
in Mana's acquisition of English.

Mana also mixed Hausa and English, what Richard
(1979) has called "rapid code-switching". This is
another device employed in nativized varieties of
English to signal a shift from rhetorical to communi-
cative style. 1In Menilla, a variety of code-mixed
English~Tagalog called "mix-mix' is widely used. The
motivation for this type of code~switching is the need
for an effective communicative style (Gumperz 1978).
The code-switching has a 'softening' effect on the
speech event (Richards 1979). This kind of code~
switching (language-mixing) is a common feature of the
English used by many adults and children who inter-
acted with Mana. She too had picked this up. She
mixed Hausa and English when she did not know the

correct English expression, e.g.
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23. I want to tshuka' this (plant).
24. We drink '‘tsamiya' (a kind of local fruit).
25. She is doing *'sallah' (praying).
26. Are they doing Muslim? (praying)

27, If you come here, 'zsn barawo ka' (i.e. .as
I will call out 'thief'!).

In (27), a Hausa clause with the noun tbarawo* (thief)
used as a verb is embedded into the English sentence.
The clause "zan barawo ka" is translated "... I will
steal something of yours/from you",; or "I will call out
Ythief'in

wWhile it can pe sald that the adult uses ‘mix-mix?
(language-mixing) to show informality, the child does
not use it for the same purpose. There is hardly any
formality in child-lanquage; the language the child uses
with his parents at home and with peers at play is very
informal. It 1s only when he is older and gets to school
that the child is intro&uced to formal language. Thus,
in Mana's case, rather than informality, she used the
local morphemes attached to English sentences as well
as language-mixing to show or solicit solidarity and
rapport from her listener. Interestingly, Mana did not

use this with her teachers or strangers.
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4.3.3,3 standard English: This is a form of educated
English which cuts across dialectal boundaries (See 1.7v).
Standard English remains the main language in Manat's
life: interaction between her and her guardians,
teachers, the investigator, other adults as well as
children was done mainly in Standard English. Moreover,
Mana interacted with Nigerians and native speakers of
English, and this had influenced her acquisition of
Standard English. Mana was usually outspoken and talked
freely with visitors to her home - adults and children.
The adult language to which she was exposed had facili-
tated her acquisition of structures such as

pon't ....
You're not going to ....

which are frequent in adult language addressed to chil-
dren. Most adults she interactedwith spoke “acceptable"
English, which fact is of importance and positive influe-
nce on her own early acquisition.

The influence from Standard English will be consi-
dered from two ancles: the influence from Educated
Nigerian English (NE) (Odumuh 1981); and the influence

from Native~speaker English.
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Nigerian English has some structural and lexical
features which are distinct from those of British
Standard English (BSE). On the lexical level, some
words are borrowed from the Nigerian indigencus languages
€.g. names of foods, plants, frults, and clothes ~ e.g.
ttsamiya', ‘nono', which have both been used by Mana.
Other words are coined; e.g. 'house boy!, 'academiciant,
which in BSE would be 'gardener, cook, housemaid', and
'academir"l, respectively. Moreover, in NE some words
have their meanings extended to cover greater shades
of meanings than they carry in BSE. e.g.

tuncle/aunt' meaning 'any relation, sometimes
in reference to a family friend'

(Ccdumuh 1981: 278)
Conversely, some words have their meanings limited, e.g.
tbaby* /beilbi:/ is used to refer only to a female
child.
On the syntactic level, "modality and modulation

is different in NE and in BSE" (Odumuh 1981), e.g.

a) i. NE I would come.
ii. BSE I wlill cume.

1In British English this word is also used to
mean a member of an Academy, e.g. of the French
Academy, Italian Academy.
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we have oBserved some of these features in the
speech of the subject. Mana used some lexical items
with extension of meaning, as when she talked about
#drinking tsamiya/peppermint"”, which BSE would render
as 'suck' or ‘'‘take’'.

28. Don't drink your own all wo, you hear?
(reference to peppermint)

Other words used in the typical Nigerian way are 'keep"
to mean ‘*leave’ and "tape somebody’ to mean "to record
somebody's speech", as used in (29) and (30C).

29, ... we drink it all, we didn’t keep
any on the ground.

30. You want to tape the baby?
Mana also used such reduplicates as 'now now', "up
up*,and "down down' - pidgin-based expressions often
found in NE and used as adverbial intensifiers.

31. I will go to your house now now,
isn't itz

Other examples of reduplication in NE are vwshort short',
vbig big', "many many", where the first element often
serves as an intensifier, a modimodifier, comparable
to very (big, short, many), right (now), and cach as in

“ten kobo ten kobo stamps©.
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Other expressions typical of NE, which were also
found in Mana's speech are "sorry" and "I'm coming".
For example, something dropped on Mana's tce and C
sald "sorry" to her. To A, who did not say anything
to her, Mana said:

32. You can't say sorry to me ko? /
say sorry to me.

In NE "sorry" is used as a general expression of sympathy
wlth the person hurt. "I'm coming” is used to mean

"just & minute® or "a moment please". For example, C
asked Mana to do something for her and Mana replied

33, I'm comlng. I'm c¢oming, you hear? /
I'm coming ko?

and went off %o do something else first. The two expres-
sions "sorry" and "I'm coming" derive from the local
languages, and the usage is an example of the influence
of the local languages on English,
As regards structural features, we refer to:
1) the use of the progressive aspect;

2) the use of the structure "what of";
and 3) the omission of the article.

The word full, which in BSE is an adjective, is

often used in NE as a verb, in addition to its function
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as an adjective. fThe investigator had been writing on

2 piece of paper, and Mana asked her:
34. You're fulling it?

It is not clear whether the subject is confusing the

word fgll with Eiil, There is not enough evidence to
suggest a firm conclusion. similarly, Mana used fear
in the progressive form in:

35, what are you fearing?
36. You're fearing cat?

In these examples BSE would require "afraid of“. This
usage of Mana's may be attributed to interference from
her L1 or other Lzs., In this case, it may be from Hausa,
where sentence (36) would bc rendercd as:

37. Kina tsoron kyenwa?
This 1s perfectly acceptable in Hausa. The verb ‘tsoron?

has as part of its meaning the progressive aspect. The

progressive aspect is alse used in (38):

38s ... you're slceeping in the outside?
(i.c. Do you sleep outside?)

vwhere it would not be used in BSE.
The structure "what of" is commonly used in NE.

As this is the variety ef English to which Mana was
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exposed most, it is not surprising that she acquired
this structure. Mana and other children were playing,
and she asked:

39. what of our cover for our tea?

40. what of this?

41. what of Auntie's food?
42. what of the spoon?

The article is omitted in NE, where it is obligatory
in BSE. Mana seemed to systematically do just this in
examples (36), (43), (44), (45), (46), and (47).

43. Where's comb?
44. where's kifi (fish)?
45, Where's lizard?

46. Where's cat?
47. wWhere's ribena?

It would be interesting tc know whether this is the
result of intereference from L1. Investigation in this
area of language acquisition will bhe worthwhile.

Pinally, an omission similar to the one discussed
above featured in Mana's speech. Although this is not
strictly a feature of NE, it deserves mention herec, as
it had occurred quite a number of times. This is the
omission of the object as in:

48, T want
43. I want %o drink.
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50. will you drink?
51. Cici didn‘*t climb.
52. Cici didn't have.

In these examples, only the context will indicate what
objects are being referred to. In BSE, even where the
context clearly indicates the object being referred to,
the object is obligatory in sentences such as (48) to
(52). Again, this omission may derive from L1 struc-
tures. In Mana's case, this may be from Hausa - an L2
for her - in which lanquage it is correct to say:

53. 1Ina so (I want),
54, Ban sha ba (I didn't drink).

Is the omission of the object & fcature of child langua-
ge? Do children acquiring other languages omit the
object in their sentences? Research in this area might
lead to interesting and fruitful findings.

The phenomenon of interference has come up several
times in our discussion. Interference from L1 has
often been said to be the main source of deviant utte-
rances in L2 acquisition/learning. Teachers and
researchers have looked for an explanation for errors
learners make from the structure and usage in L1. How=

ever, researchers (e.g. Dulay and Burt 1973, 19743
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Selinker, 1972) ha;e chserved that such tdeviantr
forms may only be develcpmental, i.e., representing a
stage in the acquisition/learning process, and not
necessarily being the result of L1 interference though
the issue is quite inconclusive. (8ee Fathman 1975b
and Adeyanju, (forthcoming)}. Often it may represent
creativity and rule-testing by the child/learner.

There are different levels of interference:
syntactic interference is the main kind of inter-
ference usually discussed. Another kind - lexical/
semantic - also occurs, as in Mana's use of the verb
Ydrink' in the expression "drinking peppermint."

We now turn to native-speaker influence. Mana
spends most of her time, outside school hours, with
the neighbour's children, who are native speakers of
English. The influence of the language spoken by these
children is easily noticed in Mana's language use. She
speaks English with ease, using colloquial expressions,
as would native speakers, e.ga.

55. Esther, whas (what's) your daddy's
name?
56, who's marching me?

57. Where's your shoes?
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The word ;march' in sentence (56) was used to mean
tstep on'. This is a common usage in the language of
children acquiring English in this envir;nmentu

Native English influence is also reflected in the
ease with which Mana asked questions and in the use of

the expression "Don‘'t mind ..." in:

58, wWhy, you don't want me to fill it
for you?

59. Is (It's) my mummy‘'s own you tock,
right?

60, Peter, don't mind‘that Dawi, you hear?

Mana's early acquisition of the indefinites and her
correct usage of them may also be attributed to the
influence from her native-speaker peer group. Another
strong influence of the playmates is to be found in
Manats acquisition of the correct intonation patterns.
The subject used the correct intonation patterns in
asking questions, even Wh-questions. This is signifi-
cant because L2 learners usually have problems with the
intonation patterns in Wh-questions. L2 learners
normally assume that questions are agked with the rising
intonation, and so use the pattern with all kinds of

questions. However, would an older c¢hild or adult
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acquiring English in the same environment - with the
native speakers avallable - acquire the correct patterns?
or would Mana have acquired the correct intonation
patterns without this native English speaker influencez
In other words, is this ability due to age difference
or to envircnmental difference? I would think it is
both. Mana happens to be young, at an age when language
acquisition is done ‘effortlessly'; and she alse is
exposed to a native-speaker variety of the language.
These two things put together have made it 'easy' for
her to acquire the correct intonation patterns.

In summary, we have observed that the environment
in which the subject lives has contributed in no small
way to her acquisition of the language. One can rate
hers as a "language-rich cnvironment, peopled with
adults and other children", with whom she interacted -
both at home and in school. Her interaction with a wide
variety of people has influenced her linguistic repertoire.
Furthermore, and more importantly, she has been exposed
to a reasonably good quality of English. Most of the peo-

ple shc interacted with in English used either Educated
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Nigerian English or are native sﬁeakers of the language.
Thus, Mana seemed to have the best of two 'worlds' in
which she functioned as an acquirer of three dialects

of English. The ultimate consequences of functioning
minimally in Bassange and Hausa and more volubly in
three different dialects of English, i.e. Pidgin English,
Educated Nigerian English and British Standard English

1lie beyond the scope of this nresent study.
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CHAPTER FIVE

Analysts of pata

Having surveyed the subject's psycholinguistic
development and the environmentsl influences on the
subject's language acquisition, we shall now go on to
the specific syntactic structures whose acquisition is
the main concern of rhis study - Negatives and Inter-
rogatives. "The full range of English sentence - types -
declaratives, negatives, yes/nc questions, wh-questions,
and imperatives - is produced in the =3riy stages of
development, but their forms are quite different from
the adult forms" (Dale 1976: 104). will the forms the
subject in this present study used in producing negatives
and interrogatives be "quite different from adult
forms", especially since the subject was aged between
3; 11 and 5; 2 during the period of the study> We snal
first present an overall picture of development in the
acquisition of Negatives and Interrogatives, after

which we shall consider them separately in detail.
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4. (T and children talk about
brushing their teeth. T then
says)

T: Oaske will you tell me
what clse you do every
morning before you comc
to school?

H: (standing up) we are bathing/
T: What else do you do?

(A few children say
what they do)

Mana, what about you?
Mz we are washing our
teeth/
my mummy bath me/
5. (R has a note book open)
iz I want to lait/

R: You want to write.
What do you want to

write?
L H I want to write
v/
Rt You want to write 'A'
(M writcs 'A' on R's
paper)
M3 look at it/
R: You want to try it hcre?
(R points to a space)
Herce
M: (M writing) like thisz/

R: Goode Now do the second
halfe
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5.1 The Acquisition of Negatives and
Interrogatives: An Overall
Picture of Development

The subject produced a total of 4,240 sentences

during the periocd under study (i.e. spanning the two
phases). Of this Figure, 1,511 (35.6]L) sentences were
produced in Phase One; the remaining 2,729 (64.4% were

recorded in Phase Two (see Table 3 below).

TABLE 3

DISTRIEUTION OF SENTENCES DURING
THE STUDY PERIOD

Phases No. of Sent:e.;ccs Per::entage

Phase One 1,511 35.6

Phase Two 2,729 64.4
Total J 4,240 - 100.00

From this table, we can see that less than half
(35.6%) of the total number of sentences was produced
during the first phase. This observation is significant
because recording time was roughly the same during the

two phases =14 hours each - although the second phase
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covered only 12 weeks as opposed to 18 weeks in phase
one, The increase yecorded in Phase Two can be attri.-
buted to the greater facility with which the subject
handled the lan¢uage during this phase. Moreover, the
subject was more familiar with the researcher, with
whom she also spent longer sessions. Furthermore, the
researcher had access to the child's home anytime she
wanted to go and talk and play with the c¢hildren. She
often took the subject ~sometimes alone, at other times
in the company of other children -~ to her house, where
there were often as many as six or eight children
playing tegether. Besideslibeing a woman and a Nigerian
may have added to the subject's acceptance of and
identification with the researcher and thus facilitated
the data collection. Perhaps the result would have
been different if the researcher had been a man, or a
non-Nigerian (e.g. a white). All these factors, put
together, account for the increase in data collected
during the second phase. Table 4 gives a distribution
of Negatives and Interrogatives for the period under

study.
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TABLE 4

DISTRIBUTION OF NEGATIVES AND INTERROGATIVES
DURING THE STUDY PERIOD

Sentence-Type No. of Sentences| Percentage
Negatives 543 1 12.8
Interrogatives 611 ! 14.4
otheral 3086 H 72.8
4
v v
Total { 4240 } 100.0
he

Of the 4,240 sentences recorded, 611 (14.4%) are
questions, while 543 (12.8%) are negatives. This means
tnat the subject produced more questions than negative
senvences during the period under study. This is not
surprising, considering the fact that questions feature
a great deal in adult language addressed to children ~

probably up to 50% of utterances addressed to the child

% vwhile all the Negatives and Interrogatives were used
for analysis in this study, some of the ‘Others' (i.e.
affirmative, declarative utterances) have been used in
various sections of the study, e.g. to illustrate
sentence length and complexity, as well as qeneral
lanqugage development at different stages (sce chapter
4); and to illustrate various strategies adopted by
the subject (chapter G). Moreover, these 'Cthers'
can be used for studics of other aspects of Mana's
lannuage development at a later date.
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are questions (Savic 1975). Moreover, the inquisitive
nature of the child accounts for the greater number of
questions. Children in the age range 3-5 years ask
questions persistently (Poulston and James, 1975).
There was & significant growth in the number of
negatives and interrogatives between the two phases (see
Table 5). There were nearly twice as many negative
sentences in Phase Two as there were in Phase One.
The growth in guestions was greater still; in Phase
Two, there were more than three times the number of
questions in the first phase. During Phase Two, the
subject was able to express herself with greater faci.
lity. She, therefore, talked much more and, consequently,
asked many more questions. Moreover, the situations
in which the recording took place during Phase Two -
morce in the company of other children and for longer
sesgions, in some cases - naturally presented themselves
for the subject to ask gquestions about objects, people,
and cvents around her. She also often watched and
helped the investigator work in the house, and she
asked many guestions about what they did. For instance,

during one recording session, which lasted two hours,




image691.jpeg
195.

the subject asked a total of 154 questions. These
questions ranged from things she and the investigator
were doing in the kitchen, what she and other children
did in the sitting room and about things in the garden.
A phase-by-phase distribution of negatives and inter-

rogatives is given in Table 5.

TABLE 5

PHASE~BY--PHASE DISTRIBUTION OF
NEGATIVES AND INTERROGATIVES

Phases Negatives|Interrogatives

Phase One 190 143

Phase Two 353 468
Total 543 611

5.2 The Acquisition of Negation

Before presenting our analysis of the data on nega-
tives, it is necessary to consider briefly the nature
of negation in English. This will help in placing our

analysis in perspective.
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¢ Nature of Negation in English

The descriptive model used in the present analysis
is eclectic rather than that of any specific school of
grammar. The materials used for the discussion on nega-
tion in English were largely based on Quirk et al (1972).
However, additional sources were used to fill in any
gaps in the discussion by Quirk et al mentioned above.
We shall discuss negation under the headings: Forms;

Frequency, and Positioning.

5.2.1.1. Forms of Negators. Any proposition can be
negated (Fowler, 1974). The mest conspicuous device for
negation is the particle NOT (Conner, 1968), but there

are other forms that express negation, for example:

a) Particles added to words, €.g.

in-, un-, non-, dis-;

b) A group of negative forms, which Quirk et al
(1972: 376) call non-assertive: any, anything,
anybody, anycne, anywhere, anymore/longer,
ever, at all, either, yet, in any way;

c) Negative forms which are assertive: no,
no one, none, nobody, nothing, nowhere,
m more/longer, neither, nor, in no way,
never;
(Quirk et al 1972: 376)
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Certain forms which are negative in
meaning but not in appearance:

i. 'seldom' and ‘rarely' (meaning
‘not oftent*)

ii. 'scarcely' and ‘'hardly’ (meaning
almost ..., not/no);

ili, 'little’ and ‘few' (meaning °‘not
much' and ‘not many', respectively);

iv. 'only' (meaning 'no more/other than');
v. 'barely' (meaning 'only just®)
(Quirk et al 1972: 380).

According to Quirk et al (1972), these are treated

as negative forms because:

a)

b)

<)

they are followed by'non—assertive rather
than assertive forms (e.y. Any)

e.g. (1) T seldom get any sleep.
(2) I've spoken to hardly anyone who
disagrees with me,
when in pre-subject posltion, they normally
cause subject-operator inversion, e.g.
{3) Rarely does crime pay so well...
(4) Scarcely ever has he been so humiliated.
they are followed by positive rather than
negative tag-questions, e.g.

{5) she scarcely seems to care, does she?
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5.241.2 Frequencey of Negators. We present, in Table 6,
the frequency of some negators, reproduced from Michael
Westis (1953) word list The frequency is based on a

counl of 5 million words.

TABLE §

THE FREQUENCY OF ENGLISH NEGATORS

Negator Frequency
st = g
Any T- 5236
t Anybody | 204 :
Anyhow ' el t
Anything 843 :
Anyway 11
Anywhere 111
Hardly 460
Neither 733
Never 3085
No H 8394
Nobody 424
None 576
Nor 1410
Not 21587
Nothing 1826
Nowhere 84
only 5520
Rarely 266
Rather 1314
Seldom 164

It is evident from the table that the five most
frequent negators in English are NOT, NO, ONLY, ANY,

NEVER, in that order. Tt would be reasonable to hypo-
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thesize, therefore, that children will acquire the
negators with the greatest frequency first. When NOT
occurs with auxiliary verbs, the most frequent combina-
tion is with DO (i.e. DON'T). This constitutes 89% of
the usc of NOT (West, 1953). But other auxiliaries

combine with NOT, e.g. CAN, WILL, SHALL, BE. Again,

one can hypothesize that DON'T would be acquired early
because of its frequency in the language. To what

extent are these two hypotheses borne out by our data?

5.2.1.3 Positioninc of Negators. with regard to the

position negative <lements occupy in a sentence, we

make the followin:g observations:

a) NOT is inserted betwesrn ctiw operator and the
predication (By 'operator', we mean either the
first auxiliary verb of the verb phrase OR EE
as a main verb, or HAVE as a main verb /5u1rk
et al 1972: 3747) -

b) MNEVER is inserted before the main verb or between
the operator and the main verb, e.qg.
(6) I never went there.
(7) I've never been there.
c) NO is inserted after the main verb and before
the object, e.g.
(8) I have no book.




image696.jpeg
d)

€)

)

a)

200.

or it can occur in the initial position, usually
with a pause as in:

(9) No, he didn't come.

When a clause contains no auxiliary verb, a
tdummy' DC (i.e. Do-peri-phrasis) is introduced,
and this is followed by the bare infinitive, e.g.

(10} She sees him every week
(11) she does not see him every week.

The following negators are used in the initial
position as subjects,
No one ...

Nothina ...
None ...

Not cne ... (also not all; not every;
not everyone; not much/many).

NEVER, NOWHERE, NOT, can also occur initially as

negative adjuncts in formal or literary style, ec.g.
(12) Never will T make that mistake again.

(13) Nowhere have we seen the results more
clearly than in Europe.

(14) Not until yesterday did he change his
mind (Quirk et al 1972: 378).

These examplecs Illustrate the inversion that occurs
with an initial neqative element. This structure
is a difficult one, and we would not expect young
children to acquire it. This belongs to later
development.

while negation is used with most yes/no questions,
there are scvere restrictions on the use of wh-
questions with negatives at all.

cf
(15) where is John?
(16) ewhere isn't John?
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R: Ehn?

R: 1 dei for home?
(M nods)
R: Where's Uncle?

R: Ehn?

R: Is go? Where?

R: Uncle? And Auntie?
They've both gone to
Kaduna?

R: Oh, daddy is sleeping?
(M nods)

R: Daddy is sleeping,
Auntie is gone to
Kaduna.

(M and R sitting down in
the 1living room. M's
cousin walks towards them)

R: What's her name?
M3

R: Ehn?

¥

R: Clci. She's Cici,
And what's your name?

M3

6.

i dei for home/

is go/

is go/

Kaduna/

daddy, daddy
is sleeping/

Cici/

Cici/

Mana/
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(M attempts to write)
No, there. Do another
one here, will you?

(R holding M's hand)

Now we'll write 'CY,
See!

(pointing to thet!Ct
they've written)

Yes, Write it and let
me see.

(M makes something on the

paper)

Now, what is it?

It's not an 'A'.

It's an upside down 'D!
isn't it? Now make 'C?

(R demonstrating) Like this

(Mmakes 2n attempt)

That's upside down,
Lock at this one.

(R writes a 'C')

Alright, do sc. You can
make it,

(M does it)

I lait it like
this/

look =t it/

W4

vass

0.k/

I can make it/
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This can be explained by looking at the relation between
a wh-question and its presupposition. ‘'why-questions'
are the only ones in this group that occur with nega-
tives. While there is an acceptable presupposition for
why=questions:

(17) why didn't he do it  (18) He didn't do it for
some reason.

therc is no such correspondence with other question
words.,

(19) ewhere didn't he do it? (20) *He didn't do it
somewhere.

The last sentence is odd because somewhere is normally
replaced by anywhere following a negative. On the other
hand, for some reason is accepted following a negative
because it is a disjunct, and therefore normally outside
the scope of negation (Quirk et al 1972:397).. Thus, it would
seem rcasonable not to expect wh-questions with negatives
in the child's carly speech. And although 'why-questions'
take the nagative, the child will not be able to use them
early, since ‘why' is one of the wh-words normally
acquired last (Ervin-Tripp 1970; sSmith, 1933). Again,
we shall see whether this assumption is borne out by

the data for this study.
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Form and Frequency of Negater!‘l in Mana's Speech

NOT (and its combinations) was the most frequent
negator the subject used This is in keeping with the
figures of the general word list (West 1953) - See
Table 6. NO was the next most frequent, again, in
keeping with what obtains in the language. The three

next most frequent were ANY, NOTHING, and ANYTHING, in

that order Aowever, ONLY and _N_Ell_'E_R,which are among
the five most frequent negators in English, were very
infrequent in the subject's speech - ONLY occurring only
once and NEVER, only twice. Could this be attributed
to the difficulty of these negators as structures in
sentences? Is it that they are acquired late, but

once acquired, they are used frequently? Negators

such as NEVER, HARDLY, ONLY, ANYTHING, belong to a

differont class from the other negators menticned above.
When they are used, the sentence is autnmatically
negated. Morcover, the sentences become more complex

and force more transform:ticns. Thus, they are more

'Example sentences containing each of the negators
can be found in Section 5.2.5.
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difficult for the child to acquire. In the subject's
speech, ONLY occurred during the last week of the
study (age 62 months), in the sentence:

(21) No anything, only this.
This sentence was uttered when the subject picked up
what looked like a book, but finding that it was only
the cover; the inside pages had been pulled out.

Our hypothesis that children would acquire first
the negators with the greatest frequency in the language
is only partly borne out - by NOT and NO. These were
the negators with the greatest frequency in the sub-
ject's speech (63.0% and 29.5%, respectively), indica-
ting that they were the best known. However, ONLY and
NEVER had not been fully acquired, as is suggested by
their low frequency (0.2% and 0.3%, respectively).

The various negators used by Mana, and their

frequency are given in Table 7.
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TABLE 7

NEGATORS AND THEIR FREQUENCY IN
THE SUBJECT'S SPEECH

Negator {Phase One| Phase Two Total ! Percentage
Not 119 242 361 63.0
No 69 100 169 29.5
Any ! 2 15 ; 17 3.0
Anybody | 1 § 17 2 l 0.3
Anything 3| 5 ; 8 1.4
Nothing 0 8 8 i 1.4
Nobody 1 3 bl 0.7
Never 1 1 2 0.3
Only 0 % | 0.2
Anywhere 1 0 1 0.2
Total 197 376 573 100.0

In English, 89% of the use or occurrence of NOT is
accounted for by the combination DO + NOT = DON'T (DIDN'T,
DOESN'T). wWe hypothesized that the subject would
acquire this combination ecarly. This has been borne out.
Of the 361 occurrences of NOT, the combination DON'T
occurred 191 times. This represents 52.9% of the total
occurrence of NOT. Other auxiliaries that combined
with NOT in the subject's speech were CAN, WILL, HAVE,
The distribution of NOT in Mana‘’s speech is shown in
Table 8.
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TABLE 8

DIS TRIBUTION OF NOT IN MANA'S SPEECH

R
Negator Form Phase I | Phase II | Total | Percentage
b i e e
NOT/BE NOT 51 61 112 31.0
DON *T/DIDN T 50 141 191 52.9
WON'T/WILL NOT! 10 3 23 {33 9.1
femrn/camor |8 13 ) 21, 5.8 !
 HAVE/HIAS NOT | ' a ) a S ]
i ]
i 361 99.9

PO

DON'T and NOT/BE HOT werc the most frequent forms used
by the subject. We have grouped NOT/BE NOT together
because the subject often used the contracted forms with
BE, c¢.q. 'I'm not’, 'You're not', 'He's not'; and although
the NOT stands by itself, it is really combined with the
operator BE.

It is worth noting the variety of verbs that DON'T/
DIDN'T combined with. Our data indicates that DON'T/DIDN'T
was used with the following verbs; the number of occur=-

rences in the data is given in brackets against each verb:

*Duc to rounding up the total is not 100.00.
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Know (49); want (30); have (15); touch (12); do (7);

put (6); sec (5)5 like (5); take (4); give (4);

dr:.

(4); come (3); sit (3); bring (3) play (3);

spoll (2); make (?); cook (2); finish (2)5 write (2);

g0 (2); follow (2)3 climb (2); shout (2); bang (2);
tell (1); open (1); draw (1); L:I._A_i_t:"_plat,’(l); keep (1)
wash (1)3 throw (1); allow (1)5 beat (1); break (1);

say (1); teach (1); cry (1); sleep (1); mind (1).

The range of verbs that Mana used with DON'T/
DIDN'T indicates her developmental rate in the acqui-
sition of vocabulary. She had used NOT with other
operators in combination with other verbs, which are
not indicated here. Moreover, there are many other
verLs used in utterances that have not been considered
for analysis in this study (i.e. affirmative sentences).
what we have given here is the range of verbs used with
only one form of the negator NOT.

The most frequent verbs combined with DON'T/DIDN'T

were know, want, have, touch, and do, in that order.

The greater frequency of know and want, in these
combinations, particularly during the second phase,

suggests that as the subject grew older, she was able
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to express some mental states through language.
The negator NO was used (especially in pidgin

utterances) with a range of meanings. (See Table 9).

TABLE 9

RANGE OF MEANTNGS EXPRESSED
BY THE NEGATOR NO

Meaning Example
isn't l She no well.

Tomorrow no school
didn't You no see me for school.
haven't ) You no give me my paper.
doesn't have) Saratu, she no get teeth.
don't 1 no like you

don*t (imperative) No put it again.
Ho laughing.

shouldn'*t Auntic say ne ge school.

wontt l I no go

The nenator ANYWHERE is ar interesting case The
subject had not yet acquired the word ANYWHERE,but slie
seemed to know its function. She therefore used the
word WHERE, which she already knew, instead, in her

reply to the question:
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R: Where are you going?
M: (22) 1'm not going where/
wWe can see that Mana produced the various forms
of negation, which are not tquite different from the
adult forms' (except where for .a_nxgh‘e_:_e_). There are
many negators which were not yet acquired; however,
the two most frequent negators in English (i.e. NOT and

HNO) had been acquired.

g_o_n_'l-:c_rlt, Form and Function in Child Language

Descriptions of child-lanquage before the 1970's
concerned themselves mainly with form, with very little
attention paid to use (function). Moreover, these were
not integrated with meaning or with one another in a
systematic way (Bloom and Lahey 1976). Bloom (1970,
1973) among others, had advocated the interaction of
these three dimensions of language in describing child-
language: content (i.e. the meaning or semantics);
form (i.c. the means of connecting sound with meaning);

and Use (i.e. the purpose of the utterance and the
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context of the ut:!:eranc:ef1 The combination and

integration of these dimensions of language results

in a rich description of language utterances. Following

Bloom and Lahey (1978), our description and discus-
sion of Mana's utterances will take in all three
aspects. But first we shall discuss the semantic

categories distinguished in Mana's speech.

Semantic categories in Mana's Speech

In chapter 3, we discussed Bloom's (1970) clas-
sification of semantic categories found in children's
language. We pointed out that while she found three

categories - Nonexistence, Rejection, and Denial,

Belkin (1975) had added three others, which were
subsumed under Bloom's categories — Disappearance,

Prohibition, and Cessation. wWhile Bloom studied

children aged 1% months to 26 months, the subject of
this study was aged between 47 months and 62 months

during the study. She was therefore, cognitively and
linguistically more mature than Bloom's subjects (all

other things being equal) except that English is a

1 Por fuller definitions of these terms, see section
1.7
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second language to her rather than a native language.
She should be better able to conceptualize things and
express them through language. Besides, she should be
capable of expressing negation in a variety of ways.
Moreover, Mana was acquiring English as L2,
expressing in English ideas she was already able to
express in her L1, as well as others that she would
acquire as she matured. In this study, we have kept
the categories distinguished by Bloom (1970) and Belkin
(1975) (except that of cessation), but have found it
necessary to expand them. In this way, we can accommo-
date the difference in cognition between younger chil-
dren (such as Bloom's subjects) and older ones (such
as our subject). In the present study, therefore, we
distinguish six cateqories of negation: _Qi:s_que_a_{m_zt_:_e_,
Nonexistence, Rejection, Prohibition, Benial, and
.l.l_ry:.l_a_s‘s_iiiig.l Example utterances of each category will

be found in our subsequent discussion in Section 5.2.5.

R See section 1.7 for full decfinitions of these terms.
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Beautiful, Make another one
here,

(M scribbles on paper)

look at it/
what is 1t2/
Mm?
(pointing to her writing) What is this?/

What is this? I'm writing
tooe Can you see my 'Ct2?
See my 'C' here, like yours,
but mine is bettcr than
yours, isn't it? Now can you
make yours like mine?

(M wants to write on a
page on which R has some
notes)

lock at here/

Noy no, no, not there,
here! Look Mana, how
many lines are here?

Four/
Mm?
four/
Count them, lct me see
(Counting) one, two, 'A'/
Now, how many lines are
here? One, two, thrce,
S50 make yours like this
one (<)
(pointing to some space) can I draw

(write) here?/
Can I help you?
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Table 10 gives the frequency of each semantic category

found in the d.-n'.a.l

TABLE 10

FREQUENCY OF FUNCTIONAL CATEGORIES OF NEGATION

is not absolute.
the utterances differently, i.e.
lapping. For example, when B insisted on playing
when they were to go home, Mana said to her:

(23)

[ Funcéional Phase One | Phase Two Total
| Cateqories o
Freq. % |Freq. % Freq. %
Disappearance 9 4+ 4.7 11 E 3.1 20 3.7
Nonexistence 61 32.1, 116 | 32.9 177 | 32.6 |
H . ' t
i Rejection 31 16.3 81 22.9 112 | 20.6 |
'
Prohibition 22 11.6 35 9.9 57 10.5
Denial 63 33.2 a9 28.0 162 29.8
Unclassified 4 2.1 11 3.1 15 2.8
Total 190 100.0} 353 99.9 543 ]100,0
1

However, it should be noted that this categorization

It is possible to classify some of
there is some over:-

Yo'.'re not going to play now/

Here Mana could elither be expressing prohibition or
rejection of B's action, though in the particuler
context, prohibition seemed more probable. Mana was

excrting authority over the younger one.
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It is clear from the table that the two largest

categories are Nonexistence and Denial, while the two

smallest are Disappearance and Unclassified, with

Rejection and pProhibition coming in between. The
general ordei .. size is reflected in the distribution
of negative types between phases.

There has been a significant increase in the
rumber of negatives from phase one to phase two, i.e.
from a total of 190 in Phase One to 353 in Phase Two.
This reflects an increase of 163 uttcrances or 85.8%,
This increase is due to the greaicr (.cility with which
the subject used the language, as well as to the greater
opportunity to talk, which she had in the second phase,
which we noted in section 5.1.

The distribution of negative utterances according
to semantic or functional categories can be more
vividly shown through the use of a histogram (fig.1),

and a scattergram (fig. 2).
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The regression lines PQ and RS clearly show a
vary high degree of correlation of the child's com-
prehension or command of negatives. This is so because
both lincs are tending to overlap with each other,
the angle of intersection being acute and the trend

is from the bottom left hand coerner to the top right

hand corner.
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5+204.1 order of Acquisition. Mana produced utterances,
during the first recording session, which expressed

Nonexistence, Rejection, Prohibition, Denial, and

Unclassified; only Disappearance was not represented.

On successive recording sessions, the different cate-
gories had also been represented fairly. Nevertheless,
in terms of the frequency of occurrence, which we believe
reflects the facility with which the subject understood
and expressed neqation, the following order was observed.

Nonexistence, Denial, Rejection, Prohibition, Disappea-

rance, Unclassified. However, this order must be inter-
preted with caution; it Woes NOT represent an order

of acquisition; neither doex it _whollx repragent the
degree of> facillty with which Mema used the langusge.
The situations In which the utterances were preoduced,
the sui joct matter, and the syntactic stryctures
invuives: in the expression of negation all vontribute
to the difference in the number of utterances ln each

category.
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Inteqration of Content, Form and Function in
the subject's Speech

In this section we are attempting an Iintegra-
tion of the three aspects of language description:
content, form and function. We have observed that
No and Not were the two most frequent negators in
Mana's speech. It follows, therefore, that they
would be found used in the varlous functional
{semantic) categories distinguished. wWe shall
take each category and briefly irdic«.. . hat negators

Mana had used in expressing it.

5.2.5.1 Nonexistence. This was the largest cate-
gory, accounting for 177 (32.6%) utterances. The
child made reference to the nonexictence of an
object or a person in a context where its/his pre-
sence was expacted, Children in the pre-opera-
tional stage (a& the subject was) talk about events,
objects, -eople, and actions around them. Thus,
they - »ild v-'k about the existence or nonexistence

of these objects, people and events. In Mana‘'s case,
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she was even able to coument about the nonexistence,
on her part, of some knowledge or information. This
has accounted for the large number of utterances in
this category.

The most frequent negator used by the subject to
express Nonexistence was NOT, although she also used
HO, NOBODY, NEVER and NOTHING.

NO was used mainly in one-word (or holophrastic)
utterances, but Mana also used it in sentences such as
(24) and (25), where both the subject and the verk are
deleted, leaving the sentence in the telegraphic form.
In these sentences, NO occurred initially in the utte-
rances, where it belonged to the same intonation
contour as the rest of the sentence.

(M. looked into a basket

of toys, but did not find a

motor-cycle) (24) No machine/
{M turning the pages of a

book, but seeing no picture
of a cat) (25) No cat/

In (24) Mana used the word ‘machine' in the typical NE
sense. The term 'machine' 1s usually used to cover

all kinds of motorecycles.
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Mana first used NO and NOT as free forms in Pidgin
English utterances, where these n¥gators occurred Just
before the main verh. .s in (26), (27) and (28). This
was during the first cew weeks of the study.

(M spoke to R, but R

did not answer right away.

M said) (26) You no tell me anything/

Even at this early stage in the acquisition of Negatives,
Mana was using the indefinite anything in a way that

ie functionally identical with Standard English usage.

{R tried a biro but

ink did not flow and

K said) (27) It's not do/
(Referring to the tape,

which M calleda 'mcto?
when stopped, M sa.d) (28) Dis not going/

In (27) the auxiliary vexb and the subject are used

as a single inseparable unit, i.e. in the contracted

form and the verb is not in the progressive form. How=

ever, sometimes the auxiliary verb was omitted evan

though the verb was in the progressive form, as in (28},
But gradually Standard forms appeared and NOT was

used with operators (BE, WILL, CAN, HAVE), mostly as

unanalyzed forus, as illustrated by sentences (29 and

(30),
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(Having stopped playing
in dirt, M said to T) (29) Teacher, I won(t)
do it again/

(R asked M to write 6
to which she replied) (30) I can't write '6'/

Later, she used analyzed forms such as in (31) and (32);
this development took place mainly during the second
phase. The analyzed forms used in this category were

will not, is/are not, and have not.

(The battery cover fell
off the second time)
R: What is wrong with 1t?/

M (demonstrating) (31) We can take it like
this so it will not
£all down/

(Showing R) (32) Look at/it is not

falling down/

Note the use of the expression ‘Look at', in which the
objcet iz omitted. This expression is very common
amaong the children in Mana's environment. This may be
duy to interference from the indigenous languages. In
HausA, for example, it is acceptable to say

‘Duba' or 'Ki gani' meaning

'Took at'  with the object deleted.

The indeMNnjte NOBODY was used by Mana only as

one-word utteramses, as in (33).
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R

Tz
Re

sings)

Is wWali a girl?

Is he a girl?

Yes, he is goode
(M sings again)

Now, walt, is he a
girl or a boy?

Is he a girl?

Mana, are you a girl
or a boy?

(M silent)
You're aboy?

(shakes head)
You're a

You're a girl.
You're a girl.
Wali is a boy.
Re and M.)

You don't know how to
write from A = Z.

You know? Yes, make it,
let me see.

Wali is
Wali is
I know,

Wali is

Wali is

wWali/

wali/

girl/

I know/

a

T2

good girl/
goodgirel/
know, Iknow/

good girl/

good girl/
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(R to M) Who used to take
you to school?/

M: (33) Nobody/
However, NOTHING was used both as holophrastic utte-
rances as in (34) and in the initial position in the
clause, where it was used in declarative as well as in
interrogative utterances, e.g. (35) and (36), respec=
tively:

(¥ said something to R,

but R did not hear)

R: What did you say?/

M: . (34) nothing/

(M looking inside an
earth pot) (35) .../Nothing inside/

(Looking inside a plate
which C gave her,
M asked) {36) Nothing inside?/

Sentence (34) was said with the rise~fall intonation,
implying that she was nbt willing to repeat what she had
said eariier. she also yged the appropriate intonation
patterns on (35) and (36), that 1s, the falling and
rising intonation patterns, respectively.

NOTHING first appeared in the second phase, and
its use to express Nonexi.stence accounted for 6

(75.0%) of its total occurrentes in the study.
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.N_EVER occurred once in Mana's expression of

Nonexistence in the sentence (37), which was produced
during the last day of the study:

(H placed a dell on a

toy aecroplane as if it

was riding a horsej

M said) (37) ah-ah/I never sec a

horse in birthday
party(z)/

As we can see, the negator occupied the position just
before the main verb, as in adult language. In adult
language, if there is an auxiliary in the verb phrase,
NEVER comes bctween the operator and the mair verb.
Such usage is not found in the data.

while (37) is not an acceptable Standard Enylish
utterance, it does look like one, but with the auxi-
liary thave' and the participle morpheme deleted, as
well as the wrong use of the preposition *in', which
we believe, should be 'at'. Morecver, the article in
the phrase 'birthday party', is alsc deleted. we have
observed in the previous section that NEVER, although
one of the most frequent negators in the language, has
not been found to be frequent in the subject's speech.

the
The only other occurrence of NEVER 1n_éstudy was in the
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expression of Rejection.

In addition to NO, NOT, NEVER, NOBODY and NOTHING,

the indefinites ANY and ANYTHING (in combination with
other negators) featured most frequently in the expres-
sion of Nonexistence., For example, of . total of 17
occurrences of ANY in the study, 10 (58.u%) were found
4in the nonexistence category. Nine (90.0%) of these
occurred during the second phase, suggesting that the
use of the indefinite ANY, was developed late. In fact,
of the 17 occurrences of ANY, 15 (88.2%) were produced
during this phase. Example (38) illustrates the use
of ANY to express Nonexistence:
(M to a child who asked
for some of her cake) (38) Your mummy didn't
E make any <ake/she
didn't make it/
Also see sentence (26) above for the use of ANYTHING
to express Noncexistence.
In summary, NOT and NO were the most frequently
used negators to express Nonexistence, accounting for
139 (78.5%) and 27 (15.3%), respectively, of the utte~

rances in this category. NOBODY, NOTHING, and NEVER

were also used, but not very frequently - NOBODY

accounting for only 4 (2.3%), NOTHING for 6 (3.4%),
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and NEVER for only 1 (0.6%) utterances.

5.2.5.2 Denial. This category ranked second,
accounting for 162 (29.8%) of the total number of
negative utterances. Again, children in this age

range deny the truth of statements which others or they
themselves have made carlier on. They also deny the
truth of the identity, state (Bloom and Lahey, 1978},
or conditlon of things and people. The subject was a
very out-spoken child, who was not shy, and who readily
denied the truth of what others said if she disagreed
with them. Moreover, she took delight in teasing the
younger children and was often hecard to deliberately
deny the truth of what they said or did.

The only two negators used by the subject to
express Denial were NO.and NOT. NO accounted for 101
(62-3%) and NOT for 61 (37.7%) of the utterances found
in this category. The majority of occurrences of No
was as holophrastic utterances. Of the 101 instances
of NO, 61 (60.4%) fcll into this class. Thus, there

was a mixture of mono-syllables and complex forms.
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In the category of m}_, No and NoT first
appeared in Pidgin English sentencesi, where they
occupied the position just before the nmain verb, as can
be seen in the examples (39) - (42).

(R tried a biro the second

time, this time ink flowed

and M said) (39) It's do/You no see
it do?/

(A ¢hild laughed when

M laughed, thinking M

was laughing with hinm,

but M said) {40) I no laughing for you/
{Some girls were playing

with sand; M was not and

sid sa) (41) I'm not play with

sand/

(T 3214 M would fall down
i1f she vap again. M

said) {42) I'm not fall down/
(= I will not fall down)
At this stage, “we subjeet was unable to use the opera-

tors in her utterWntes. Howwver, we obdsgve that the

development of questiong begam eaely; that lg, the

subject asked gquestions ewn in Pidgan English Sxe-
rances, for example (39). Thig she did 78ing the

rising intonation as the only deWre. Noreowr, pro-

grescive forms did not appear garly >a Mana's mnage”

Y
This was also the case with NO and NOT ussg in
expression of Wonexistence.
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development. Utterances such as (41) and (42) illus-
trate this. Here the subject and the overator were

used as inseparable units. When she actually used the
progressive form, she seemed to have regressed into
using the NO form instead of NOT, as is illustrated by
example {(40). The usce of *for you' instead of 'with
you! ig also worth noting, being a pidgin English form.
This usage is common among the children in this environ-
mente It is not uncommon to hear children say ‘I'm not
talking for you' meaning 'I'm not talking to yout.

NO was also used 1n the initial position in the
expression of Denial. Herc, it belonged to a diffe-
rent intonation contour from the rcst of the sentence,
@ega

(M said something. A child

turned towardg her, and M

said) {43) No, not you/
(M wanted a lego C

was playing with)

C: It's your own?/

Mz (44) No, I want to play
with it/

This usage is like the monosyliabic NO, which is a

zentence on its own, and vhich the subject used through-
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out the study period. Sometimes, what followed the NO
in the initial position was a negative sentence, as in
(43). Sentences such as this are truly negative.
However, at other times, an affirmative sentence
followed the initial NO, as in (44). Such sentences
are not negative at all, since the NO is used anapho-
rically, referring to a previous action or utterance
and not to what follows it.

The auxiliary verbs were used with NOT (mostly in
the unanalyzed form) in utterances which were progres-
sing toward Standard English sentences, as is illus~
trated by examples (45) - (47).

(Children playing at

cooking potatoes)

Child: It's good/

M: (45) 1Itts not good/
(M saw R's watch

and said it was her
Mummy ' s)

R: Your Mummy has
onu like tais, doesnft
she?/
M {46) She don't have a
this/

(when accused of drinking
somebody else's ribena,
M said) {(47) I didn't drink/
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We have sald that utterances were progressing toward
standard English forms. This is very important for the
lagt two examplcs are not acceptable Standard English
sentencesg; however, they are more like Standard than
Pidgin English forms. The use of 'don't' instead of
tdoesn't' in (46) and the omission of the object in (47)
render these utterances unacceptable. Later, when her
utterances developed further in line with Standard
English foems, analyzed forms were used as in (48} and
(50).

(R and M in the garden.
M insisted on going to
call J. to come and
pluck guavas for R)
R: May be he will come/

Let's wait/May be

he will come/
M3 (48) He will not come/

Let me go and call ham/

(M talking to herself

as she played) (49) I know what I will make/
alele/No, I will not
make alele kosal/

(M to €., who had
taken M's spoon) (50) No, no, no/That is not your
spoon/
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5.2.5.3 Rejection. This is a fairly large class,
ranking third and having a total of 112 (20.6%) occur=
rences. This is not surprising because children are
not inhibited, and when they do not like something,
they say so. Mana also commented on what others were
doing or did not want to do - & typical characteristic
of children generally. ‘

The most common negator used by the subject to
express Rejection was NOT. However, before she did
this, she used NQ in Pidgin English utterances, as in
(51}, (52) and (53).

(Asked if she did not
like R, M replied) {51} I no like you/

{Looking at a drawing

of a house she had done

on Rts paper, M said) (52) No good/House
no geod/Di house
no good/

(To a child who wanted
to put somec more potatces
into the pot, when they
were playing at cooking,

M said) (53) No put it again/

The subject seemed to be using the pidgin English forms
as a strategy for reaching Standard English. However,

in example (52), even when the sentences were elaborated,
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the subject had still not managed correct Standard
English sentences. The function words were still
missing. Again, when the negator was used in the
Pidgin English sentences, it occurred just before the
main verb as in (51) and (53) and before the adjective
in (52).

NO was also used as a monosyllabic utterance,
usually accompanied by gestures, to express rejection.
Of the total of 35 occurrences of NO in this category,
18 (51.4%) were monosyllabic.

The negator NOT was used to express rejection as
in example (54), where NOT occurs initially in the
sentence,

{R asked H to sing.
As H did s, M cut in) (54) Kot my sing!/

{= Not my song)
In this example, the verb 'sing' was used instead of
the noun form 'song'. Could this be a first step in
the acquisition of nouns? fhat is, that children
acquire the verbd forms first, then the noun forms?
NOT was also combined with operators, first in

the unanalyzed formg (55) and (56); and later in the
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(R writes 'F)

Now, can yocu make 't
like this?

Yese

(R makes another F,
but it's not good)

Yes, it is. Because you
pushed my hand,

(M makes an 'F')

Good, very goode
(to T)

Yes, it's nice,

Now make a 'D'
here.

M: (M lockipgat R an' then

Rz

writing)
Oh I seecs

(M lying down on the
table).

Now sit up.
(demonstrating) Look,
look, Mana,

(lying down on the @ble
againd

T3e

like, like your
own?/

it's jaga jaga
gongol/

look at/

Teacher, look at
a '‘F'/

Teacher, lock at me/

not like datl/




image727.png
231,

analyzed forms (57).

(M throwing away the

raison she removed from

her cake) . (55) I don't like the
raison/

(To L., who was

drawing on her paper,

M said) (56) L., I don't like this/
I dontt like this fal/

(M talking to herself.

C. laughed, M said

to C.) (57) I will not play with
you/

Will not was the dominant analyzed form used in the

category of rejection = accounting for 14 (87.5%) of the
16 instances of the use of analyzed forms. The remain-
ing 2 (12.5%) occurrences were represented by is not
and did not - occurring once each (6.25%).

Two other negators used in expressing rejection
were NEVER and NOTHING, each occurring once only in
this category, in the utterances (58) and (59),
respectively.

(When asked to take her

work to the teacher,
M replied) (58) I never finish/

(meaning 'I haven't finished)
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(R and M going to see

the chicken. R took

the radio-cassette

along. M said) (59) Leave your radio here/
Nothing will do you/

(= Nothing will happen to it)

It would have been observed that some of these
negators had been cited in the discussion of different
categories. This is so because identical syntactic
elements may express different functions in given
contexts. The negators already cited, especially NO
and NOT will, therefore, be referred to again in the

subsequent sections that deal with other categories.

5.2.5.4 Prohibition. This is a small class, which is
in keeping with what is found in the language. There
was a total of 57 (10.5%) occurrences in this category,
making it rank fourth. Utterances expressing prohibi-
tion are rare in children's language because they
convey authority. Children themselves recognize that
they are not often in the position of authority. when

they are with children younger than themselves, they

usually exercise this authority, and this is what the
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subject did. However, the opportunity to do so did not
come often, hence the relatively fewer utterances in
this category.

The negators NO and NOT were the only ones used to
express Prohibition. NOT (combined with DO = DON'T)
was the dominant negator. out of a total of 57
instances of prohibition, 55 (96.5%) involved the use
of the negator NOT. The other 2 (3.5%) instances
involved the use of NO, and these were the utterances
(60) and (61), which were also early forms, appearing
during the first phase.

(Talking about a battery-
operated toy car, M said

to R) Don't put it outside/
R: Ehn?/
Mz (60) No put it outside/

(Explaing to R why
she did not go to
school, M said) (61) Auntie say no go school/

sentence (60) is an example of repetition. The subject
had first produced the utterance with the 'Don't' struc=-
ture, but on being asked to repeat what she had said, she
produced the 'No ..' structure, which she regarded as

an alternative to the 'Don‘t...' structure. In (61),




image730.jpeg
234,

the subject and the operator or the embedded clause
have been deleted, i.e. 'that I should not go to
school'. Beth (60) and (61) are Pidgin English
sentences, which werc recorded on the firsi day of the
study.

Although the dominant form used in the Prohibition
category was 'Don't...' Mana had used NOT in 2 unique
way — as a free form - in example (62):

{To a child who was
still standing up when
they had been told to

sit down, M said) (62) sSit down they say/
Not to fall on me ool/

(meaning 'Don't fall down on me')
It is to be noted that Mana produced this sentence even
when she was able to use the more common 'Don't...'

structure as in (63) and (64).

(To a child, who was
touching some books,
M said) (63) Don't touch any book/

(M to R, who was
writing) (64) Don't write here/

The indefinite ANY was correctly used in sentence (63).

While DON'T occurred unanalyzed, as in (63) and'
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(64), Mana also used the analyzed forms will not and
‘j;ﬁéage_ not to express prohibition, as can be seen in
examples (65) - (67).

(1t was time to go home

but B still wanted to

play, M. said) (65) You're not going to
play now/You're going/
Yw‘r;i going to go
home/

(R asked A. to surrender

the knife which she had

taken. Sshe said 'No'.

M therefore said to her) (66) Then you will not
eat your.../

Another unique and original construction by Mana
was her attempt at using the analyzed form does not in
example (68):

(Children playing at
cooking)
Child: Let's cook it (biscuit)/

e (62) It does not

cooken it/It
does not
cooken it/

meaning 'You don't cook it' or 'It's not meant
to be cockeds

Note the colloquial usage of the structure ‘'are
going to go' which is probably due tc the influence
of the native-gpeaker peers.
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‘This was the only attempt at using does not in the whole
study. Mana's use of the form 'cooken' must have been
the result of overgeneralization of structures such as
ttaken', ‘eatent.

In summary, the negators NO and NOT (and combina-
tions) were the only two used in the category of
Prohibition. The subject seemed to have progressed
from the early Pidgin English form "NO..." to the more
general and common "Don‘t..." and then to the less

frequent "You're not going to..." structures.

5.2.5.5 Disappcarance. This category ranked fifth,
having a total of 20 (3.7%) utterances. As children

in the pre-operational period begin to use symbolic
language, their speech is less tied to the context,

and Mana was not an exception. Consequently, she
commented less frequently on the disappearance of objects
and persons. She was better able to think and imagine
and conceptualize things - all mental activities.

She, therefore, talked about 'knowing', 'wanting' etc.

things.
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The negators NO, NOT,NO MORE, ANYTHING and ONLY

were used to express disappearance. NO occurred only

twice in this category, in the pidgin utterances (69)

and (70).
(Referring to C. M
said) (69) She just crying/she
no well/

(Having thrown away

an object she was asked

to throw away, M said) (70) Scmething no dei
for my hand/

In the structure 'she just crying', the auxiliary verb
'was' is missing. When NO occurred in Pidgin utterances,
it occupied the position just before the main verb.
In (70), the indefinite 'something' had been used
instead of 'Nothing'. However, 'something' was used in
a way that is functionally identical with Standard
English usage. The preposition 'for' was alsc used
instead of the standard form 'in'. Of course, both
the use of 'something' and that of the preposition ‘for'
are perfectly acceptable in pPidgin English sentences,
of which sentence (70) is an example.

The only occurrence of NOMORE in the study is to

be found in the category of Disappearance, and this
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occurred in the sentence (71), which was recorded at
the beginning of the second phase (aged 60% months).
(Children at play M

to B, who had finished
her tea) (71} No more tea for you/

With the subject and the verb deleted, the negator
NO MCRE occurred initially in the sentence.

NOT was the dominant negator in this category,
accounting for 15 (75.0%) ‘ef the total uttex;ances in
this c¢lass. While during the early stage, NOT was used
as a free form in Pidgin English sentences such as (72),
it was used often in combination with DO as an unana-
lyzed form as in (73). Subsequently, the analyzed
form L1s/are not was used as in (74),

(Children at school.
Electricity supply
was cut. M explained) (72) 1Is not light/Is not

light/

meaning "There is no light#, with the anticipatory
subject 'there'! deleted.

{M saw R's radio-cassette

and said it was her Mummy's.

R denied that she had taken M's

Mummy's radio, but M said) {73) My mummy don't
have any radio/
5he didn't have
any in the room/




image735.jpeg
239,

In this example, the subject had got the modal wrong,
using the past tense 'didn't' for 'doesn't. Note also
her use of the form 'don't' for 'doesn't'. She had
also used the indefinite ANY as would be found in adult
language. Example (74) illustrates the use of the
analyzed forms in the expression of disappearance.

(Conversation between

M and R)
R: How is €2/
M: (74) € is not well/C is not

well/

Mana also used ANYTHING in the expression of

disappearance. However, her attempt to do so led to

the incorrect sentence (75).

(M picked up what
looked like a book, but
found that it was only

the cover) (75) No anything, only
this/

R: Mm?

M: No anything/

This sentence was recorded during the last week of the
study. TIt's use represents confusion in the use of NO
or NOTHING and ANYTHING. The sentence

No anything, only this/

would be correctly rendered
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There is nothing ...
or

There isn't anything ...

Thils incorrect usage, we believe, is due to the fact
that the subject never acquired the form 'Isn't', which
would normally have been used in this sentence ~ of
course, with the dummy subject *there'.

The only occurrence of ONLY is found in this cate-
gory in example (75), where ONLY occurred initially in
the clause. Furthermore, ONLY was the last negator to
be acquired by the subject - appearing during the last

week of the study.

5.2,5.6 Unclassificd This was the smallest category
with 15 (2.8%) utterances. Three Negators - No, NoT,
and NOTHING - were used in this category. NOT was the
most frequent, accounting for 13 (86.7%) utterances,

and NO and NOTHING occurred once (1.7%) each. In both
cases, the negators were used as holophrastic utterances.
NOT sometimes occurred initially in the clause as in

(76) and (77).
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8it up now, sit up.

\»+ Sciibbling over her
writing)

Are you spoiling it?

But you are. Now finish
this, (her letter).

(Makes the letter)

Very goode Very goode
That's very gocd, Do another
once

(M makes another F)

Very good, very goode
That's 'F'.

(In the class, Another child

is
M:

sitting on M's chair)
(to the child)

(to the child)
Francis, go back to
your seat.

(to the buy)
No, don't *march' him,

shows a spot of ink
R)

T4e

Ou.k.

lock at this/

Teacher, lock at
it/

get up from my
seat/

I will march
you/

it's Charles put
me this/
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(M asked R if she

was leaving)

R: Not now/ :

M2 (76) Not now?/

(R making tea for
children. Not yet ready,
but M called out to the

children) Everybody, come and drink
tea/

R: No, not vet/

M: Ehn?

R: Not yet/

M: (77) Not yet/

It would be recalled that included in the category

sified are utterances which are echoes of what

others had said, of which (76} and (77) are examples.
Similarly, non-communicative expressions E 2

are alsc included in this cotig ry, Scntences (78)

and (79) exemplify this.

(Asked where she went

the previous day, M was

not listening, but she

answered) (78) Because I'm not well/

(Children called D.,

who refused to join them.

M said) (79} Don't mind that D
you hear P.?/

In (78}, the subject just felt that she had to say .

something in response to the question she was asked,
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6therwise she was not listening; hence her response is

unrelated to the question asked.

5.2.5.7 Summary. The subject produced a total of 543
negative utterances during the study period; 190
(35.0%) of these were recorded in Phase One; the
remaini‘ng 353 (65.0%) in Phase Two. Nonexist_eﬂgg was

the largest category, followed by Denial, Rejection,

ibition, Disappearance and Unclassified, in that

order (see Table 10). Although other negators were
used, NO and NOT were the two main negators Mana used
in expressing the various meanings of negation. This
further strengthens the observation that identical
syntactic elements may be cited to express different
functions in given contexts. We observed particularly
the dominant use of NO (especially monosyllabic NO) in
the expression of Denial and that of NOT (especially in
the form DON'T) in the expression of Rejection, and
Prohibition. NOT was alsc the main negator the subject
used to express _Iitﬂexistence.

In the expression of these various meanings the
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subject began by using Pidgin English utterances where
NO was normally found just before the main verb. As
the subject’'s utterances progressed towards standard
English forms, NOT was used {often wilth the auxilia~
ries first in the unanalyzed form, and later in the
analyzed form). Thus she seemed to move from simple
to more complex forms. This development also corres-
ponded with the chronolegical periods - Pidgin forms
appearing mainly during the early part of Phrase One,
and more complex forms appearing in the later part of
Phase Onc and in Phase Two. However, it is not very
clear whether Pidgin English is facilitative rather
than interfering In the main, it would seem as if
the subject had used Pidgin English as a stepping
stone towards the acquisition of Standard English.
But one can also say that in some cases, the fact that
the subject used Pidgin English had interfered with
the acquisition process. For example, in the acqui-
sition of the progressive aspect, the subject seemed
to have moved from utterances such as (80) and (81},
which are Pidgin English utterances, to semi~Pidgin

ones like (82) and (83), and then to utterances
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such as (84):

{Pointing to a
child, M said) (80) Dis one no get mummy/

(A boy cried}
T: M, what did you

do to him?/
M: (81) I no do am anything/
{other children were playing
with sand; M was not) (82) I'm not play with
sand/
(M to T:) (83) I'm not fall down/

(M to another 1
child) (84) I no laughing for you/

pxample (84) indicates a kind of regression, for one
would have expected that the subject would have moved

to

I'm not laughing...

having acqui;‘ed 'I'm not', rather than golng back to
the Pidgin English form 'I no...' Consequently,

although Pidgin English may have been facilitative in
some way in the subject®'s acquisition of negation, it

cannot be said to have been wholly se.

2 Examples (82), (83) and (84) had been earlier cited
to illustrate the semantic category of Denial.
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As regards the use of indefinites, ANY featured
more prominently than the others (_QN_!:I'H__IE, NOTHING,
etc,) in the category of Nonexistence. However, it
was also used in the other categories. Both ANY and
NOTHING fcatured mainly in the second phase, which
indicates that they werc negators that had been
acquired late. This late acquisition can be attri-
buted to the difficulty which even adult L2

learncrs have in using the indefinites in general.

5.2.6 Developmental Stages of Negation

There were three developmental stages observed
in Mana‘s acquisition of negation: Stage I, which we
shall label "The Pidgin English Period"; Stage IT,
which is "The Early Standard English Period"; and
Stage III, which is "The Late Standard English Period".
These stages, incidentally, were chronological,
running along the Phase One-Phase Two axis. However,
it must be stressed from the beginning of the discus=
sion that these are different from the data collecting

phases, which we set out in Chapter 3. The two phases
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(i.c. Phase One and Phase Two) are data collecting
periods. Stages I, IT, and III are developmental
periods.

Stage I covered the first 6 weeks of Phase One
(i.c. Oct. 1979 - Dec. 1979), when the use of Pidgin
English was dominant. Stage IT covered the rest of
Phasc One (i.e. Jan. 1980 - May 1980). During this
period, we notice the beginnings of Standard English
forms; such forms were not completely pidgin nor were
they wholly acceptable as Standard English forms.
Stage III covered the whole of data collecting Phase
Two (ieOct 1980 - Jan. 1981). Utterances during this
stage were more like Standard English than at Stage II.
It must be pointed out, however, that even at Stage
III, development in the acquisition of negation was
not complete.

At all three stages, Mana produced utterances
which were representative of four of the stages
reported for L1 acquirers (Klima and Bellugi 1971),
namely:

1. the affixation of 'no'and 'not' to the
beginning or end of the sentence;
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2. the insertion of the negative clement
within the sentence;

3. the acquisition of negative imperatives
and question negatives;

4. the acquisition of indefinites.

This will be seen as we discuss the stages in turn.

5.2.6.1 Stage I (The Pidgin English Period). Mana
produced both declarative sentences and questions in
the negative. The maln negators uscd during Stage I
werce NO and NOT. When the negators appeared at the
beginning of the sentence, both the subject and the
verb were omitted, as in examples (1) and (2) below.

{R told M that she had
no T.V. M, rewechoed) (1) No T.V.

(R showing M how to
write the letter 'D')

R: Look M, Look/
M: (2) wNot like dat/

However, the subject was, even at this stage,
capable of producing longer and more complex structures,
arsis illustrated by the fact that she immediately

elabornted on two such utterances: (3) and (4),
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(Looking at a drawing of
a house she had done,

M said) (3) No good/House no good/
Di house no geod/

(Referring to a child b .

who did not speak

Hausa, M said) (4) No ausa/s 1 /Rii7 don
know Ausa/ 4. don
know Ausa/she don
know Ausa/

In (3), even in the elaborated form, the verb is cons-
picucusly missing. This feature has to do with Pidgin
English, and not necessarily with Mana herself. 1In
pPidgin English, the verb BE can be omitted in sentences
such as we have here. 1In (4), we note the use of [_1_7
which i1s the pidgin form for'it’ the' and ‘'she'.
Phonologically, the subject has not acquired the [h_7
sound in the initial position, which may be due to
interference from her L1. We also observe the- use of
tdon! for tdon't'. This could elther be due to the
tendency on the subject's (as well as others too) part
to drop the final consonant in a cluster or to the

fact that the pidgin form is 'don' and not 'don't'.

In this casc, Mana was just using the correct pidgin
word.

The subject also produced utterances in which
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the negative element appeared at the beginning of the
sentence, but where it belonged to a different intona-
tion contour from the rest of the sentence:

(M to R, referring to

another girl) S., she no got tecth/
R:. She no get tecth?/
M: {5) No, she no get tecth/

This example is rcvealing in scveral ways. First, it
illustrates the fact that sometimes the adult repeats
what the child say:s not only the other way round. Here,
the researcher has repeated the pidgin English utte-
rance that Mana produced. Second, in Mana's reply to
the recsearcher's question, she used 'No' instead of
tYes!, which would have been the correct Standard
Nigerian English form. Her L1, like other Nigerian
languages, would have used 'Yes' in this context.
Mana also produced utterances where the negator
was inserted within the sentence. When NC was used,
it usuvally appeared just before the verb, as in (6)

(M tried a biro, which
did not write, and M said) (6) Dis one no de do/

Here, the subject seemed to have acquired the concept

of the progressive aspect, but she had not acquired
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the standard English form to express it; hence the use
of the particle ‘de', which is the pidgin substitute
for the auxiliary ‘'am/is/are/was/were'. When she
attempted to use the Standard English form, e.g. 'going'
as in (7), the auxiliary verb was omitted.

(Referring to the tape,
when stopped, M said) (7) Dpis not going/

Even here, the /@/ phoneme was still replaced by /d/
which she was familiar with. We note also that when
NOT was used, it was in utterances where one would
normally have expected the auxiliary verb and the main
verb in the progressive aspect - perhaps another form
of telegraphese. This can be seen in examples (7) and
@).

(Some girls were playing

with sand; M was not and

she said so) (8) I'm not play with
sand/

In cxample (9), NOT is used where did not should have
been used.
(9) 1'm not bring squash/

meaning “I didn't bring any squash’.

At this stage too, we can see that the use of the
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]z
M:

Mm?
(@t111 showing the spot)

It's Charles put you
that? What is that?
What did he do?

(Te another child whe
is locking at her)

Mana, bring your work.

(After a few minutes)
Have you finished now?

(shows R her drawing)

Very good. Now have you
finished?

(drawing)

Now, give Teacher your
pencil,

(M turns rcund and asks)

(to R)

Mm?2

You want to eat your focd.

75.

it's Charles put
me this/

he put me this/

you finish your
work/

I never finish/

no/

I'm making under
one (another one)/

wei my pencil?/
I want to eat my
food/

I want to eat my
food/




image747.png
251,

arficle had not been acquired. Mana used the subject
and thce operator BE in the contracted form, 'I'm', with
the negator NOT, as we have in (5) and (9) above.

In imperative utterances, NO was used initially
to mcan 'Don’t', €.g.

(M, to a child who
was laughing at her! (10) No lsughing/

mcaning ‘Pont*t laugh™.

Similarly, to another child who was trying to put some
more 'potatoes' into the pot, when they were playing,
Mana sald

(11) Neo put it again.

However, she wAs also able to utter sentences in which
the conventional form 'Don't...' was used. These
scemed somewhat formulaic, being repetitioens of what
she might have heard, since utterances such as (10) and
(11) indicate that she had not fully acquired the
Mon't...' structure.

When she asked questions, she used the rising
intonation super-imposed on declarative pidgin English
sentences. There were only three such utterances during

the first stage; c.g.
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(Mana and cther children
werc playing at cookinq. ’
She said to another child) (12) You don!(t) know
it no meat?/
which means “You don't know it's not meat?" or may be,
wYou don't know there is no meat?” This is a somewhat
complex sentence. involving embedding of other struc—
tures, in this case the gentence "It (is) no(t) meat".
This suggests that the subject was capable of producing
complex, though often incorrect, sentences. The other
two question negatives produced during Stage I were the
echoic utterance (13) and also (14)
(R to M) Be a good girl, will you?/
And don't talk nonsense,
alright?/
M: (13) Don't talk
nonsense, O.K.?/
(R tried a biro the

second time; this time
ink flowed and M said) (14) You no sec it do?/

With regard to the indefinites, only anything and
Nobody were used during Stage I. NOBODY occurred as a
one-word or holophrastic sentence. ANYTHING occurred
in utterances such as (15) and (16) below.

(M spoke to R, but R
did not answer right

away. M, therefore, said) (15) You no tell me
anything/
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(Asked why she was

dropping food pieces

on the floor, M replied) (16) My mummy say let not
drop anything/

Example (16) illustrates the non-comprehension, on
the part of the subject, of the guestion asked, which
is probably due to the fact that she had not yet

acquired the question word ‘why'.

5.2.6.2 sStage IT (Barly Standard English Period).

At this stage, the subject produced utterances similar
to those produced at Stage I. However, in each case,
there were clear further developments that set the
stages apart.

In this stage, when the negator NO appeared
initially, it belonged to a different intonation
contour from the rest of the sentence. In two utte-
rances, NO was followed by a negative sentencej

(M said something. A child

turned towards her, and she
said) (17) No, not you.
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{M had a broken arm. R
commented)
R: When you go into Reception
and you can't write, what
shall we do...2/
M: (18) No, I'm not going
to Reception/I will
big/

By this stage, the subject seemed to have acquired the
correct usage of the progressive form. The omission
of the verb BE in "I will big" in (18) is explanable
as interference from Pidgin English, in which the BE
i1s usually omitted.

In the remaining three cases, NQ was followed by
affirmative sentences:

(R to M) Did you bring
anything to

drink?/
M: {19) No, I will bring lemon
' tomorrow/
(A boy was referred to as a
girl, which he denied. M
teased him) (20) 1It's a boy?/Neo, it's
a girl/

(4 talking to R about
her mother cooking, and
also about a snake)

R: Your Mummy cocked
the snake?

Mz (21) No, the food/
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In 21l these sentcnces, NO was uscd anaphorically,
referring to what had been said earlier or to what was
implied. These sentences are not negative scntences
at all, and seem to confirm Bloom's (1970) £inding that
the NO at the beginning of the sentence was used anaphos
rically, and thus rendercd the sentence affirmative.
During Stage II, Mana also produccd utterances in
which the operator BE was used, but where the subject
appeared in the contracted form, leaving the negative
element NOT free. However, during this stage 'You're!
and 'He's' were added to 'I'm' and 'It's', which werc
@cquired at stage I. MNoreover, there werc no more
Pidgin scntences at this stage. Examples (22), (23)

andl (24) confirm this.
(Children coughing after

they had been running.
M was not coughing, and

said so) (22) I'm not coughing/
(Referring to some food
item, M said) (23) 1It's not good/This

is not good/

(Referring to a child

who did not takc his box,

¥ said to R) (24) ... He's not taking
his box/
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Mana alse produced sentences where the negative
element and the operator functisned as single insepara-
ble units; i.e. in the unanalyrzed form. This indicates
further development, syntacticeily, as the usc of the
auxiliary + negative rendered the sentcnces more
complex. Furthermore, semantic development was
increased as various auxiliaries were combined with a
wide range of verbs. The only auxiliaries used at this
stage were DC, CAN, and WILL, é;g.

(M saw R's watch and said
it was her Mummy's)

R: Your mummy has one
like this, docsn't she?/ (25) she don't have a

this/
(Referring to the fact that
her Mummy took her to
school that morning. R
was not there) {26) You didn't sec my
mummy /

At this stage, Mana could still not use the form
tdoesn't', insisting on the form ‘don't'. We also
observe the redundant use of the article in the same
example (25). The analyzed forms were used in three
instances only, at Stage IT, with the auxiliaries Do

and WILL being used in examples (27) and (28):
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(To a child, who
wanted the crayon M
was using, M said) (27) I will not give you/

(To a child, who

suggested that they

cook biscuits, M said) (28) It dees not cooken it/
It does not cooken it/

The attempt to use the analyzed fommtdoes not' led to
incorrect usage., Also at this stage, the verb BE was
separated from the subject, which was then cither

Tthis!' or a name, as in (29) and (30).

{Conversation bctwecen M

and R}
R: How is C.2/
M (29) C. is not well/

{Referring to some
food item, M said) {30) Teacher, this is not
good/

Twelve negative imperatives were recorded at this
stage, In 11 of these, the structure 'Don't...' was
used., The other instance was also the only example
at this stage of NOT occurring initially in a sentence.

(M to a child who was still
standing when they had been

told to sit down) (31) Sit down they say/
Not to fall on

me wol/

which we have already observed was original to the
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subject.

As at Stage I, question negatives were asked mainly
using the rising intonation only. However, Mana
produced one question which involved inversion:

(M to another child
who was looking for a
crayon which someonu
else had taken) (32) Didn't you see them
taking it2/
which we suggest is formulaic, since at this stage,
thore was not enough evidence te prove otherwise.

At stage II, the indefinites were still not fully

acquired. In fact, only 4 instances of the use of

jindefinites were recorded during this stage:
(33) My mummy say let me not glve averybody.
(34) I'm not going where.
(35) My mummy say let mc not give anybody all.
(36) Your mummy didn't make any cake.

) In (33) the subject's attempt (the first!) at using
anybody led to the incorrect use of gverybody. The
next attempt, which was correctly used, came three
months later. Similarly, the only attempt at using
anywhere produced the incorrect where in (34). This

utterance was produced four months from the start of
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the study. The subject seemed to have acquired the
function of anywhere, but not the form. It would be
recalled that the negator anywhere was one of the

lcast frequent in tho language (See Table 6).

5.2.6.3 Stage IIf (Late Standard English Period)

There was a break of 5 months between Stages II and IIT
A markecd development, both quantitatively and qualita-
tively, might thercfore be expected.

At Stage ITII, the subject produced 7 utterances in
which the negative element NO came initially and
belonged to the same intonation contour as the rest of
the sentence. 1In such sentences, the subject and the
verb were missing, e.g.

(R and children were in

the garden; they were
deciding on where to sit

down)
R: Now, where shall we sit
down? /Here? /Ehn?/
M3 (37) No mosquito/

meaning "There ere no mosquitces here, so we can sit
down*. Such utterances are meaningful only when the

contexts in which they were uttered arc taken into
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consideration. In all 7 instances, the negator NO
expressed nonexistence. In a number of other cases,
the NO was used anaphorically, as we found in stages
I and IT. Howaever, the utterances were more like
Standard English forms, c.g.

(M wanted a lego €

was playing with)

C: It's your own?

M: (38) No, I want to play with it/

(M told R that she had
a twound'. R asked to

sec it)
R: Oh!/Is it a boilz/
M: . (33) No, I fell down from

Kaduna/

However, although the sentcnces arc qualitatively better
than those at Stages I and II, they are still not
perfect, in some cases. Fox example, in (39), although
Mana was able to use the correct tense, she still used
the pidgin form 'for Kaduna', meaning 'in Kaduna'.
NO appeared at the end of the sentence ip the reported
sentence :

(40) "He say that no' which Mana produced after
she had buen asked to go and call another boy, who

refused to come with her. In utterances such as (40),
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12.

13.

14.

15.

(Children talkino, M is
not, says to T)

Mz

T

M
T:

(Children playing with dirt,
R asks them to throw away

Youtre a good girl.

pushes a boy)

What's the matter?

picks up her things)

Yese

Tese

dirty objects)

(throws hers away)

You're a gocd girle

Alright.

(showing R her hands)

(te R)

When?

(pointing)
(turning away)

764

Teacher, I won(t)
talk/

he sit for my
hand/

You're going?/

you're teacher?/

I throw away my own/

Teacher, I won't)
do it again/

somethihg no dei
for my hand/

I will come tc your
house/

for that place/
I won(t) see you
againe
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NO reprcesents an elliptical sentence dominated by
"that", i.e. an embedded sentence in which NQ occurs
initially, in this case, "No, I'm not coming". Thus,
when we say that NO occurred finally in the sentence,
we are only referring to the surface structure.

The only occurrence of NO MORE was recorded during
this stage. The negator came initially in the utterance

(41) No more tea for you/

NOT also occurred initially in the sentence. Here
again, the subject and the verb were deleted; only the
context can give a clear meaning to the utterances e.g.

(R asked H to sing. As
she did so, M cut in) (42) Not my sing}/

(i,e. Not my song)

(M and R looking at a
drawing of a hen)

Mz where is the head?/
R: Mhm/ This?/
M: (43) Not the head/

Tt is observable that Mana seemed to have regressed
to Stage I structures. There were no utterances with
the negator coming initially and where it belonged to
the same intonation contour with the rest of the

sentence, at stage II. Why then has she gone back to it
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at a stage when she was supposed to have developed
much more toward Standard English? It is suggested
that this is not regression; rather this is normal
even in adult language, where the context indicates
clearly what is being discussed. One might interpret
this, therefore, as a progression toward adult speech.
when the negative element was inserted within the
sentence, the unanalyzed forms were dominant, at stage
IIT, showling further development towards Standard
English forms. The auxiliaries used were DO and CAN.
The verb . was also somctimes used in the contracted
form, e.g. 'I'm', 'He's', but this time 'She's' was
added to the list of contracted verbs (i.e. I'm,
Itts, You're, He's). B
There was a significant growth in the acquisition
of the analyzed auxiliaries. while therc were none
at Stage I, and only 7 instances at Stage IT, there
were 39 occurrcnces of the analyzed auxiliarics at
Stage Iii. The breakdown of the analyzed forms used

during Stage ITII is aiven in Table 11.
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During this stage, most of the questions were
straightforward negative statcments said with the
super-imposed rising intonation. Only two of the
questions were inverted.

(44) Arec you not going to buy anything?
(45) Are you not the one?

These two questions indicate further the qualitative
development observed in the subject's acquisition.

It i3 worth noting the correct word-order in both
questions, which are quite complex; the correct use of
the expression "going to do something" and the correct
use of the indefinite anything. Both questions were
asked with the rising intonation, which was the correct
pattern required in the context. It is also worth
noting that, not a single wh-question with the negative
was recorded during the study. This is due to the
restrictions placed on such questions in the negative
(see 5.2.1). Even the 'Why-question', which is per-
mitted to occur with the negative, was not recorded.
The only question close to this was

(46) why, you don't want me to fill it
for you?/
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As in the other structures discussed above, there
was a significant growth in the number and type of
Indefinites observed during this stage. While only
9 occurrences of the indefinites were recorded in
Stages I and II put together, there were 31 occurrences
at Stage III, 8 of which (25.8%) were uscd holophras—
tically (5 cases of NOTHING, and 3 of EQEQEX), Other

indefinites used were ANY, ANYTHING, and ANYBODY,

with ANY predominating. In most cases, the indefinites
were used correctly, which was unexpected, as the use
of indefinites is usually a problem for many L2
learners. However, we have suggested in Chapter 4

that this may be due to the influence of the natlve-
speaker peers with whom she spent a lot of time.
Similarly, the presence of Pidgin English forms in the
subject's speech as well as of Hausa forms (see

chapter 4) were due to the influence of the cnviron=

ment in which she acquired English.

5:2.6+4 Summary. we have observed three developmental

stages in the syntactic development of negation in
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Mana's speech: Stage I or "The Pidgin English Period";
Stage II or "The Early Standard English Period"; and
Stage III or "The Late Standard English Period".
Although these stages run chronologically across the
phascs, we must emphasize, once again, that they arc
not the same as the two phases, which were data-
collecting periods. At each of these stages, the
subject produced utterances which were represcntative
of four of the stages observed for L1 acquirers (e.g.
Klima and Bellugi 1971), namely:

1. the affixation of 'no' and 'not' at the
beginning or end of the sentence;

2.a) the insertion of the negative clement within
the sentence, where the unanalyzed forms
are used;

b) the acquisition of negative imperatives
and question negatives;

3. the acquisition of thc analyzed auxiliaries;
and

4. the acquisition of the indefinites (see
section 1.3).

The main characteristics of the stages are as follows:

Stage I

During Stage I, the subject
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affixed the negative elements NO and NOT to
the beginning of the sentence. In such
sentences the subject and the verb were
omitted, e.g.

{47) No good.
(48) Not like dat.

inserted the negative elements NO and NOT within
the sentence, but no auxiliaries were used.
These were mainly pidgin sentences, e.g.

{49) Dis not going.
(50} Dis one no de do.

affixed the auxiliary Be to the subject (i.e.
used the contracted form of the verb) but
the negator was left frec, c.g.

(51} I'm not play with sand.

acquired negative imperatives and question
negatives. In imperative utterances, the
structure 'No...' was used, c.g.

(52) No put it again.

(53) No laughing.

but the 'Don't ...' structure was also used,
€.g. N

(54) Don't put it.

Question negatives were asked using the rising
intonation pattern only.

acquired the indefinites anything and nobody.
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Stage II

puring Stage II, the subject produced uttcerances

similar to those in Stage I, but therc were further

syntactic developments that clearly separated the two

stages.

Furthermore, there were no more Pidgin

English utterances at this stage. She

1.

4.

affixed the negative element to the beginning
of the sentence, but the negator NO was
followed by & pause (i.c. used anaphorically)
e.g.

{55) No, not yocu.

affixed the auxiliary BE to the subject (i.e.
contracted form}, leaving the Not free (as at
Stage I);

inserted the negative element within the
sentence where 'don'tt', 'didn’t*, 'can't’, and
'‘wontt! were used as unanalyzed forms, e.g.

(56) You didn't see my mummy.
(57) she don't have a this.

acquired the analyzed forms *will not', 'do not!,
*did not', 'is not:. e.g.

{58) I will not give you.
(58) € is not well.

developed further her use of imperatives and
question negatives. ‘'Dont ...' was the
dominant structure in negative imperatives.
Questions were still mainly declarative,
employing the rising intonation pattern only.
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6. acquired the indefinites anybody, and any.
There was also the faulty attempt at using
anywhere (i.e. where).

tage 11X

1.

During Stage III, the subject

affixed the negative elements No and Not to the
beginning of the sentence, where

a) the NO belonged to the same intonation
contour as the rest of the sentence. AS
at stage I, the subject and the verd were
omitted, e.g.

(60) No mosquito.
b) the NO was used anaphorically.

produced utterances in which NO was affixed to
the end of the sentence (in a reported sentence)

(61) He say that na’l

inserted the negative element within the
sentence, with the unanalyzed forms rdon't' and
‘can't* predominatings

acquired the analyzed forme 'will not', 'is/are
not', thave/has not', 'cannot!, and 'did not’'.

acqulred imperatives, where the dominant struc-
ture used was 'Dont.,.' although the structure
fYou're not going to ...' was also used.
Questions were still mainly declarative, with
only twe inverted question negatives;

e This is of course, only surface structurc analysis,

as

we have pointed out earlier.
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6. acquired the indefinite NOTHING, and thc use
of indefinites was developed, At this stage,
the indefinites NOBODY, ANYTHING, ANY, ANYBODY
and NOTHING were used, but ANY predominated.

5.3 The Acquisition of Interrogatives

We shall consider the second variable in the study
Interrogatives ~ under three sub-headings:

(1) The Nature of Interrogation in English;

{2) cCategorization and Frequency of Interro=-
gatives in Mana's Speech;

*{3) Developmental 3tages in Mana‘s acquisition
of Interrogatives.

5¢3.1 Epe Nagggg of Interrogation in qulish

As in the case of Negation, the descriptive model
used in the present analysis is eclectic rather than
that of any specific school of grammar. The materlals
for the discusslon on interrogation in English are
largely based on Quirk et al (1972). However, addi-
tional sources have been used as the need arose; these
have been duly acknowledged in the body of the work.

Questions serve the functior »f expressing lack




image766.png
' 272.

of Ainformation on a specific peint, and (usually)} that
of requesting the listener to supply it verbally
(Quirk ot al 1972: 386).

There are threc main interrogative types in
English: Yes-No, Information, and Polar questions

(Lindfors 19803 qQuirk et al 1972).

5+3.1.1 Yes-No Questions. These questions are used
to elicit from the listener cilther agreement or dis-
agreement with the proposition in the question, such
questions generally inveolve a reversal of the subject
and the first part of the verbal clement (i.e. the
operator}, which reversal is sometimes called the flip-
flop transformation. For example, from

(1) You have seen him recently.
we get

(2) Have you seen him recently?
If no operator is present, we make use of DO-periphrasis,
Qoo

(3) You saw him yesterday.

becomcs \
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(Mana aged 48 months, 1 week)

(At schocls Children playing
outside, M runs to R, as
R arrives)

Rz
Mz
Rz
s

Rz

Rs
M.
Tz

How are you?

How is Cici?

Cici is not well,
Cicl is not well?

(M nods)
What's wrong with her?

(touching her head)

Where?

{Touching head) lierc?

Her head?

Her head is paining her.

Have they taken her to
the hospital?

(M neds)
Who took her?

Your mummy? Where is
Iya?

fine/

Cici is not well/
Cici is not well/

here is paining
her/

yes/

yes/

yes/

my mummny/
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(4) Did you see him yesterday?

As in Negation, BE and HAVE count as operators.

However, sometimes the Yes-No question is asked
without this syntactic reversal; the intonation
pattern alone is the question-signalling device. Such
questions are called declarative questions e.g.

(5) You have seen nim recently?
Yes~No questions (except declarative questions) use the
non-assertive forms (c.g. any, ever) e.g.

{(6) Someone came yesterday.
‘bééomes

{7) Did anyonc come yesterday? ;

Tag questions are a kind of Yes-No questions.
Quirk ot al (1972: 390-91) list the rules for forming
the most common types of tag—questions, some of which
we present below:

i. Tag questions consist of operator + subject,
in that order, c.g. is he?, isn't it?, can I?

ii. The operator is the same as the operator of
the preceding statement; «.g.

(8) I haven't met you, have I?

Where the statement contains no operator, use is made
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of do-periphrasis as for question formation in general.
jii. The subject of the tag is a pronoun which

either repeats, or appropriately substitutes
for, the subject of the statement.

iv. 1If the statement is positive, the tag is
negative, and vice versa.

Nigerian English is different from British Standard
English, with regard to the use of tags. Unlike in BSE,
in NE "Isn't it" is used as a general tag tec questions,
no matter what the subject of the statement is.
Compare:

a) NE: (9) He's a good boy, isn't it?
BSE: (10) He's a good boy, isn't he?

b) NE: (11) Sshe came yesterday, isn't it?
BSE (12) She came yesterday, didn't she?

We look forward to seeing how the subject used tags in

the acquisition of questions.

5.3.1.2 Information Questl_o_rE. These are sometimes
called Wh-questions, Through the use of wh-forms, one
can ask for the identification of the subject, object,
complement, or an adverbial of a sentence (Quirk et al
1972: 50), i.e. information questions seek "fill-in-

the-blank" information (Lindfors 1980). The sentences
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{13) Wwhat arc you taking?
(14) When are you going?

seem to be expressing

(15) You are taking (something) - object
(18) You are going (some place) - adverbial

The above sentences underge four changes to become
related information questions:

1. the appropriate cquestion word is selected to
£ill the blank (e.g. what, where);

ii. that word is moved to the beginning of the
sentences;

iii, the subject and the first verbal element
are reversed; and

" iv. an intonation pattern is tagged on the
structurc.

The falling intonation is usual for whequestions.

5.3.1.3 Polar questions. This type of question is of
lesser importance than the first two types discussed
{Quirk et al 1972: 387). Polar questions are choice
questions. Several choices are provided by the speaker,
who assumes that the listener will select the accurate
one. Such guestions are used when we think that the

answer is one of several possibilities, and we are
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just not sure which one. The choices, or

evenwn.y can involve any basic portion of the sentence -
subject, verb, object, locatlion, time, or the entire

clause, e.qg.

(17) Dpid you see the director or his
deputy?

(18) Dpid you give it to him or did you just
leave it in his office?

Will the subject of this study produce all three types
of interrogatives discussed above? Will she perform all

the necessary operations for cach type?

Categorization and Frequency of Interrogatives in

hana's sosech.”

The subject produced only two of the three types
of questions discussed in 5.3.1; i.e. Yes-No and
Information gquestlons. Since Polar questions have not
been recorded in:the data under study, we shall isolate

only two categories.

2 Example sentences illustrating cach of these
categories will be found in section 5.3.3.
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Of the 143 qun:-stionsi the subject produced in
Phase One, 113 (79%) were of the Yes-No type; the
remaining 30 (21%) were WH-questions. In Phase Two,
there was a total of 468 interrogatives; 318 (67.9%%)
of these were Yes-No, while there were 150 (32.1%) WH-
questions. A phase-by-phase distribution of questions

is given in Table 12

TABLE 12

A PHASE-BY-PHASE DISTRIBUTION OF
INTERROGATIVE TYPES

Question=Type | Phase One Phase Two Total

Freq.| % Freq.| % |Freqd %
Yes—No 113 | 79.0 | 318 67.9) 431 70.5
WH~ 30 | 21.0 § 150 32.1] 180} 29.5
Total 143 l‘100 .0 | 468 1100.0 611 [100.0

The table indicates that the dominant question

type in the subject's speech was the Yes-No type -

1

Some of the questions to be discussed in this section
have appeared in our discussion of negatives, where
they were looked at purely as negatives. However,

as a linguistic structure con be used for different
things, such questions are also presented here for
discussion, purely as interrogatives.
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accounting for 431 (70.5%) of the total. This is in
keeping with the finding that the frequency of specific
syntactic forms in the speech directed to the learner
influences the key forms he produced (Hatch et al 1979).
Over 60% of the questions addressed to the subject
(especially by the investigator) were of the Yes-No
type. It is little wonder, therefore, that she
acquired this form and used it more often than the
other type.

A second factor which accounted for the greater
number of Yes-No qucstionsis the relative difficulty in
asking wH-questions. As we saw in section 5.3.1.1, to
ask a Yes-No question, all that may be required is the
use of the rising intonation pattern (although the
inversion rule is used for some Yes=No questions).
Thus, a child who already can make a statement would
find it easier to ask this type of question. However,
the asking of WH-questions involves much more difficult
processes, which even L1 acquirers do not find easy
(see section 5.3.1.2 for details). We shall now

consider the Yos-No and WH-questions separately.
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5.3.2.1 Yes-No Questions. Yes-No questions in the
data fall into threc groups:

i. those that emplov the rising intonation
only (i.e. declarative questions);

ii. those that involve inversion; and

iii. those that employ tags in additicn to the
rising intonation.

A phasc-by-phase classification of Yes-NO questions can

be seen in Table 13 below.

TABLE 13

A PHASE-BY~-PHASE CLASSIFICATION OF
YES-NO QUESTIONS

Ques.-Type Phase One Phase Two Total
Freq. % Freq. % Freq. %
Declarative 98 | 86.7) 218 68.6} 316 73.3
Inverted 11 9.7 58 18.2 69 16.0
Tag - 4 3.5 a2 13.2} 46 10.7
Total 113 99.91 318 100.0) 431 100.0

Declarative gquestions were the most dominant sub-
type of Yes-No questions, accounting for 316 (73.3%).
Inverted questions were the second largest sub-type,

with a total of 69 (16.0%); while tag-questions formed
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the smallest sub-group of Yes-No questions, accounting
for only 46 (10,7%) of the total Yes-No questions
produced.

It is also obvious from the table, that there
was an increase in the number of each gquestion sub-
type, 4s we move from phase one to phase two. wWhile
there were 98 questions involving the rising intonation
only in phase one, there were 218 in phase two - i.c.
more than twice the number in phase one. similarly,
the number of inverted questions rose from 11 in the
first phase to 58 in the second -~ morc than 5 times
the number in phase onec. There were only 4 tag quese
tions 1n phase one; in phase two, however, 42 were
recorded - more than ten times the number in Phase Cne.
This increase is in correspondence with the increased
facility wilth which the subject used the language,
which facility was also reflected in the increase in
the number of utterances recorded in the two phases
{i.c. 1,511 in Phase One, and 2,729 in Phase Two
[Bec rable 37).

With regard to tag-questions, both English and

Hausa tags were used, with the Hausa tag 'ko' predo~
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minating - accounting for 56.6% of the uses of tags.
Morcover, the usc of tags with questions appeared to
be a late development, sincce the greater number of

tag questions,; i.e. 42 (93%) was produced during the
second phase. We present; in Table 14, a distribution
of the tags used by Mana in asking questions. Figure 3

also shows vividly the distribution of tags in the

data.
TABLE 14 /

THE DISTRIBUTION OF TAGS USED
Tags Phase One Phase Two Total

Fred. % Fredg. % Freq. %
You hear? 1 25.0 10 23.8 11 23.9
Isntt 1t? - - 4 9.5 4 8.7
QuKe? 1 25.0 2 4.8 3 6.5
Right? - - 1 2.4 1 2.2
Ko? 1 25.0 25 59,5 26 56.5
Ba? 1 25.0 - - 1 2.2
Total 4 100.0 42 100.0 46 100.0
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Mz
¢ Ahi  she's at home.

# I seec. And where's daddy?
M:  (inaudible)

2 Mm?
M:

R: Hers going to school.
You mean he's gone to
school?

&3  Good,

(A child is climbing a
tree).

M:  (pointing to the child)
Rz What is it?

R: He is climbing,
What's his napme?

(Mana aged 48 months,

(At schcol. s R arrives,
children run cut to meet
her),

M:  (to R)

Children: Teacher, how
are you?

R: Fine.

784

she dei for home/
yeah/

daddy's .../
daddy's going to

school/

ves/

Llook at/

she has climbing/

Atalogu(z)/

2 weeks)

how are youz/
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5.3.2.2 WhH-Questions. A total of 180 WH-guestions
was recorded during the study period. Thirty (16.7%)
of these were recorded in Phase One, and 150 (83.3%)
in Phase Two. Table 15 gives a distributiocn of the
Wh-words used in questions. What accounted for 75
(41.7%) of thc total number of WH-questions, while
Where accounted for 68 (37.8%). Who was the third
most frequent Wh-word in Mana's speech, accounting

for 26 (14.4%), followed by Why which has 7 (3.9%).

TABLE 15

DISTRIBUTION OF WH-WORD IN
MANA'S QUESTIONS

Qes.~Word Phase One Phase Two Total
Freq. % Freq. % Freq. %
what/wetin 11 36.7 64 42.7 75 41.7
where/Wei 13 43.3 55 36.7 68 37.8
How = 3.3 1 0.7 2 1.1
Who 5 16.7 21 14.0 26 14.4
Why - - 7 4.7 7 3.9
Whose - - 1 0.7 1 0.6
when - - 1 0.7 1 0.6
Which - - - - - -
Total 30 100.0 150 100.2 180 |100.1
biccim. s oot PR S S—
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The two most frequent Wh-words in Mana's speech
were What and Where. These are usually the first two
Whewords acquired by L1 acquirers (Ervin~Tripp, 15703
Smith 1933; Brown 1968). These two were also the
first two acquired by the subject.

As was the case with Yes-No questions, a signl-
ficant growth in the number of wh~-questions can be
Obser;ed across the phases. while there were only 11
what-, and 13 VWhere- questions during Phase One, 64
and 55, respectively, were recorded in Phase Two.
$imilarly, while there werec only 5 Who-questions in
the first phase (two of which werce repetitions), 21
were produced in Phase Two. Why, Whose-, and When-

questions were produced only during the second phase.
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We now turn to the order of Acquisition of WH=
words. The subject was already using What and Where
in both their pidgin and standard forms when the study
began. However, the pidgin English forms disappearcd
after the first six weeks. Who and formulaic how
appeared next (at age 48% months), followed by Why
(at age 59 months). When and Whose were the last to
appear (at age 62 months). ME was never acquired.
Thus, Mana acquired the whewords in roughly the same
order as that observed for L1 acquirers. what and
Where are usually the first to be acquired, and why,
how and when arec usually the last to be acquired,
with who, whose and which coming in-between (Ervine

Tripp 1970; Drown 1968).

Developmental gtages in the Acquisition of
TRteirogatives.

Since the two types of questlon {i.c. Yes—-No,
and WH-questions) involve diffcrent operations, we
shall consider the developmental stages in their

acquisition separately. Moreover, as we pointed out
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in chapter 2, most researchers in ESL have treated
the two question-types separately, we too have done
the same in this study. This will make for easier
comparisons with other L2 acquirers. However, it
must be emphasized that the development of the two
types of question was taking place at the same time,
and must be seen as related ongoing processes.
Initially, Pidgin English influence oﬁ Manats
language acquisition was very strong. This was
noticed in her acquisition of both negatives and
interrogatives. This 1s to be expected, since the
two processes were taking place simultanecusly.
However, by the end of the first six weeks of the

study, this influence was minimal.

5.3.3.1 Yes~No Questions. Three developmental stages

in the acquisition of Yes-No questions were observed:

Stag I {(Covering the first 4 months of the study
i.e. age 47-51 months) .

i) The main characteristic of this stage was
the acquisition of declarative gquestions,
that is, questions were asked using the
rising intonation pattern only.
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Some of the questions were in the Pidgin form, while
others were not, and the length and complexity of
declarative questions varied from one or two words,
such as examples (1) and (2), to longer but pidgin
ones, like (3) and (4); and then to long complex
ones such as (5) and (6) below.

(11 drew a picture of

her cousin, R asked)

R: And where are you?

M: (1) Me?/

(R searching for her keys)

R: Where are my keys?
M: (2) Your key?/

In both questions, the subject used the correct into-
nation pattern (i.c. the rising pattern). 1In (2),

however, she left off the plural morpheme on the word
tkeys', presumably because she regarded the bunch of

keys as 'one key'.

(R gave M a biro,
and M asked) (3) i go do?/
(l.e. Will it write?)

(R gave M a biro,

M tried it and it worked,
she said) (3) You no see it doz/

Examples of long complex sentences are:
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(Breaktime. M didn't

like the bournvita she

took to school. she said

to another child) (5) You say you will
give me your ownz/

(Children playing at
cooking. M said to
another) (6) You don't know it no
meat?
(1.e, You don't know therc's no meat?)
(or You don't know it's not meat?)

Sentences (5) and (6) are complex because of the
embedding involved in the clause.

Even at this early stage, the subject used
operators - both pidgin and standard English ones.
In (3), for example, the pidgin operator 'go!
(mcaning 'will') was used. Similarly, in (5) and (6)
the standard English operators will, and do, respec-
tively, were used. will secmed to be a favourite
operator with Mana, as it occurred often; see
ancother example:

(At breaktime, M saw
that another child
had some cake. She

asked) Ei, you bring cake?/
(7) You will give me?/
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2) A second characteristic of stage I was the
acquisition of inverted questions. However,
there were only 4 of such questions, all
of which were formulaic or repetitions.

{M asked R if she

could write on her paper) (8) Can I draw (write)

here?/

(In the classroom;

children were asked to

colour shapes. A child

was looking for a

crayon, and M said to

him) (9) Didn't you sec them
taking itz/

(M to another child

at break time) (10} Have you finish your
food?/

(M repeated aftecr R) (11) Plecase can you open it
for me?/

Sentence (8) occurred within the first month of
the study; the other three (i.e. 9-11) at the end of
the fourth month, There was not enough evidence to
show that the inversion rule had been fully acquired.
Tt is, therefore, assumed that these utterances were
just repetitions of what others had said, and which
the subject had picked up. The operators used at this
stage were CAN, DO, and HAVE. Table 16 on page 298

glvee the distribution of these operators.




image784.png
290.

In cxample (8), the subject used the word 'draw'
to mean 'write'. She had consistently done this, until
she learnt the difference between the twoe words. It
is suggested that sentence (9) 1s merely a repetition
of what the child had heard carlier because such
negative questions are particularly difficult for the
child who had not yet acquired the auxiliary system.
It should be noted that there werc only 3 question
negatives in the inverted form in the whole study: 2
in Phase One and 1 in Phase Two. In (10), the
subject's use of “have finish" instead of “have
finished" showed that the past participle had not
been acquired.

3) A third characteristic of stage I was the

appearance of tag-questions. However,
these were not fully acquired; there were
only two instances of this, occurring in
the questions (12) and (13)
(R cautioned M)
R: Mana, be a good girl,
will you? / 0.K. and

don't talk nonsense,
alright?/

M3 (12) pon't talk nonsense,
o.ku?/
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(Children drawing. To

a child who wanted to

take the crayon M was

using, M said) (13) Let me finish/
I soon finish,
you hearz/

(meaning "I'1ll soon finish, you hear?)
The English tag - 'OK.' - which was the first tag
used -~ appeared during the first month of the study
(at age 47% months). ‘'You hear' first appeared when
the subject was 50% months. Mana's use of 'I' for
'I'1l', may be due to thc fact that in many children's
speech the final /1/ sound is dropped. Consequently,
Mana had learnt the expression 'I'1ll' without the

/1/ sound.

Stage IT (Running from the 5th to the 7th months,
i.e. to the end of Phasc One)

1) Declarative questions were still dominant,
both affirmative and negative.

2) The main characteristic of this stage was
the acquisition of the inversion rule (i.e.
the flip~flop transformation). The operators
used were CAN DO, and BE, as expected of
the native lei learner. €.Qge

(Referring to some food
item, M said to another
child (14) Can I take?/

(M to R) (15) Do you know the
hospital?/
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The subject omitted thc object in example (14). This
was a common feature of her speech, as well as that
of many children ir tne cnvironment. This is most
likely due to interference from the indigenous lan-
guages, in many of which it is acceptable to drop thc
object in sentences such as this.

Sentence (15) is a perfectly acceptable
Standard English sentence, with the correct word-
order. The subject also used the correct intonation
(iec. rising} on it.

The operator BE appearcd (v the first time in
inverted guestions during this stage. It appeared
4% months from thne start of the study in the question
(16)

(At breaktime, in the class-

room, M said to nobody in
particular) (16) Are you a Fulaniz/

Later (at age 54 months), BE occurred in the question:

(17) Is she not going to write?/

which the subject uttered randomly. She had been
asked a question in Hausa, but instead of answering

in Hausa, she came out with sentence (17), which was
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4.

Se

6o

(To M) How is Ciciz?
Is she still crying?
Is Cici still crying?

M:

R: Mm2

Mz

R: She's crying

Mz

R: In mummy's room,
M:

(Children sings "this

is the way we brush our
teeth c.0¥

M: (te R)

(M pushes a boy downe
the boy is on the floor)

Mz

(In the class)
M: (peinting to shelf)

(A child says something about
their baby)

(M and R looking at R's
radio-cassette)

79

she has crying
at my wummy room/

on mummy room/

on mummy room/

yes/

Teacher, I wash
my teeth/

Oh, I fall her
downit/

1 see book/

oug baby is
drinking smarties/

this is working2/




image787.png
293.

unrelated to the context of the Hausa question. We
note the subject's progress from the use of the
unanalyzed 'didn't' at stage I (example (9) to the
analyzed 'Is she not! in (17) at stage ITI. For the
distribution of the opcrators used at stage II, see

Table 16,

3) The appearance of the first two Hausa tags -

tba' and ‘ke' {both meaning 'isn't it').
These appeared only once each at this stage,
at age 52 months and 53 months respectively,
in the sentences (18) and (19), respectively.

(Discussing with
other children,
M said) (18) It's a girl, baz/

(M watched R writing

and then sald that

when she was as big

as R, she would

write 1like her) {(19) I will write like this,
koz/

The tag 'ba‘' was never used again hy the subject in
this study. However, the usc of 'ko! was developed
at the next stage.

Stage IIT (Covering the whole of Phase Two = a
period of 3 months - age 59-62 months)

1}

Declarative questions still dominated during
this stage. However, while not all questions
were like SE sentences, they were complex, eg.
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(R promised to make tea

for the children, but she

was still busy. M had

not forgotten about the

tea, and asked) (20) You will not make
our tea for us?/

(M to C, who was
touching R's radio-~
cassette) (21) Don't touch it/Leave it/

You hear why Auntie say
that don't touch itz/

In (20) the subject was able to use the analyzed form
of the auxiliary. Moreover, the function words were
used correctly. However, (21) is an example of a
really complex sentence, involving embedding in
addition to negation. It also involves an impecrative
construction. All these put together, make this
sentence complex; this complexity seemed to have led
to the incorrect structure.
2) The inversicn rule was fully acquired and

utilized, judging from the number of

inverted questions produccd (see Table 13).

The operators uscd were CAN, BE, DO, HAVE,

WILL and SHALL See Table 16 for their
“istribution at Stage III. Examples are:

(M to R, who was
looking at the chicken
through the window) (22) Can you see them now?/
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(R & M going out to the
garden, M said) (23) Do you want to
pluck guava

Even though (23) looks very much like a Standard
English sentence, it is not fully acceptable, for we
would require a determiner to go with the noun
tguava'; and there should alse be some indication as
to whether the noun is plural or singular.

Shall first appeared (at age 59 months) in

example (24).

{M and R were in the

garden. R could not

reach the guava and M

suggested that J come

and pluck it for her) (24) shall I go and call
him let him pluck it?/

This 1s a long complex sentence, which involves both
co~ordination and embedding; and said with eégerness
and the rising intonation it showed the child's
genuineness at wanting te help. This was the only
occurrrnce of Shall in the study. A month later (age
60 months), ﬂill appeared, and in all it occurred in

three questions, two ¢f which are given below.
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(A had a headtie, which

she sald her mother had

tied for her. M asked) (25) will you tell your
mummy to let her
buy me?/

(R and M talking

about hippos. M asked): (26) If you carry hippo-
potamus /ik?koteimu/,
will it bite?/

In (25) the subject seemed to have confused the struc-

tures
'Will you ... to ...'

and
*Let her ...!

She also used 'buy me' for ‘tbuy for me'. Her sentences
were still not acceptable SE ones, but they were nc
longer pidgin English ones. Example (26) 1s near
Standard, and a collequial question too. The omission
of the article makes it not quite acceptable. Her
pronunciation of the word thippopotamus' is revealing,
as it indicates that the subject had not acquired the
phonological system fully. By placing the stress on
the fourth syllsble, the subject had pronounced the
word the way some Nigerians do, with the exception

of the deletion of the final /s/ sound.

Another question negative in the inverted form
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also appeared during this stage. (The third in the
study), in which thc operator Be was used in the

analyzed form.

(M to H) (27) Are you not the cne?/
This sentence was produced during the last week of the
study (age 62 months). !

Thus, the operators that were used in inverted
questions occurred in the order Eﬁﬁ‘ DO, HAVE { £ormu~-
laic), BE, SHALL, WILL, with the last two occurring
enly at sStage IIT. Wwhile _D‘Q-inversion was found
mainly in the 'Do you know' structure, g_&N_—-inversicn
secmed to be the only form she used most confidently,

as is evidenced by the variety of verbs which she

combined with this operatori- go, see, call, do,

The only forms of BE used in inverted questions
were 'Is' and 'Are'. The other form 'Am' isg less
frequent in quéstions, and also more difficult to use,
even for adults. The negative forms 'Tan't' and
tAren't' were not used at all by the subject presu-

mably due to the complexity of negative questions.
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Table 16 gives a distribution of the operators used

at the various stages of acquisition of Yes-No

questions.

THE DISTRIBUTION OF OPERATORS IN

TABLE 16

INVERTED QUESTIONS AT THE
DIFFERENT STAGES

operator E Stage I | Stage IT Estaqe III| Total
——— T — +

Do 1 3 21 25
caN 2 2 19 23
BE - 2 12 14
Have 1 - 2
will - - 3
shall = - 1

4 7 l 58 69

As can be seen from the table, the full use of the

operators was developed at the third stage.

Do, Can,

and Be were the three operators used most frequently

in inverted guestions.

3) The
was
The
but
for

most important characteristic of stage IIT
the full acquisition of tag questions.
only Hausa tag used at this stage was 'ko’,
it was used very frequently, accounting
English tags

59.5% of the use of tags.

used were 'You hear'

See

Table 14.

(23.8%),
(9.5%), '0.k.' (4.8%) and 'right'

rign't 1t

(2.4%) «
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The influence of Hausa on Mana‘'s acquisition of
questions is reflected in the dominant use of 'Ko'.
Sentences (28), (29), and (30) illustrate Mana's use

of 'Ko' as a tag.

(M talking to R about

their teacher, who had

been i1l a few days

earlier) (28) Our teacher is not
well, ko?/

Here the subject was still not able to distinguish

her tenses (age 60% months).

(On seeing R's radio-

cassette-recorder, (29} T say that you go and
M sald take my mummy's own
koz/

There are several points of interest in this example.
Pirst, we note the length and complexity displayed in
the gentence. It is reported speech, which also
involves embedding as well as co-ordination. Second,
therc is the use of double geniltive morpheme. The

+?S 1 is the Standard English form for indicating
possession, but in NE the form town' is often used, in
addition to the t2st'. In Mana's sentence, she used
both of them. Third, the Hausa tag 'Ko' was added to

make the sentence a question. And fourthly, there is
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no distinction between present and past tense.

In (30), the expression 'talk in the radio' is not
standard, but appzared to be the only expression the
subject had mastered to express the idea she had in
mind:

M to C) (30) You're going to talk in this
radio, ko?/

Isntt it' was alsc used by Mana in sentences
such as (31), (32), and (33). Mana used the tag both
at the end (e.g. as in 31) and at the beginning (e.g.
32) of the sentence.

(M to R) (31) T will go to your house now now,
isn't 1t?/

This sentence illustrates the subject's general efforts
to learn Standard English, and the interference of
Pidgin. It 1s a mixture of Standard and non-standard
English. Along the line of Standard English, we have
I will go to your house.

Also the placement of the tag, i.e. at the end of the
sentence, is along the line of SE. However, the choice
of the tag is non-Standard; it is the NE form but it
is used with the sStandard English statement. similarly,

the use of 'now now' illustrates interference from
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Pidgin English; this form has also become part of NE.
Thus the subject had used a structure which is quite
acceptable among some users of NE. However, as this
discussion is on BSE, this usage is unacceptable as
Standard usage, and will be regarded as interference
from NE and pildgin English. The Pidgin English redu-
plicate adverb 'now now' 1s used as an emphatic form

© for fright away'., This example (i.e. (31)) illustrates
the influence of the linguistic environment on the
child's syntactic development.
tIsn’t it' at the beginning of the sentence is
illustrated in example (32)

(32) Isn't it, you arc a good girlz:/

But usually when this happens, 1t follows a previous
related question, e.g.
(33) I will wash it with vim ko?/

isntt it?/ ‘'Isn't 1t they use to
wash it with vim?/

Here also, there are a number of things worth mentioning.
This example demonstrates the subject's ability to
express herself in a number of ways. With regard to

the acquisiticn of the phonological system, we note




image796.jpeg
302.

her omission or deletion of the final consonant sound
on the word ‘used‘, pronouncing it ‘use‘', instead.
She also used double tags, wherec a Hausa tag and an
English one were combined, i.e. 'Ko' and ‘'isn't it'.
This is poteworthy, especially since both tags have
the same meaning, so she was actually repeating the tag.
This is an example of bilingual confusion. Like
sentence (31), example (33) is an amalgam of Standard
English, Nigerian English and Hausa. The structure
I will wash it with vin.
is standard English; Hausa comes in with "¢ use of
the tag 'ko', and NE comes in with the choice of 'isn't
it' as the English tag. Again, this example shows the
influence of the linguistic environment on the subject's
acquisition of questions.
Sometimes ‘isn't it*' was used as an elliptical
sentence, as in (34) below.
(R took out some
cake and M exclaimed) (34) Ahl plenty cake?/
Isn't it?/Isn't it/
Isn't it?/

Here, the tag is used anaphorically, referring to what

had been said before. Her repetition of the tag is
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Rz

(R

e

Mana T., ko?
(M nods)

Mana T. What did
you learn in school
yesterday?

{singing) A +B .C.D oo/

(minging) 'Next time
won't you sing with

me? !

(pointing to a cassectte-

recorder on the table) its for here/
where?

(getting up and touching
cassette-recorder) here/
A tape?

(M nods)

Who did it?

Who put it on tape?

You?

(M shakes head)
Auntie? Teacher?

Auntie go come
back/Then they
will just open
it/

MAuntie go come open it
Ehn?
(M nods)

and M sitting down and

talking in the living
room)

Rz

What's your teacher's
name?




image77.jpeg
R:

82

And breads
(M spills her ten)

What have you done,
Mana? What have you
done?

mm? g
You spilt your tea?

enz/
You spilt your tea?
(M drops her bread on the floor)
Pick up your breads

(M shakes heads Locks
at R)

Pick up your bread
from the fl&or.

(M drops ancther pilece
of bread).

Why are you dropping
everything here?

ehn2/

why are you dropping
everything on the floor?

my mummy
say let me not
drop anything/

snd that's why you're
doing 1t?

(Wali touches her)

leave me alone/
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for emphasis or insistence; she wanted an answer,

which did not seem forthcoming. There is also the

omission

of the preposition in ‘plenty cake'. The

acquisition of function words such as prepesitions

appears difficult and takes a long time.

In summary, the subject passed through three

stages in the acquisition of Yes-No questions, namely:

Stage T (aged between 47 and 51 months)

1)

2}

3)

Stage I1

1)

2)

3)

the acquislition of the super-imposed rising
intonation pattern (i.e. the acquisition of
declarative questions);

the acquisition of a few inverted questions
in formulalc or repctition utterances;

the acguisition of the English tags '0.K.!
and ‘you hear'.
(aged between 52 and 54 months)

the acgquisition of the operators Can, Do,
and Be in guestions;

the acquisition of the inversion rule (i.e.
the flip~flop trnsformation);

the acquisition of the Hausa tags 'ba’
and 'ko', uscd in questions.




image798.jpeg
304.

Stage ITI (aged between 59 and 62 months)
1) the acquisition of other auxiliary elements
in inverted questions (i.e., Have, Shall,
will).

2) the acquisition of the English tags 'Isn't
it', and 'right*

5.3.3.2 wiH~-Questions. Here also, three davelopmental
stages were observed. Howcver, these do not fully
correspond with the three stases obgerved in the
acquisition of Yes-No questions. The time periods
covering the various stages are differcnt While Stage
I of Yes-No guestions covered the first months of the
study, Stage I in the acquisition of Wh-gucstions
covered the first 6 months. Stage IT of Yes-No ques-
tions covered the 5th to the 7th months, that of whe
questions ran from the last month of Phase One to the
first week of Phase Two, i.e. a period of 6 months
(which included the 5 months' break between the phases).
Only stage ITI of both correspond - covering the three

months of Phase Two.
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Stage T (Covering the first 6 months of the study)

There were two characteristics of this stage:

1) the acquisition of the wh-words, what, where,
how (formulaic), and who. The appropriate
words were usually selected, except in the
two cases where who and where were used
instead of whose.

2} the acquisition of the pre-posing rule (i.e.

the wh-words were pre-posed). The only
operator used at this stage was Be.

The very filrst question recorded in the study (on
the first day) was a what questions:

(R wrote something on a
plece of paper, and M asked) (35) what is daty/

As we can see, the subject was at the pidgin stage
(using ‘'dat® instead of 'that'); however, she seemed
to have acquired the standard form M, which she used
Instead of the pidgin ‘'wetin'., In a few cases Mana
used the pidgin form, as sentence (36) i1llustrates:

{M to R, who had just

drawn something on a

piece of paper) (36) wetin you lait /Fait7z/

(i.e. draw)

In this example, we once more observe the confusion

|
| 0
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between ‘write' and 'draw'. Moreover, the phonological
systen was still far from perfect.

E\lenr_e was also used on the first day of the study;
and as in the case of What, both the pidgin and
gtandard forms were used by the subject, as in (37)

and (38), respectively:

{M looking for R's keys) (37) Wel di key?/wel
ai key?/wei di keyz/

(R said she would take

My, T, and Auntie to
her house. R asked):

R: Will that be alright?/

M: (33) Where Auntie deiz/

Pidgin influence was strong initiaily, and cven
in sentences (35) and (38), where thc Standard forms
Yhat and where, respectively, were used, the rest of
the sentences were pidgin. However, gradually the
subject produced fewer pidgin utterances and more
Standard English sentences, such as (39) and (40),
vhich are somewhat formulaic. The operator used in
both sentences was Be.

(M to another child) (39) what's your name?/

(M to R) (40} what are you writingz/
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Mana used Where in a unique way = instead of
whose. This was during the second month of the study
{age 49 months):

{Children playing at
putting t'petrol' in

the car}

M3 1 put it in their house/
T: This is not my house/

M: Its your house/

T: No .

M: (41) Where own?/

(i.e. 'Whose own?!')

The expression ‘whose own', which is non-standard, is,
very common in the speech of some Nigerian users ef
English. This example shows that the subject had
acquired the function of whose, although she had not
acquired the word itself.

Formulaic How appeared during the second month of

the study, in the sentence:
(M to another child) (42) How are youz/

This was the only how=question at this stage, and since
there was not enough evidence to show that the word
had been acquired, we must assume that the expression

was chunk=-learned. After all, the question was one
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that the child had heard used around her on many
occasions.
Who was the next wh-word acquired at Stage I.
It first appeared on the same day as How, in what we
might call a formulaic question:
(43) who's x'narch:‘mg1 me?

This sentence was a repetition of what some other
child had said. However, during the fifth month, 4 who-
questions were recorded, namelys:

(M to R) (44) who plat your head’;‘/2

(A child said m '

was not well.

M then asked) {45) who say that I'm not wellz/
{46) Who say I'm not well?/

(M to R) (47) who draw dis thing?/

Sentences (45) and (46) are complex, involving embed-
ding. At this stage, the subject did not seem to
distinguish her tenses, using the present for the past
in all the questions. However, the appropriate word

had been chosen and correctly pre-posed.

"This is an NC expression meaning 'stepping on me'",

2 T™Note the use of ‘plat' for 'plait' and ‘'head' for

thair', often used in NE.
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Stage II (From the last month of Phase One to the

of auxiliaries in Wh-questions.

at this stage were what_ and Wherc.

5-6 months).

first week of Phase Two, i.e. a period of

The main characteristic of this stage was the use

The only wh-words used

There were five

© what-questions at this stage, and the auxiliaries used

were do and will:

1

(R arrived at M's house,
still in the car. M said)

R: Just a minute/

M: (48)
took a biro out
her bag. M asked)

(R
of (49)
(R had asked M to

write 'Onc'. She did

then asked): (50}

(M talking to R. She
would cock rice for
R's family. After
listing a numbcr of
things she would put
Into the pot, she

asked) (51)

(52)

Come out/

what you want to do?/

What you want to do?/

What I will write againz?/

what else T will put?/

Then I will come and
put whatzl/

This 1s direct translation from the indigenous

languages.
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As can be seen, the subject was able to select the
appropriate question word, pre-pose it (except in
sentence (52), but she was not yet able to transpose
the subject and the operator.

While =he was unable to use the inversion rule

with other auxiliwries what-question, when Be was
used, she seemed able o !» so, as examples (53) and

(54) 1llustrate

(53) what is thisz
(54) what are you drawing?

Similarly, Mana wos tble to apply the inversion rule in
whercegucstions inveoiving be and shall, as seen in (55)
and (56)
(55) Where is it?
(56) where shall we go?
Stage III (The rest of Phase Two, i.e. 3 months)
The characteristics of this stage were:
1) the acquisition of the transposing rule; and
2) the acquisition of the wi-words Wwhy, Whose,
and When. The operators used in questions

at this stage were Be, Do, Can, Shall, and
will.

At stage IIT, the subject used the question words
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what, where, who, why, whose and when, in which the

transposing rule was correctly applied. Examples of
questions in which the words what, where, and who were

used with various operators are:

(57) what do you want?/
(5¢) who are you going to pick?/
(59) wWhere con I put the cake?/

Mhy first appcared when the subject was 59 months
old, Three (42.9%) of the 7 utterances involving _w_b_x
were holophrastic, the other four appeared in full
sentences in which the inversion of subject and opera-
tor was correctly done; the operators used were Be

and Do:

(60) why are you calling me that .../
(age 60 months)

(61) why are you cleaning that place?/
(age 60% months)

(62) why did you do that?/)

(63) Why do you do it? ) dg¢ 621 months.

Sentences (62) and (63) were part of a rhyme she created
and w.i, reciting.

The only appropriate and certain use of whose
came at the end of the study (age 62 months) in the

non-standard sentence:
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(64) Whose own is this?

wherc the redundant genitive morpheme ‘own' appeared.
Although the word whose was not fully acquired,
sentence (64) is a step toward its acquisition, as
compared with the earlier attempts to use it, in the

following sentences:

(seeing a plate,
M asked) (65) who own is that?/

(Looking at somc
cups of tea, M asked) (66) Whose, who own is this?/

In sentence (66), the subject seemed to have
acquired Whose, but was not sure of its usage; hence
the change of mind. This was the first time that
whose was used by the subject (age 60% months).

while Mana used who to mean whose ((65) and (66)),
she also used who to mean Lq_w. For example, when
asked to say how many children there were for whom the
investigator should make tea, Mana went off to the
children and asked:

(67, Who are you? (i.e. How many of you?)

and then started to count the children. This utterance

was produced when she was aged 60% months.
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15.

z w

and R outside the classroom)
What's my name?

(M nods)

My name is Auntie.

Yes, What's your name?

Your name is Auntie?

Whose Auntie arc you?

Ehn?

(runs off)

(M near R's car. M
playing with sand).

Tz
Mz
Rz
Mz

What are you doing?

Ohe in what?
{still playing)

(pointing to the sarpd) 1Is
this petrcl?

You're putting it in
what?

83,

what's your name?/

Auntie/

my name is Auntie/

yes/

mel/ I will
go to your car/

I will go to your
car/

1'm putting petrol/

I'm putting the
petrol/

yes/
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When was a late arrival, appearing only on the
last day of the study (age 62 months) in the ellip-

tical question in the following episode:

(M saw the picture of . .
mittens. R explained)

R: 1In very cold countries
you put this on your
hand/
Mt . (68) when you're going to
coock¥y

R: When you're going
out, because it's
very cold/

With not enough evidence to draw conclusions from,
When cannot be said to have been fully acquired.
However, in the example given abovc, the subject used
the word appropriately in an acceptable colloguial
sentence.

In general, the subject used the correct intona=
tion pattern on the wh-questions, that is, the falling
intonation. This can be attributed to the influence
of the native-speaker peer group. This'claim is
supported by the fact that her guardians, teachers,
and most other adults around her did not often use

the correct intonation patterns in their speech.
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It is a valid claim that young children imitate each
other and others around them, without inhibition.
Mana seemed to have chosen to imitate her peer group
members rather than most of the adults. Conseguently,
she picked up the correct intonation patterns.

1t is worth noting the non-acquisition of Wh-
questions in the negative form. Not a single question
of this type was recorded throughout the study. Such
questions are not frequent even in adult speech, due
to the restrictions placed on the use of wh-questions
with negatives (See 5.2.1.3). It was not unexpected,
therefore, that Mana did not produce any such questions
throughout the study period.

To summarize, the subject of this study passed
though three developmental stages in the acquisition
of Whequestions, which are similar in outline but
different in detalls from those observed for L1
acquirers. Furthermore, although the same number of
stages were observed in the acquisition of both
Yes-No and WH~questions, the time period covering
each stage differed. The three stages in the acqui=-

sition of Wh-questions were as followss




image809.jpeg
315.

Stage I (Covering the first 6 months of the study)

1) the acquisition of the wh-words What, Where,
and Who, in that order;

2) the acquisition of the pre-posing rule.

Stage II (From the last month of Phase Onc to the
first week of Phase Two, i.e. a period
of 5-6 months)

1) the acquisition of the auxiliary system,
where the auxiliaries do, will and Be
were used.

Stage ITI (The rest of Phase Two, i.e. 3 months)
1) the acquisition of the words wh*, Whose
and When; and that of the auxiliaries

Can and shall;

2) the acquisition of the transposing rule.
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CHAPTER SIX

Strategies in Mana's Lanquage Acquisition

5o far, we have been looking at what Mana was
acquiring, and when specific structures were acquired.
Tt is now necessary to consider how the acquisition
took place, i.e. the strategies she adopted in acqui~-
ring English.

The subject possessed certain qualities and also
adopted strategies which helped her in the acquisition
of English. Some of the strategies are social, some
cognitive, and others are linguistic. we list these
gualities and strategies below, and elaborate on each,
giving examples.

1) She was not shy, and she spoke with confidence,
not minding whether she made mistakes or not.

2) she had a positive attitude towards the
language and its speakers.

3) she had a strong drive to communicate.

4) she often took or created opportunities to
practise what she had learned.

5) sShe used three of the social and cognitive
strateqies posited by fillmore (1979), namely,
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a) Join a group and act as if you
understand what is going on, even
if you don;

b) Give the impression - with a few well-
chosen words - that you can speak
the language;

¢) Count on your friends for help.

These three strategies are related and will
be taken ur toqether

6) In addition to these strategies, she also
employed the simplification, overgeneraliza-
tion, language transfer, avoidance and repe-
tition strategics, as well as making use of
‘prefabricated patterns' and the ‘'creative
construction hypothesis.®

6.1 Qualities which Facilitated her
Acquisition of English

Mana was not shyj; she was outspoken and talked
with others freely, without inhibition. She also had
a positive attitude towards the Ennlish language and
its speakers. She strove to speak like them, for
example, like her native-speaker friends. Moreover,
since English was used most in the home and since it
was the only language common tc her and her friends
(both Nigerian and rnon-Nigerian), it was 'natural’ to

her to use it. s5She, like her other Nigerian peers,
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imitated their native-speaker playmates. Thesc quali-
ties had helped her in acquiring the correct intonation
patterns and in the acquisition of colloquial expres-
sirns, such as

(1) why, you don‘t want me to £ill it
for you?

(2} Don't mind that ©T., you hear?
is shc was nct shv, she nften spoke with confi-

dence, not minding whether or not she made mistakes.
She sumetimes repeated her sentences confidently, when
asked t do so, believing that what she said was right.
For example, Mana told the investigator that her mouth
wiag 'paiming' her.

R: what2/

Mz (3) 1s paiming me/

R: what is ‘'paizing*' y-u?/
M: (pointing +. her mcuth) (4) Here/is paiming me/

Similarly, referrinc to a doc, Mana s=a3

(5) She am playin;

The. researchur asked her bt repcit this, which she did

confidently, again belicving th-tr what she naa said was
correct.
The subject also has strong Arive to communi-

cate. Even when she did not understand what was said
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to her, she strove to communicate, as these examples
illustrate. Her auntie had gone to the office, but
Mana said she had gone to Kaduna. The following
exchange ensueds:

Where is Auntie?
i don go Kaduna/

i don go Kaduna?/

what for?/

M: {6) 1 say 1 go come back/

R: i go ccme back/ .
vhen did she go?/

M Kaduna/

Clearly, the subject did not understand the gquestions,
but she made some cffort to communicate with the
researcher. 3imilarly, on one occasion, the researcher
asked: . . . s

R: How is Auntie?/ .
Mg . (7) Fine/Auntie going to

school/Daddy going to
sehnol/

The extra information she hat given indicates her
eagerness to communicit. with the regearcher. cven
when she had not yet arqui:cd the correct structures.
As a result of her eagerness to say something, Mana
often stood up to give answers or to perform various

actions in class, even when she was not asked to do so,
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6.2 social and Cognitive strategies

Mana often joined the group and acted as if she
understood what was going on. She also gave the
impression that she understood what was going on by
using some expressions that she knew, whether they
suited the contexts or not. For instance, her class
teacher was teaching number recognition. A child saw

the number 14 and said 'Fourteen’'.

Yes, It's fourteen/
(8) Fourteen/

Fourteen Mana, ah-ah!/
That's very good. 1Is it 142/
Mz Yes/
T: One and four/when
you write 1 then 4,
then it's 14/
Child: I can write it/
M: (9) Teacher, I can lait
[rait7 it/
Teacher, I can lait
[raif] it/

without being asked, Mana had joined the group and
acted as if she understood what was going on. She had
also used some expressions that she either knew or had
heard used, to give the impression that she understood
what others were saying. The repetition of 'I can

write it' shows insistence or her eagerness to be part
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of the group, The following example alsc illustrates
the use of this strategy. 7The teacher was teaching

shapes. She showed the class a rectangle and asked:

T: Kunle, what is this?/
Kunle, A rectangle/
T: All of you say it/
Children: A rectangle/
T: Now can you tell
me anything that has
this type of shapez/
Children: A door/A door/
T: Goed, a door/A door
has a rectangular shapc/

Ms (10) oOpen di door/
Open di door/
and close it/

These arc expressions she had learned in previous
lessons, and she used them in a somewhat appropriate
context. She secemed to have done the same thing in
the next example. A child was playing with a sharp
object in class. The teacher said:

T: I told you not to
play with dangerous

things/
Child: It can 'chuck!'
somebody/
M3 (11) It can kill somebody/

Mana seemed to have picked up the structure and sub-

stituted the word 'kill'  which she knew, for ‘chuck’
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R:
Mz

Ts
M:
Rs

Rs
Mt

(pointing)

In there?
Is this petrol?

Whatdo you do with
petrol?

Which tyre?
(touching a tyre)

Does your daddy put
this kind efpetrol in
his tyre?

Yes, I know he goes to
the office. But does he
put this kind of petrol
in his tyre?

Sure?

He puts it jpn the car,

(To her fricnds)

84.

on here/

petrol/

yes/

I put it on the
tyre/

this/

Yes, my daddy is
going to offjce/

yes/

(he) no put it on
the tyre/ he put it
on car/

yes/

let us put 4
petrol/

I will put it
on teacher car/
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(a nonsense word used by many children) which was used
by the other child.

In all these examples, Mana seemed to have counted
on her friends for help, and such friends have been
sympathetic. They seemed to have accepted and accom=
modated her, without any complaint. This was an
encouragement to her. She also sought for solidarity
from her listeners when she asked questions such as
12-14 - This was achieved through the use of
question tags.

(12) Is my mummy's own you took, right?

(13) Let me finish writing first, you hear?/
(14) Awa, you are a good girl, ko?/

6.3 Linguistic strategies

Simplification (Taylor, 1974) was a strategy the
subject adopted, especially in the acquisition of
phonology. Where there was a consonant cluster, she
simplified it and reduced it to a single consonant
sound, as when she pronounced 'It's' as 'Is' or ‘'what's'

as fwhas', that is, the cluster E:s] was reduced to [sj
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tDon't' was often pronounced 'don' and 'won't' as
'won', with the final consonant Ctjdeleted. Similarly,
tsmallest' was realized as [mncs], with the initial
Csj and the final [-t7] deleted. 'Smelling' was pronoun-
ced 'melling', again, with the initial consonant
deleted. 'Mother' was pronounced 'moda'; here the
vowel sound in the first syllable is wrong, f.e. using
O] for Cl\]v similarly, the vowel in the seccond syllable
is wronq;p]was used instead of the reduced vowel fa].
There is alsc the substitution of the consonant sound
[d_] form. In short, the word '‘mother' has been
wrongly pronounced. However, its pronunciation was
along the lines of Pidgin English, which Mana seemed
to have used as a strategy for ccquiring Standard
English. The simplification of clusters fook place
mainly during the early part of Mana's acquisition
process; although it had not disapreared completely
by the end of the study, it was not as obvious and
often as during the early part.

Overgeneralization was another strategy the subject
adopted. she had, for example, produced the word

'cooken' in the sentence
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(15) It does not cooken it.

presumably based on structures such as f'taken',
tgotten', 'hidden'. Similarly, she used the term
'machine' as a general term to cover all kinds of"
motor-cycles, and 'machines'. The term 'fanta' was

overgeneralized to cover all and any type of mineral

Another strateqy Mana adopted was language transfer.
By this we mean the apparent transfer of native lan-
guage rules to taroet language forms (Selinker, Swain
and Dumas, 1975). There were cases of lexical transfer,
as when the subject used the expressions 'open the
radio/television', ‘'drink peppermint /tsamiya/ice-cream®,
thands' for *handle' of & glass. She also used
'paining' for 'aching or ache'. This usage is also
very common among users of English in Nigeria. Other
expressions which she used, which were derived from
the native languages are ‘'sorry® and 'I'm coming'.
These expressions also seemed to have become part of
the English used by many Nigerians.

Seme transfer of jrammatical structures was also





image820.jpeg
327.

observed. Mana produced utterances in which the
object was deleted. This is a common feature of some
of the Nigerian languagcs, Hausa, for example.

Utterances such as

(16) I want to drink.
(17) Look at.
(18) I didn't take.

seem to have been constructed based on the structure
of the indigenous languages, in which it is perfectly
acceptable to have the object deleted. The sentences

16 ~ 12, would be rendecred in Hausa,

(16) Ina so in sha.
(17) puba.
(18) Ban dauka ba,

In all these cases, the object is not stated.

Sometimes the subject transferred a word from the
native language into her English sentences, usually due
to the fact that she had not yet acquired the English
expressions for the object or action. 1In examples
19°- 21 , Hausa words were used.

(19) Your face is like ‘'angulu‘' (vulture)

(20) I ate my ‘'shinkafa' all (rice)
(21) You ‘'shuka*® it (plant).
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Certain structures which were obviously pidgin
were also used. For example, the subject used 'for
here/that place' in sentences such as

(22) 1It's not for here that you put it.
It's for that place.

Similarly, pidgin expressions such as ‘'now now',
tdown down' were used.

Repetition was another strategy Mana adopted.
She often repeated what she had said or what others

had said, sometimes at the request of the investigator

or the teacher, and sometimes on her own. e€.g.

T: Victoria, stand up/
what are you doing?/

V: (standing up) I'm
standing up/

T: You're standing up/
Mana, stand up/
(M stands up)
T: Wwhat are you doing?/
M: (Standing up) (23) 1I'm standing up/
T: That's right/
You're standing up/

The subject repeatcd sentences others helped her

to construct as (24) illustratcs.
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(M wanted R to open
her flask for her, and
she said) Open it for me/
R (Opening the flask)

Say: ‘'Please can you

open it for me?'/
M: (24) Please, can you open it
for me?/

Sometimes she repeated utterances for emphasis or
insistence as in:

(M to a child who
was touching R's radio) (25) Don't touch it/
Don'‘t touch it/

(M asking R for

peppermint): (26) You didn't want to give me?/
Auntie, you don't want to
give me? (3)/You didn't
want to give me peppermint,
ko2/

She also used repetition when she wanted to correct

what she herself or another person had said. e.g.

(M to R) Can this can write?/
R: What?/
Mz (27) This, it can write?/

Here it appears as if the subject wanted to use the
inverted form

Can this write?
but then changed her mind and used the declarative

form




image823.jpeg
330.

This can write?

An attempt to correct her earlier question led to
the ungrammatical

This it can write?

This is, of course, ungrammatical from the point of
view of adult language. It may only be a developmental
error. It is also possibly the result of interference
from Hausa (or Bassange), where pleonastic subject +
pronominal referent is the usual structure.

The subject demonstrated that she was capable of
using alternative forms, or that she was capable of
elaborating on what she had said earlier. This is a
kind of repetition, but it is meaningful repetition,
similar to what parents and teachers do when they talk
with children. e.g.

(M to R): Do you want to pluck guavaz/
R: Eh@?

M: (28) You want to pluck guava for your
children?/

(Seeing the radio, M

says to R): I5 my mummy's own/

R: Ehn?

M3 You go and take my mummy's

own, ko?/ko?/
R: What did you say?/
Mz (29) 1 say that you go and
and take my mummy's
awn ko?f/
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The sentences tended to be longer and more complex,
with each alternative sentence. This is also true of
sentences in which elaberation took place, e.g. (30)

and (31)

(Referring to her
drawing of a house
M sald: €37% no good/house no good/
di house no good/
(M to another child): (31) Its' not for here/
it's for the other pan/

it's not for here
that you put it/

The use of alternative forms and elaboration
illustrates the creativity or originality of the
subject. Another kind of repetition, which did not
feature much in Mana's speech, is bilingual repetition
where a message is repeated in a different language
for clearer understanding. This has not been found
in the data for this study because the recordings were
done in situations where English was predominant.

Tt is evident from the examples cited that
repetition does have a place in the acquisition of
languages. However, it is not mere monotonous and

meaningless repetition, but meaningful repectition or
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*deep imitation' (D. Brown, 1980) or 'selective
imitation' (Whitehurst and Vasta, 1975). Our subject
hae certainly demonstrated that this is so through
repetition used for insistence, emphasis, and correc-
tion of what has been said. Moreover, she had
demonstrated that she was capable of using alternative
forms and structures, while repeating what she had
said, or through elaborsting upon what she had said
earlier. This should 5uic teachers and researchers
to re-examine their stand on the usefulness or other-
wise of this strategy of language acquisition.

Another strategy which Mana had employed was the
acquisition of 'prefabricated patterns' (Hakuta, 1974),
or 'whole phrases' (Ervin~Tripp, 1974), or 'memorized
chunks' (Valette, 1964). Examples of utterances which
were holistically acquired are:

(32) How are you?

(33) what's your name?
(34) I don't know....

while the subject acquired 'whole phrases', she
also applicd the 'creative construction hypothesis?®

(Dulay and Burt, 1974). 1In the theory of interlang-
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uage (Selinker, 1972), the child is seen to create
structures that are different from the standard form,
and which reflect his originality or creativity.

This is what the Russian writer and translator of
children's stories, Kornei Chukovsky, has to say about

creativity in child-language:

It seems to me that, beginning with the
age of two, every child becomes for a
short period of time, a linguistic genius.
Later, beginning with the age of five or
six, this talent begins to fade (1968: 7)
(quoted in Dale 1976: 49).

Mana was not an exception to this rule. She had
produced utterances which seemed to be the result of
attempts at creativity. Some examples illustrate the
subject's manipulatioh of syntax. e.g. When another
child suggested that they should cook biscuits, Mana

replied:

(35) It does not cooken it/It does not
cooken it/

(meaning 'Tt is not meant to be cooked'). The structure
used here is different from the Standard form. Simi-
larly, to a child who did not sit down when they had

been asked to do so, Mana said:
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B 8h, you want to put it

on your teacher's car?

y:
{mcves a little way
off and throws the sand)
Mz
T: This is not my house.
M
L
T: Noo

M: (Busy acting)

(R watching says nothing)

(Mana aged 49 months)

(At breaktime., Children
eating)

M:

R: You're eating rice?
(M nods)
In the merning?

R: Tomorrow nc school?
(M nods)
Is that what Teacher said?

B854

yeah/

I put it here/
I put it in their
nouse/

It's your house/

where own (i.e.
whose own)2/

I will put under
(another) petrol/
I will put under
tyre/

you no tell me
anything/

I'm eating rice/

Tomorrow no school/
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(36) Sit down they say/not to fall on
me wol/

(i.e. Don't fall on me wol)
Mana aisc demonstrated her creativity when she said
tc another child:
(37) No laughing (i.e. Don't laugh)

or in her attempt at using the progressive form:
(38) she am playing.

A1l chese examples show the child's creativity in her
development in language acquisition.

Children also enjoy making up verse either inten-
tiz.ally or accidentally (Dale 1976: 50). A clear
indication of Mana's creativity is seen in her crea-
ting o rhyme, part of which goes:

«s+ what do you do with green fruit?

I fell and my ...

Why did you do that?

Because my daddy told me to do ... again.
Who say that let you do?

Nobody .

Why do you do it?

I know how to do it.

Which side, where is your side to your house?
My side to my house is far far away.
0.K., come to the car

Let me take you

Jumpty, jumpty, until you fall down.
Green fruit will knock you pass.
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This rhyme was built on what she had heard before.

She produced the rhyme shortly after the investigator
had read the rhyme 'Humpty Dumpty' to them. This
illustrates the child's concept*ual powers and imagina=-
tion, as is also true of the following ~xamples:

(39) The morning will soon be dark, ko?

(40) 1If you know I'm your mate, I will
give you English, if you know I'm
your mate.

and

(41) Come, let's go and play. Lo you
see your picture is running?
Turn your eyes, Now.

In the last example, the subject was playing the role
of a photographer - taking the picture of the other
children. 1In these examples, the context is subor-
dinate to the linguistic form. There is imagination,
which is translated into language. The linguistic
form is not perfect, but to the child it expresses
what she wanted to say. Note the use of Pidgin English

in the last line of the rhyme:
(42) Green fruit will knock you pass.

In both the rhyme and the other ecxamples, the subject
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seemed to be practising structures that she had already
acquired. There is also a play on sound and rhythm in
her rhyme, especially on the part:

(43) Jumpty Jumpty ...

In the example below, the subject seemed to have created

a poem of her own. She wanted to carry some eggs for

the investigator, who said 'no’ sShe therefore said:
I won't bletk [breik| it
I will just hold it.
I will just eat it.
I like it.

Herc also, she seemed to be practising the structure
‘T will just ...t

The avoidance strategy has been reported in the
language acquisition of both L1 and L2 acquirers/
learners (Anisfeld and Tucker 1967; Celce-Murcia,
19783 Schachter, 1974; Tarone et al 1976). Mana was
observed to simply answer 'I don't know' or not to
answer at all, when she did not want to attempt an
answer or she did not want to talk.

Finally, Mana seemed to have adopted what may be
called culture-cricented strategies. By this we mean

strategies which in the given culture and environment
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facilitated her acquisition of English. The environ-
ment in which she acquired English is multilingual,
and therc was a lot of language mixing. Mana adopted
this strategy and mixed Hausa and English in her
sentences (see chapter 4). She also used the Hausa
tag t1ko?' in her questions. Similarly, her use of
pldgin expressions seems to be culture-oriented in
the sense that Pidgin English, which she used as a
stepping stone for the acquisition of Standard English,
was mixed with Standard English in sentences. Perhaps
the use of such culture-oriented strategies facilitates
the acquisition of several languages at the same time
by children in multilingual environments such as the
one in which Mana was acquiring English. Of course,
she was acquiring Hausa at the same time as she was
acquiring English. Moreover, she continued to deve-
lop her first language, Bassange, during the study
period.

In summary, Mana was observed to possess certain
qualities which seemed to have facilitated her acqui-

sition of English. She also adopted certain social
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and cognitive as well as linguistic strategies. Some
of the linguistic strategies she adopted are simpli-
fication, overgeneralization, language transfer,. the
use of 'prefabricated chunks', repetition, the
‘creative construction' hypothesis and avoidance.

The adoption of ‘'culture-oriented' strategies also
seemed to have facilitated her acquisition of Standard

English.
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CHAPTER SEVEN

Comparisons Between the Subject
and other Acquirers

In discussing the statement of the problem (1.3),

we set out gome questions which we were trying to

answer in this study, namely:

1)

2)

3)

4)

wWould the African child pass through
similar stages to those reported for

the monclingual child acquiring English
negative and interrogative constructions?

Would the African c d, acquiring
English in a L2 situation, pass through
similar stages to those described for
L2 acquirers who acquire the language
in a 11 situation?

Would the subject adopt strategies
similar to those adopted by L1 acquirers?

would the subject adopt strategies
similar tc those adopted by L2 learners?

More specifically, we wanted to find

(1)

(2)

the differences, if any, between the develop~
mental stages L1 acquirers pass through and
those the subject passed through in acquiring
English negative and interrogative construc-
tions (sec 1.6);

the differences, if any, attributable to the
environment between child L2 acquirers
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learning English in a country where it is
the native language (e.g. America, Britain)
and the subject, who was acquiring it in
the Nigerian context, with respect to the
acquisition of negatives and interrogatives.

comparisons to be made in this chapter will,
s be considered in three broad sections:

Comparison of Developmental Stages between
L1 Acquirers and the Subject in the Acqui-
sition of Negatives and Interrogatives;

Comparison of Developmental Stages between
Other L2 Acquirers and the Subject in the
Acquisition of Negatives and Interrogatives.
The differcnces betwcen such L2 acquirers
and the subject which may be due to diffe-
rences in the environment in which English
was acquired would alsc be highlighted;

Comparison of Strategies Adopted by L1 and
L2 Acquirers and those Adopted by the Subject.

7.1 Comparison of Developmental

Stages Between L1 Acquirers
and the Subject

Since we have been concerned with the acquisition

of the two variables - negatives and interrogatives =

and since we have throughout this study considered

them separately, we shall do the same with the compa-

risons.

First, thcrefore, the acquisition of negatives.
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7.1.1 Negatives
With respect to Negatives, L1 acquirers have been
found to pass through five developmental stages
(Klims and Bellugi-Klima 1971; Palermo, 19783

Lindfors, 1980), namely:

1) the affixation of 'no and 'not' to the
beginning and end of a sentence;

2(a) the insertion of the negative element
within the sentence where ‘don't’,
‘can't' and other similar negators are
used as single inseparable units;

b) the acquisition of negative imperatives
and question negatives;

3) the acquisition of analyzed ‘don't"',
'can't' and all other similar auxiliaries
functioning as carriers of negationj;

4) the acquisition of negation spread;

5) the acquisition of the indefinites.

(see 1.6, and 2.3 for details).

While L1 acquirers were found to pass through
five developmental stages, the subject of this
present study was observed to pass through three
broad developmental stages, which run chronolo-
gically alonq the Phase One-Phase Two axis (see

5.2.6), namely:
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Stage I - The Pidgin English Period,
(aged 47-48% months).

Stage II - The early Standard English Period
(aged 48%-54 months).

Stage IIT - The Late Standard English Period
(aged 59-62 months).

A major difference between the subject and L1
acquirers in the acquisition of negatives is that
the subject seemed to have passed through four of the
developmental stages reported for L1 acquirers (Klima
and pellugi-Klima 1971) at each of the three broad
stages observed for her. That is, at every stage she
produced the following, in varying degrees:

a) utterances in which the negator was affixed

to the beginning or end of the sentencey
the more predominant being those in which
the negator appeared at the beginning of
the sentence;

b) utterances in which the negative element
was within the sentence (including the use
of the aux + negative element in its un-
analyzed and analyzed forms for Stages II
and III);

©) negative imperatives and question negatives;

d) utterances which involved the use of the
indefinites.

In other words, at each stage, Mana produced utterances

representative of all stages reported for L1 acquirers
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Did I tell you that?

I told you last weck
Thursday that no scheool

the fellowing day, which
was last Friday, because
of convocation. But I
didn't tell you ftomcrrow
no school, Did I tell

you that there is no school
tomorrow?

When 1id ghe tell you this?
When did I tell you?

Yesterday .. But there
will be school tomorrowe
So you will come to school,
won't you?

Yes

Your mummy will carry you?
{M nods)

To where?

To scheol. She will bring
you to school,

864

yes/

yes/

yves/

vesterday/

yes/

my mummy will
carry me/

to school/
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except that of the acquisition of negation spread
(see 1.6.2.3). However, in each case, there were
clear further syntactic developments, bofwquantita-
tively and qualitatively, that set the stages apart.
For example, at Stage I, utterances in which the
negative element was affixed to the beginning of the
sentence were mainly Pidgin English sentences. More-
over, at this stage, the negative element belonged to
the same intonation contour as the rest of the sentence.
At Stage IT, however, there were more utterances in
which the 'no' was separated by & pause, from the rest
of the sentence, i.,e. utterances in which the 'no' was
used anaphorically. sSimilarly, at stage I, the
negative element inserted within the sentence was

mainly *No' appearing just before the verb as in

(1) She no get teeth.
or 'Not' before the main verb as in

(2) Dis not going

or utterances in which the subject and the auxiliary
verb appeared in the contracted form with the *not!

appearing just before the main verb as in
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(3) I'm not play with sand.
At Sstages II and III, however, there were no more
Pidgin English sentences, the sentences being some-
what standard, e.g.

(4) 1I'm not coughing.
(5) He's not taking his box.

In addition, from stage II, the auxiliaries were used
as in examples (6) and (7).

(6) she don't have a this
(7) You didn't see my mummy.

(see 5.2.6.3 for further details on such developments)

Another difference between L1 acquirers and the
subject is to be found in the acquisition of the
indefinites. While the acquisition of the indefinites
was the last stage in the acquisition of negation by
L4 acquirers (and even at this stage, the children did
not learn it perfectly), the subject of this study
acquired the indefinites anything and nobody even at
stage I (i.e. the Pidgin English Period) of her
development. However, nobody occurred only in holo-
phrastic sentences, but anything occurred in longer

ones. At both stages II and III, the number of inde=-
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finites increased and the sentences were more well-
formed than at stage I.

cf
(8) You no tell me anything (stage I)

(9) Your mummy didn't make any cake

(10) My mummy say let me not give anybody
all (stage II)

(11) Are you not going to buy anything
(stage ITI)/

We might explain the subject's success in acquiring
and near-perfect use of the indefinites to her greater
maturity, both cognitively and linguistically, than L1
acquirers. Monolingual children acquire negation
roughly between the ages 1; 9 and 3;0 (Ervin-Tripp 1970;
Palemmo, 1978). The subject, on the other hand, began
acquiring it when she was over three years old, and
also when she had already acquired other languages -
her L1, Bassa-Nge and Pidgin English. This linguistic
background was an added advantange to her over L1
acquirers.

A further difference between L1 acquirers and the
subject lies in the fact that the subject was already
able to use Pidgin English by the start of the study.

Since Pidgin English is similar to Standard English
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in some ways, her development, therefore, is to be
seen as a progression from simple pidgin forms to more
complex standard forms of thc same language, rather
than that of moving from one language to another.
Thus, what she was alrcady able to express in Pidgin
English was what she strove to express in Standard
English. While at stage I, she used the negators
'No' and 'Not' as free forms inscrted in Pidgin English
sentences, at stage IT the unanalyzed forms(e.g.
'don'tr, ‘'can't, ‘won't') were used. Subsequently,
the analyzed forms (e.g. 'Will not' ‘cannot') were
acquired. The negative imperatives first appeared as
"NO +..." constructions as in (12) and (13)

(12) No laughing.
(13) No put it outside.

gradually, moving toward the more complex "Don't..."
and "You're not going to ..." structures, c.g.

(14) Dpon't touch it
(15) You're not going to play now.

The Pidgin English influence, which is apparent in
Mana's acquisition of English, is due to the multi=-

lingual environment in which she acquired the language.
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Pidgin English, as a code, existed alongside the

indigenous lanquages as well as Standard English.

Interrogatives

wWith regard to the acquisition of interroga-
tives, we made a distinction betwecn Yes-No and
wWH=questions, since different operations are
involved in the two question types (5.3.1, 5.3.2,

and 5.3.3). Here alsc, thcy are treated separately.

7.1.2.1 Yes-No Questions. The developmental

stages observed for L1 acquirers in the acquisi-
tion of Yes-No questions are as follows: (Klima
and Bellugi, 1966; Klima and Bellugi-Klima, 1971;
Lindfors, 1980).

1) the acquisition of the super-imposed
rising intonation pattern;

2) the acquisition of the modals 'can'
and 'do' in questions. This is in
addition to the use of the rising
intonation pattern;
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3) the acquisition of other auxiliary
elements (e.g. do, did, will) and the
transposing rule (i.e. the flip-flop
transformation rule).

Like L1 acquirers, the subject passed through
three developmental stages in acquiring Yes-No ques=-

tions, namely:

Stage I - The acquisition of the super-imposed
rising intonation pattern;

Stage IT - the acquisition of the inversion
rule, where thetperators 'Can', ‘Do
tBe' were used;

Stage III - full acquisition of the inversion
rule, and the expansion of the auxi-

liary system to include 'Have',
'will' and.'Shall'. (see Table 16).

Unlike L1 acquirers, Mana produced many Pidgin
utterances during stage I. e.g.

(16) i go do?
(17) You no see it do?

Moreover, unlike L1 acquirers, the subject, even at
stage I, used operators (both Pidgin and Standard
English ones) as in (16) where 'ge' (Pidgin operator
meaning 'will') was used. Similarly, in

(18) You say you will give me your own?
(19) You don't know it no meat?
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the operators 'will' and 'do', respectively, are used.
The operators begin to appear for L1 acquirers at
stage II in utterances such as

(20) You can't fix itz
(21) This can't write a flower?

(klima and Bellugi~-Klima 1971)

A third difference Letween the subject and L1
acquirers is the subject's use of question tags - both
English and Hausa ones (i.e. '0.K.', ‘right', ‘you
hear', t*isn't it*, 'ba' and 'ko'). Her use of the
Hausa tags may be attributed to the influence from
the indigenous language, which is used in the environ-
ment in which the subject acquired English. Similarly,
her special use of the English tag 'isn't it' - along
the line of Nigerian English (see 4.3.3,2) - is due
to influence from the environment. An interesting
feature of her acquisition of tag questions was her
combination of the Hausa tag 'ko' and the English tag
'isn't it' (both having the same meaning). This may
be a case of interference from the indigenous languages
(including Nigerian English), or possibly that of

simultaneous acquisition. It is to be remembered that
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tlect switching' (Richards 1979) has been observed
to be a feature of some indigenised varieties of
English (e.g. Nigerian English, Indian English). In
discussions of L1 acquisition of Yes-No questions,
the category of tag questions had usually been omitted,
presumably because it is not a major class of questions.

Like the native learner, the subject acquired
the inversion rule at stage IT. And, as in L1 acqui-
sition, the operators which first appearcd were 'Cant',
'Do' and 'Be' (Klima and Bellugi-Klima 1971), with
the "Do you know" structure predominating. Also, as
in the case of L1 acquisition, some of the questions
were negative, e.g.

(22) Are you not the one?

In sum, Mana had passed through basically the
same developmental stages as L1 acquirers. The unique
feature of her acquisition of Yes-No questions is
the use of Pidgin English forms and Hausa tags, which

we sald was due to environmental influence.
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Te1e242 mﬂestions. The developmental stages
observed for L1 acquirers were (Klima and Bellugi-
Klima 19713 Brown 1968):

1) the acquisition of the appendaged question

words (i.e. what, where, who, whose, why
how, which and when);

2) the order in which these words are reportedly
acquired is given as follows: what, where,
what-do, whose, who, which; why, where-from,
‘how, when;

3) the acquisition of the auxiliary system and
the preposing of the wh-word.

The subject of this present study was also
observed to pass through three stages in the acqui-
sition of Wh-questions, which are similar in outline
but different in detail from those reported for L1

acquirers (see 5.3.3.2 for details).

Stage I ~ the acquisition of the Wh-words
what, where, how (formulaic), and
whoj; and the acquisition of the
pre-posing rule. The only operator
used at this stage was 'Be';

- the acquisition of the auxiliary
system in wh-questions (but not the
transposing rule);
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Stage IIT -~ the acquisition of the transposing
rule and of the wh-words why, when,

and whosc, as well as the auxiliaries
‘can', 'sShall', and 'will‘',

As we can see, the first stage looks like Klima
and Bellugi~Klima's (1971) first two stages reported
for L1 acquirers. Like L1 acquirers, Mana did not
acquire the whole range of wh-words at once. She did
not acquire which at all. our stage 17 is identical
with stage TII observed for L1 acquirers. Our subject
was able to select the appropriate wh-words, prepose
them, but she was not yet abie to transpose the
subject and the first verbal element, producing
utterances such as

(23) what you want to do?

(24) what I will write again?
(25) what else I will put?

This is the stage at which description of the acquisi-
tion of wh-questions by Lq acquirers have tended to
end (e.g. Brown 1968, Smith 1933; Klima and Bellugi~
Klims, 1971). wve note with interest the subject's
ability to use the transposing rule in questions

involving the operators 'Be', and ‘Shall' and the
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(T and R are standing by
the classroom. Children
are playing)

T

Mana, come herce

(M runs to K and T).
This girl can run wc!
Can you run?

With what do you run?
You run witn your

VWith your leg/

T and R: You will run again?

(M
18
Mz
Qs

(M rungoff to meet
her friends).

and k)

How is Cici?

Does she still cry?

She doesn't cry at night?

Does mummy go to school?

She does?

ste has gone?

874

yes/

ny leg/

I will run again/

fine/

no/

no/

yes/

she has gone/

yes/
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question word where (at stage II), as in (26) and (27).

(26) Where is it?
(27) where shall we go?

By Stage ITI, however, the subject had progressed
a step further than L1 acquirers. She had acquired the
transposition rule, being able to produce questions
such as

(28) what dc you went?
(29) where can T put the cake?

In this regard, the prescnt study has gone a step
further than L1 studies. Mana's ability to acquire the
transposing rule may be due to the fact that she was
generally older than L1 acquirers studied. Furthermore,
since the study was carried on for up to 15 months, one
was able to observe the progress to this stage. The
L1 studies, if carried on further, would have come up
with o stage at which the subjects are able to trans-—
posc the subject and the first verbal element.

Mana did not acquire wh-questionsin the negative
form. Such questions are not frequent in the language
(see 5.3.1), and so it is not surprising that she did

not produce any.
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with regard to thc crder of acquisition of the
wh-words, Mana acquired the words in the order ih_gg,
where, whoj how (formulaic), why, when and whose.
Thus, the order is basically the same as for L1
acquirers except that whose seems to have been acquired
later than is normal for L1 acquirers. Mana did not
acquire which at all. uUnlike L1 acquirers, the subject
initially used the pidgin forms f‘wetin' and f'wei' for
the standard English forms what and where, respectively.
This is due to interference from Pidgin English, which

she already spoke before the start of the study.

7.2 Comparison of Developmental
stages Between L2 Acquirers

and _the _Subject

Many studies in L2 acquisition of English nega-
tives and interrogatives have made comparisons with
Klima and Bellugi‘'s (1966) findings on L1 acquisition
of these structures. Some of these are Cancino,
Rosansky and Schuman (1974), Gillis and wWeber (1976),

Milon (1974), Adams (1974) and Ravem (1968) for nega-
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tives; and Adams (1974), Cazden, Cancino, Rosansky,
and Schuman (1975) and Ravem (1968, 1974) for inter-
rogatives (see 2.8 and 2.9). In this section of the
study, we make comparisons between the subject of
this present study and L2 acquirers studied by the
researchers mentioned above.

Like the other L2 learners/acquirers studied,
Mana came from the middle socio~economic group of her
socicty. She was aged between 3511 and 532 during
the study. Most L2 acquirers in the above-mentioned
studies were in the aée range 5-to~7-years; thus,
the difference between them and our subject in age
is not very great. fut 2 main difference between
these studies and ours is the environment in which
the studies were conducted. our study was conducted
in a multi~lingual environment, where English is a
second language. The other studies referred to
above were done in environments where English is a
first language. The diffemr;ces found in the acqui-
sition of negatives and interrogatives between such

L2 acquirers and the subject of the present study
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might, therefore, have been due to the difference

the e
in/environments in which the learning took place,

Such differences are considered in section 7.2.3.

megatves .

Some studies have found similarities between
L1 acquirers and L2 acquirers from different L1
backgrounds, @.g. Spanish, Japanese, French, Arabic
(see 2.8). They found basically the same develop~
mental sequence for their L2 learners, which was
very much similar to those observed by Klima and
Bellugi (1966) for their L1 acquirers. However,
most studies in L2 acquisition of negation did not
find evidence for Klima and Bellugi's Stage I (ie,:
where the negative element appeared outside the
sentence nucleus. And although Milon (1974) did,
it occurred only in one-or-two-word utterances.

In this present study, the subject did not
pass through the same developmental stages as
other L2 acquirers. The difference is that, even

at the beginning of the study, she was already
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producing utterances representative of the various
stages observed for other acquirers. This was true
of utterances produced at cnc.. o :r three broad
developmental stages. Thc gevclonsonc, therefore,
as we have stated in 7.1.1, was more in terms of
moving from Pidgin English to Standaré Fralish forms.

Unlike most other researchers in L2 acquisition
of negation, and like Milon (1974), we found the
subject producing utterances in which the negative
element appearcd outside the sentence nucleus. In
some cases, the o was used anaphorically, i.e. it
belonged to a different intonation contour from the
rest of the sentence, €.g.

(30) No, she no get teeth.
(31) No, not you.

In other cases, the negative element (i.e. 'No' or
'Not') helonged to the same intonation contour as the
rest of the sentence. And, as in the case of Milon's
subject, such utterances were short - usually two

vwords long, €.g.

(32) No mesquito.
(33) No laughing.
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The negator 'no' also occurred in holophrastic
sentences.

uUnlike Adams (1974), in whose study double
marking of tense was found to be common, in this
study we only found one example of this phenomenon.
Mana was telling the investigator that while she and
her cousin had their hair done in the market, her
cousin cried and slept, but she (Mana) did not. she
said:

(34) Cici cried and slept/I didn't
cricd/I didn't slept/

In most L2 studies, when the negative element
appeared within the sentence, 'no' was placed directly
before the main verb, as in

(35) I no look (Milon 1974)
(36} I no sing it (Adams 1974)

and 'not' appeared before the predicates where a
copula would be required in adult speech, c.g.

(37) It not hot (Adams 1974).

The subject of our study also used 'no' imme-
diately before the main verb, as in (38) below:

(38) she no get teeth.
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and 'not' before the predicate where » copula would
be rvquired in adult speech, e€.d.

(39) Dpis not going.
or with the sentence subject in the contracted form,
Calle

(40) TI'm not vlay with sand.

H#owever, unlike in adult speech, in (40) the verb is
not in the progressive form. Conversely, as can be
seen in (39), when the verh is in the progressive form,
the auxiliary verb is omitted.

Like other L2 acquircrs, Mana produced formulaic
utterances involving the 'don't know' structure,
especially durding the early stage

while Adams' (1974) subjects, by the end of the
study, had still not produced ouy utterances in which
the auxiliary element ‘have 4+ en' was used, Mana was
able tu de so, but cnly in what seemed like formulaic
utterances, in which the participle cnding '-ed® was
delcted, e.q.

(41} Have you finish your £r0d7
Mana also used ‘never' with the meaning '‘haven't’

in utterances like
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(42) I never f€inish.

This comes frem Pidgin influence, which was initially
strong in her speech. A similar usage is found in
Milon's (1974) data, c.g.

(43) I ncver dr
(44) You never cut yet

(McLaughlin 1978: 106).

Adams' (1974) subjects, at stage three, began to
use the indefinites; however, they appeared with
frequent double marking e.g. 'don't want nothing',
tdoesn't have no crayons', ‘ncbody won't' (Adams 1974).
Mana, on the other hand, began to use the indefinites
even at stage I, 2nd for the most part, used them
correctly, as in (45) to (47) below.

(45) ¥You no tell me anything.

(46) ¥y mummy say let me not drop anything
(stage I).

(47) Your mummy didn't make any cake
(stage 1II).

Like Wode (1976), we found the subject producing
sentences reflecting the child's L1, Mana produced
utterances such as the following, which reflect the

grammatical structure of either her L1 or Hausa, an
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L2 for her.

(48) I don't want.
(49) T didn't drink.

In both (48) and (49), the object is omitted. Simi-
larly, she produced

(50) You're fearing cat?

where the verb is used with the progessive aspect.
Such utterances are perfectly acceptable in the indi-
genous languages, Hausa, for example. Mana also
produced sentences in which lexical items seemed to
have been directly translated into English from the
indigenous languages, ©.q.

(51) We drink peppermint.

(52) 1I'm coming, you hear?
(53) You didn't say sorry to me?

The way in which ‘'‘drink', 'I'm coming' and 'sorry’
arc used in the above sentences reflects usage in the
subject's L1 and other L2's in the environment.
similarly, her use of 'isn't it' as a generalised
tag reflects influence from Nigerian English.
Finally, like L1 and other L2 acquirers, the

subject of this study mcv.d from the use of unanalyzed
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progressed through basically the samc developmental
sequence as has been observed for other 1.2 acquirers.
However, in this study we found the subject using
local morpliemes as tags in her Yes-No questions (i.e.
her use of 'ko' and 'ba' which are from Hausa), She
also used English tags (i.e. ‘you hear', 'isn't it?,
fright*, 'ok'). Studics of L1 and L2 acquisition of
interrogatives have usually not discussed the acqui-
sition of tag questions, and so we cannot compare

them here.

Te242.2 Wi-Qucstions. iHere :lso, Fana passed through
basically the same stages as other L2 acquirers were
reported to have done. During the first stage, the
question words were acquired and preposed; at the
second stage, the operators were intreduced, but the
subject was not able to invert the subject and the
first verbal clement, as in (58) and (59), except in
questions Involving Be and Shall, as (60) and (61)

illustrate.
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I'm killing you/

Bauum/

with my hand/
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(58) what I will write again?
(59) What you want to do?

(60) what is this?
(61) Where shall we go?

Although Adams (1974) reported the acquisition
of the transposition rule by her subjectsin questions
such as

(62) wWherc did he found it?
(63) Where's this one belongs?

(Adams 1974)
it can be scen that this rule had not been fully
acquired, since double marking of tense was still
present. The subjcct of our study had acquired this
rule by the end of the study, producing questions
such as (64) and (65)

(64) what do you want?
(65) Where can I put the cake?

In this respect, the present study has gone a step
further than previous ones revicwed Tt also confirms
the observation that this rule is usually acquired
late.

Regarding the order of acquisition of the wh-words,
Mana acquired there in roughly the same order as that

found for L1 and clher L2 acquirers (Brown, 19683
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Ingram, 1975; Ervin-Tripp, 1970; savic, 1975;
Lightbown, 1978; Felix, 1976; Bloom, Merkin and
wootten, (undated)). The order is generally, what,

where; who, whose; whx. how and when. Mana acquired

what and where first, followed by who formulaic how,
why, whose and when, the last three appearing for the
first time during the last three months of the study
(age 59-62 months). How was not acquired except in
the formulaic utterance.

(66) How arc you?

similarly, which was not acquired. And this seems a
general trend, for in none of the studies reviewed,
both for L1 and L2, did we find any reference to the
acquisition of which. We might conclude, therefore,
that the acquisition of this word is difftiault for both
L1 and L2 acquirers, and so it should be classed with
the later ones.

Finally, a major difference between the subject
and other L2 acquirers of wh-words is her initial use
of the pidgin forms 'wetin' and 'wei', i.e. meaning

‘what' and 'where', respectively. This was due to
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the fact that she acquired Pidgin English prior to

her acquiring Standard English.

Environmental Influence

studies in the acquisition of negatives and
interrogatives by L2 acquirers have often been
conducted in environments where English is Li.
This present study has been done in an environment
where English is L2, for most of its users.1 The
variety of English which the subject was acquiring
is by and large different from Standard English;
largely because the model presented to the child
is not native-speaker model., Moreover, several
indigenous languages as well as Pidgin English were
used by the subject and others in the environment.
Thus 2 mejor difference between the subject's
acquisition of thoesc English structures and that
of the acquisition by other L2 acquirers is to
be found in thc influences the different langua-

1

However, in this environment, English is acquired
by many children as L1 (See Section 1.1 for
details).
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ges/varieties have con the subject's acquisition of
standard English. We have noted the strong Pidgin
influence during the early part of the study, as well
as the language mixing which the subject, like other
users of English in her environment, had exhibited.
She had mixed English with Hausa, which is a dominant
language in the context. There was also the use of
local morphemes or particles in her English utterances,
for example, 'wo', 'ko', 'ba', 'fa'. The phenomenon
of 'lect switching'hag been discussed by Richards
(1979) (see 4.,3.3.2). Mana had used 'ko' as a tag on
English questions very frequently. similarly, she had
used 'isn't it' in a special way, which is only pecu-
liar to the context in which the language was being
acquired. These differences between the subject's
acquisition of English and that noted for L2 acquirers
are due to the difference in the environments in which
the language was acquired. 1In Mana's case, the indi-
genous languages (e.g. Hausa, Bassange), Pidgin English
and Standard Nigerian English nad all influenced her
acquisition of English vr1s was reflected in the

kind of utterances she produced, and in the choice and
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7.3 Comparison of Strategies Adopted

In Chapter 2, we noted that L1 and L2 acquirers
had been found to adopt similar strategies. For
example, Schachter (1974), among others (e.g. Celce-
Murcia 1978, Leopold 1939, Tarone et al 1976, Tarone
1979), found her L2 subjects adopting the avoidance
strategy. Similarly, aAnisfeld and Tucker (1967) found
L1 acquirers adopting the same strategy. Other stra-
tegies L1 and L2 acquirers adopted are simplification
(Taylor 1974; sStern and Stern 1907; Selinker 1972;
Selinker, Swain and Dumas, 1975), repetition (Nelson
1973, Snow 1972), imitation and practice (Taylor 1974,
sheldon 1979, Snow 1972, Brown and Bellugi 1964, Bloom,
t'ood and Lightbown, 1974), the creative construction
hypothesis (Braine 1963, Dulay and Burt 1974, Selinker,
swain and Dumas 1975), the use of prefabricated
patterns (Ervin-Tripp 1974, Hakuta 1974, Valette 1964),
and some social and cognitive strategies (Slobin 1973,

Fillmore 1979).
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The subject in our study adopted some strategie:,
which are the same or similar to those observed for I1
and L2 acquirers: the avoidance, simplification,
overgeneralization, langurge transfer, and repetitior
strategies. Furthermore, she had, like other L1
and L2 acquirers, used "prefabricated patterns" and
the "creative construction hypothesis". She used
some of the social and cognitive strategles which
Fillmore (1979) found her subjects adopting. 1In
addition, Mana employed shat we have labelled 'cultur =
oriented strategies' - strategies which facilitated
her acquisition of English in the multilingual envirc -
ment in which she operated.

Her acquisition of English had been facilitated
by the following factors:

1) she was very koen to communicate;

2) she took or crezted opportunities to
practise what she had learnt;

3) she was not shy :nd spoke with confidencej;
and

4) she had a positive attitude towards the
language and its sprakers, and so strove to
speak like them.
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Thus, our assumption that the subject would adopt
strategies similar to those used by L1 and L2 acquirers
seemed to have been borne out. After all, in terms
of process, L1 and L2 acquiaitionjasrterastfmgiileai‘. It is,
therefore, not surprising that the subject adopted
strategies that L1 and other L2 acquirers have been
found to adopt.

our study has, therefore, provided further
evidence to support the assumption that L1 and L2
acquirers of English adopt similar strategies. This
is significant especially since the study has been
done in an environment different from those in which
other studies had been conducted. It is also signi=-
ficant becausc the subject was comparatively older
than L1 acquirers studied, and about the same age (or
slightly younger) than L2 acquirers studied. That is,

chronologically, linguistically (bilingual) there are
some differences between the subject and other acquirers

studied, yet the results point towards similarity with
other acquirers. This lends further /support to the
process model, which is a cognitive one. Process,
being a mental thing, can be (and often is) the same

for children in different environments.
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CHAPTER EIGHT

Critique, Summary and Implications

In this chapter, we attempt to assess the work
we have done, summarize the main findings of the study
and discuss their implications for the study of
language acquisition in a context like the one in
which the study was conducted. Accordingly, the
chapter is divided into three sections: a critique,

a summary, and implications.

8.1 (Critique of the Study

In a study like this one, it is to be expected
that there would be some strong and weak points. In
this section, therefore, we attempt to critically
assess the study.

The first problem we faced was in connection
with the selection of the subject (child) to be
studied. Mana was not the first child we attempted
to study; co-operation was not forthcoming from the

parents of the first child, hence the change. This
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is an important aspect of a study of this kind.
without the full co-operation and support of the
parents/guardians of the child, it is virtually
impossible to conduct the study. Fortunately, Mana
came on the scene, and the co-operation we have
received from her guardians and the teachers at the
nursery schools has made it possible to carry on
with the study. Of course, the conscious or uncons-
cious co-operation from the child herself and other
children involved in the study, has contributed to
the success of the study.

A second area which needs mentioning is the
recording of the data. To get good results, the
tape recorder, tapes, batteries, etc. have to be in
good working order. These have to be checked every
time recording is to take place, The investigator
once checked everything and set the recorder ready
for recording and placed it in a position in the
classroom where she could get the best results.
Unfortunately, unknown to ner, a child had pressed

the wrong button and stopped the tape. When the
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investigator eventually looked at the tape, the result
was a failure and a disappointment. The investigatcr
has to be wary of tricks such as this and constantly
be vigilant whenever the recording is being done.
similarly, a poor recording could result if the
batteries are weak.

There were initial difficulties with the video-
recording: e.g. getting the equipment and staff to
operate them. Co-operation from people who were in
a position to help did not come; in some cases, one
was discouraged from using such "expensive, technicel
gadgets". Furthermore, when eventually somebody who
could help was available the first two attempts at
video-recording (in the school) proved to be a failure.
In the long run, this opportunity to video-record th-
child is the greatest strength of the study; it has
added some novelty to it, in a context such as ours.
The video-recording has supplemented the audio-
recording done, and unlike the audio-recording, each
time one plays the tape back, one can see the pictures,
every movement, etc. In other words, we can repeat

the whole action over, and can check and cross-check
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for details. This, we cannot do with ordinary audio-
recording. This aspect of the study remains a
challenge to future investigators.

with the recording done, transcription was the
next thing to worry about. Especially with audio-
recording, one must make sure that full contextual
descriptions are made on the spot, and the transcrip-
tion of each tape done soon after the recording, if
possible on the same day, when the context is still
fresh in one's memory. Ideally, even the recording
requires at least two people to do, but certainly
the transcription, requires more than just the
investigator, who himself has to do it several times
over. One would be surprised how much detail is
left out the first time the transcription is done,
even the second time. In the present study twe
others checked the transcriptions of the tapes.
And fortunately with the video tapes, this would be
easier to check. The greatest problem with trans-
cription is that it is time-consuming and tedious.

Some situations lend themselves to better

recording results than others. A recording done in
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a nursery schocl class when the children are playing,
drawing, etc. could be noisy and the result poorer
than one done in a small room with only a few people,
The best recordings done for this study were those in
which the subject interacted only with the investiga-
tor or one or two people only. But for the notes the
investigator made on the spot, some recordings done
in the class would be incomprehensible. when she
discovered this, the investigator made fewer record-.
ings during class sessions. More recording was done
with the child at play with a few friends, or when
she interacted with only one or two people. However,
most of the recordings done were of the subject and
the investigator, a few other children, and one or
two other adults. There was only one in which the
subject's uncle-in-law was involved and only one or
two in which the aunt interacted fully with the
child. However, this was due to the fact that
initially, the intention was to study the child's
development in Bassange as well, and the aunt was

involved in that aspect, being the only Bassange-
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speaking adult who was always in the context. In
short, the recording should involve as many of the
people the subject normally interacts with as possible.
In this regard, one has to solicit the co-cperution

of such people and pre-arrange the meetings in this
present study, visits were done on different days,
hence it was not easy to pre-arrange meetings with
people who were also otherwise engaged in their
various duties. By and large, the data obtained were

considered authentic and completely natural.

8.2 summary

our aim in this study was to examine the subject's
acquisition of English negatives and interrogatives.
we were, in particular, interested to find out whether
or not the subject passed through similar developmental
stages as those found for L1 and other L2 acquirers.
We were also interested in knowing whether she adopted
the same or similar strategies as those L1 and other

L2 acquirers have been found to adopt. Furthermore,
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we wanted to know if there were any differences
between the subject and other L2 acquirers which may
be due to differences in the environment in which
they acquired English. Mana acquired English in a 12
context. We present below a summary of our findings.
A few other findings not specifically concerned with
developmental sequence are also discussed.

The subject of this present study was observed
to pass through three developmental stages in the
acquisition of negation: Stage I or the Pidgin
English Period; Stage II or the Early Standard
English Period; and Stage IIT or the Late Standard
English Period. The stages ran chronologically across
the Phases; Stage I covered the first six weeks of
the study (Oct. 1979-Dec. 1979), Stage IT covered
the rest of Phase One (Jan. 1980-May 1980), and
Stage III covered the whole of Phase Two (Oct. 1980~
Jan. 1981) (see section 5.2.6 for details).

stage I was characterised by the use of Pidgin
English forms in which the negators No and Lo_t were
used as free forms in declarative sentences, questions

and imperatives. A few indefinites were also acquired
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at this stage. Stage II ushered in forms which,
though not fully standard, were not fully Pidgin
either. During this stage, utterances in which the
subject appeared in the contracted form with the
operator Be were produced. Furthermore, unanalyzed
auxiliaries such as 'don't, 'can't featured. Some
more indefinites were also acquired. At Stage III,
there was further development syntactically towards
Standard English, although sometimes sentences were
not fully acceptable. Both unanalyzed and analyzed
auxiliaries were much used. The use of the indefi-
nites was further developed at this stage.

A major difference between the developmental
stages observed for the subject and those observed
for L1 and other L2 acquirers is that at gach of the
three stages, Mana produced utterances that were
representative of four of the stages observed for L1
acquirers (Klima and Bellugi-Klima 1971, Lindfors
1980). That is to say, at each of the stages, she
produccd

1) wutterances in which the negative element
appeared outside the sentence nucleus;
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2) ones in which the negative element was
inserted within the sentence;

3) negative imperatives and question negatives;
and

4) utterances in which the indefinites were
used.

In other words, she produced utterances representativ:
of all the stages except that of the acquisition of
negation spread. Thus, as Mana moved from the Pidgin
English stage to the Farly Standard English stage and
then to the Late Standard English stage, her develop=-
ment can be seen as a progression from Pidgin English
towards Standard English. The development observed
across the stages was in terms of both the quantity
and quality of the syntactic and semantic fcrms
acquired. The subject moved from pidgin English forms
to more standard ones, and from the use of unanalyzed
to that of analyzed forms of auxiliaries. Moreover,
she progressed from the use of the indefinites in
holophrastic or short pidgin sentences at stage I,

to the use of such words in long, complex utterances
at stage ITT. There was, therefore, a progression

from the simple pidgin forms to the more complex
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One might question the need for the continuation
of the study, since at the start of it, the subject
wag already able to produce utterances of the type
that L1 acquirers produced, albeit in non-standard
English. The answer to this would be that we had no
way of predicting this, short of pre-testing the
subject. It was assumed that since the subject was
just beginning to acquire Standard English, it would
be reasonable to expect that she would be at the same
stage of development as L1 acquirers or L2 acquirers
beginning to acquire the language. Moreover, since
other L2 acguirers had been found to pass through
roughly the same stages as L1 acquirers (e.g. Adams °
1974, Milon 1974), there did not seem to be any
reason for the subject to be different. However, as
it turned out, the subject was not a "true" beginner,
being already able to speak Pidgin English, in which
she was already able to express negation of some kind.
The situation in which Mana acquired English - one in
which she was exposed to some form of English,

although non-standard - seemed to have accounted for
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this difference betwecen Mana and other acquirers.
with regard to the acquisition of semantic

categories of negation, (See Section 5.2.4), Mana
produced utterances which fit into the five semantic
categories already identified by Bloom (1970) and
Belkin (1975), i.e. the categories of Nonexistence,
Rejection, Prohibition, Disappearance and Denial.
However, we have had to expand the scope of these
categories to reflect the greater cognitive maturity
(than that of the children studied by Bloom 1970)
exhibited by the subject. A sixth category -~ Unclas-
sified - was added to cater for utterances which did
not fit into the other five. No order was found in
the acquisition of semantic categories. However, in
terms of frequency of occurrence, the following order

of size was observed: Nonexistence, Denial, Rejection,

Prohibition, Disappearance and Unclassified. The
situations in which the utterances were produced, the
subject matter, and the syntactic structures involved
all seemed to have contributed to the difference in
the size of the categories.

The most frequent negators used by the subject
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were No and y_c_)_g; they were also the first to bhe
acquired. This is in keeping with what is found in the
language {(West 1953: Sections 5.2..1.2 and 5.2.2).
Our hypothesis that the subject would acquire these
two negators first, because of their frequency in the
language, was borne out. sSimilarly, 'Don't', which is
the most frequent combinatlon with Not in English, was
acquired early and used most frequently by Mana.

We now turn to the acquisition of interrogatives.
The subject passed through essentially the same deve-
lopmental stages in the acquisition of Yesg-No questions
as those observed for L1 and L2 acquirers. That is,
first the use of the super-imposed rising intonation,
then the emergence of operators in questions, and
finally, the acquisition of the inversion rule (section
5.3.3). We have also discussed the subject's acquisi~
tion of tag questions (Section 5.3.2.1), which have
never been considered in discussions of L1 and L2
acqulsition of Yes-No questions.

Regarding wh-questions, the subject passed through

basically the same stages as those observed for L1 and
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L2 acquirers (see section 5.3.3.2). But unlike L1
and many L2 acquirers, our subject had acquired the
transposition rule by the end of the study. In this
respect, the present study has gone a step further
than the L1 and L2 studies reviewed.

The order of acquisition of wh-words which was
observed for the subject of this study is similar to
that found for L1 and L2 acquirers. However, which
was not acquired at all, and whose was acquired later
than usual for L1 and L2 acquirers.

Differences in the acquisition of negatives and
interrogatives between the subject and other L2
acquirers, attributable to the environment in which
English was acquired, have also been found. Several
local languages and varieties of English were used in
the multilingual context in which our study was con-
ducted. Pidgin English and Hausa have influenced
Mana's acquisition of English as evidenced by the use
of local expressions and morphemes in her English
sentences. In particular, the Hausa tag 'ko' featured
prominently in her questions. There were also the

phenomenon of lect switching (Richards, 1979) and
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language mixing (Kirk-Greene, 1971), which are :onuor
features of the speech of users of English in this
environment. Similarly, Pidgin expressions as well
as expressions from Nigerian English had featured in
the subject's speech. She also produced utterances
whose structure reflected that of the local indige-
nous languages, for example, sentences in which the
object was deleted. This, we said, was probably duc
to language transfer.

Finally, we found the subject adopting strategirs
similar to those adopted by L1 and L2 acquirers
(chapter 6). Strategies common to the subject and
other acquirers include avoidance, repetition, simpli-
fication, imitation and the use of prefabricated
patterns and the creative construction hypothesis.
Like Fillmore's (1979) subjects, Mana adopted the
following three social and cognitive strategies:

1) Join the group and act as if you understand
what is going on, even if you don't;

2) Give the impression - with a few well-chosen
words - that you can speak the language;

3) Ccount on your friends for help.

In addition, she employed what we have labelled
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tculture~oriented strategies', e.g. language mixing,
and the use of local morphemes and Pidgin English

expressions in what seemed Standard English sentences.

8.3 Implications and Areas for
Further Research

We have listed and discussed a number of the
findings of this study. It now remains to examine the
implications of such findings and areas of further
research.

The similarities in the developmental stages in
the acquisition of negatives, and particularly inter-
rogatives, as well as the similarities in the strate-
gies observed above, seem to confirm the general
assumption that L1 and L2 acquisition processes are
similar. The observation had been made in Section 1.5
that since other L2 acquirers had been observed to
pass through basically the same developmental stages
as L1 acquirers the subject of this study would do

the same, since similar strategies are adopted by L1
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research in this area would provide answers to the
questions raised.

Furthermore, Mana's use of Pidgin English was not
always facilitative. In a number of instances, it had
interfered with the acquisition. what implications
would this have for L2 learning in this context,
where Pidgin English exists side by side with standard
English? Has Pidgin English been found to interfere
with L2 learning in our schools? The present study
had been conducted in an urban environment. would the
results have been different had it been done in a
rural area? Would children acquiring English in rural
areas use Pidgin English? FPurther research in this
area should throw more light on these questions, and
especially on the question of whether Pidgin English
is a developmental stage in the acquisition of English
by Nigerian children.

Hausa has influenced Mana's acquisition of English.
It would be revealing to investigate whether other
local languages influence the acquisition of English
by other children in the same way as Hausa has done

Mana's. The investigator's immediate reaction or




image881.jpeg
390.

acquisition of a L2. Purther resecarch is called for
in the ucquisition of L2's in other environments in
order toc throw more light on this influence. Further-
more, other studies to be conducted with other children
in this same environment would be worthwhile, for the
purposes of comparison with our findings. It is hoped
that our findings and the guestions we have raised in
this section would motivate other researchers suffi-

ciently to want to carry out such investigations.
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response to this is in the positive, but actual inves-
tigations need to be conducted involving other local
languages to determine this.

Another aspect worth investigating is the question
as to whether all children acquiring English as L2 ir
this context omit the object from their sentences.

We had suggested that this was interference from the
local languages (section 4.3.3, and 6.3). Is this
true of all languages in the context? Is it a ques-
tion of the languages, or is it that of individual
differences? Research in this area might lead to
interesting findings.

We noted (in Section 5.2.3) the frequency of
semantic categories in Mana's speech. Is this freque-
ncy representative of all children? Is it represen-
tative of all L2 acquirers in this environment? Is
it representative of L2 acquirers in the age range
35 years generally? Studies are required to throw
light on this, and particularly to investigate whether
these semantic categories arc universal. similarly,

research in the order of acquisition of the semantic
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cetegories by children in the ifrican context would
be worthwhile. If we studied african children acqui--
ring negation in their L1, would we come up with the
samc semantic catequrics as Bloom (1970) and Belkin
(1975) found? Would the order bo the same 2+ “hat
Bloom (1970) found for her subjects, i.¢. Nonexistence,
Rejection, and Denial?
and, of course, as we noted in Szction 1.4, other
areas that could be considered for rescarch in L2
acquisition by children in this context include the
phonological system, the semantic system, other syntactic
structures and envircpmental influcnce. This would
preve useful in 2 contuxt in which hardly anything has
been done in the arca of child language development.
Mana's development in the acquisition of negation
and interrogation provides a unicque insioht into the
process of language acquisition, particularly in an
environment such as this one. We see what influence
the environment (i.e. family backgbound, local languagces,

interactive patterns, etc.) can have on the child's
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acquisition of a L2. Further rescarch is called for
in the acquisition of LZ's in other environments in
order to throw more light on this influence. Further-
more, other studies to be conducted with other children
in this same environment would be worthwhile, for the
purposes of comparison with our findings. It is hoped
that our findings and the questions we have raised in
this sectinn would motivate other researchers suffi-

ciently to want to carry out such investigations.
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You didn't bring squash
today? What did you
bring?

(M to another child, who
is drinking squash)

Child: O«k. give me ovaltine.

Mz

Children: Give me rice,

M:

(showing her empty bowl
to R)

Mn?

You ate your shinkafa
allz

Mana, come heres
(M goes to R)

Now, if you want to
listen to me, you
sit down,

(M sits down)

93.

I'm not bring
squash/

ovaltine/ I go
and eat my rice/
I go and <.e/

you give me7
you give me?/

is not ovaltine/

my mummy say let
me not give everybody/

1 ate my 'shinkafa'
all/

I ate my shinkafa all/

yes/

I want to listen
to you/
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(M sees R's watch)
Is my mummy own/

R: Yes, your mummy has
one like this, doesntt

she?

M: (pointing to R's watch) she don't have a
this/ eee Mercy
own/

R: Mercy has one.

M mm - mm, dem take
Mercy own/

1l. (¥ telling a story., Most

of it incomprehensive) once upen a time,
I wont to go to/
tomorrow there is
no school/ Teacher
Mrs. O. tell me say
ees/ Mrs. 0. say
no school tomorrow
and Mrs, 0. going)
«ee I don(t) know
what is wrong with

them .../
12, M (thinking R is about
leaving) you're going?/
Kk: Ehn?
M: I say, you're goingy

#s  Not yet, Not yets

M: (pointing to the
other class) you want to go on
(i.e. to) that class?/
you want to go on
that class?/
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(T shows class the picture
of a policeman)

Mz

Ts
M:
Tz

(M sits down on the
floor)

Mana, get up!

(gets up)

(shows another picture)
Mana, who is this?

(After a few minutes,
T shows the Picture of
a watch)

And what is this?

Is that a clock?

Children: No,

Tz

What is itz

Children: Watch,

Tz
Mz

Ts

Watch

Very good.

(T explains the
difference between a
watch and a clock)

You see Teacherts OWne

Wherez

954

it's a police/ he
is weering a shoes/

I can't get Up e/

I can get up/

I don't know 1ty

a clock/

Teacher, iteg
a watch/

Yes, we see wrist
watch/
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14.

15.

on the gate?

Your mummy and your daddy
and your uncles and your
aunties put on wrist watches,

(pointing to R's watch)

ind where is your own
watch?

It's in the house/

Your mummy bought
something from the
market!

(showing R her box)

(T giving out paper to
children. M has not yet got
hers)

Mz
Tz

The teacher will call your
name and give ycu your
paper,

Your name is Manal

96.

on the gate/

yes/ It do keng,
keng! /

Auntie is wearing
wateh/

my own watch?/
on the house/

my mummy buy some-
thing on market/

she buy new box,
like this/

you will see me2/

my name is Mana/
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16.

17.

1.

M (talking with other children)

M (to R, who is leaving)

ke
Mz

Yese

97.

if they give me
injection, I just
laugh/

you're going heme?/

Bye-bye/

(Mana aged 50 months, 2 weeks)

(Children drawing and

colouring. R cnters the
class)

M:

R: Youtre drawing a car.

{4 boy is touching R's

radio-cassette)

(To another child)
(Child does so)

Child: Yes.

(T moves near M)

I said you should draw
a car for me, not that
you should draw anything/
(i child draws a car).

Teacher, I'm drawing
a car/

Dele, don't touch
it/

draw jaga jaga for
me/

you draw itfor mey

want to draw a
police station/
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2.

Mz

Rt

{laughing)} This is
your daddy's car, very
longt

(M draws something)

(To another child)
(Draws somethingelse)

(To a child who is locking
at her drawing)

Mana, how is Cici today?

She's there?
(M niuds)
Where?

She's at home,
(1 nods)

and how's Auntie?

She's at hame also.
Is Iya still here?

98,

let me see the
car/

Teacher, come and
see a tiger/

leave me alone/

See the egg/ see
the car(?)/ I will
draw egg now/
Everybody, see a
cax/

this is not a car/
it's a radio/ see
the hand?/ you
see the hand?/

Cici, she are there/

home/

at home/
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Rz

Rs:
R:
Mz

Cici is ejck?
(M nods)
Ciciz

Cici is sick agai

(touches scme par
her body)

She got a

A something. A b,
Is it a boil?

She got something

Hot water?

She burnt herself

n?

t of

cil?

there?

?

Oh dear, who was bathing
her when this happened?

You don't know wh
with her?

at happen

99.

Cici are sick/

yes/

yes/ she get a/

something/

yes/

Yes/she get something/
they burn hep/

she burn her/

yes/

I don't know what
happen with her/

Yes/she got a
fever/
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3.

R: To hcsp tal?

R: Who's your baby?

Rt Cici?

R: Shc got fever?

(M turns to another child
and pointing to R)

R:  Your sister?

R: Me?

(A child is touching R's
radio-cassctic)e

%3

M: (to a child who is
disturbing her)

(suddenly laughing)

(stands up and looks
across thce room)

(T tclls class to go and
wash their hands)

100.

she's taking my
baby to hobiti

0> spied//

yes/

Cici./

yes/

this is my sister/

Mm./

don't touch it/
don't touch it/

leave me alone/

oh, is my friend/
is my friend/

I sce Charles/

I'm going to
wash my hand/
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4o

(At break time)
Child: You bring rice?

Mz

M:

(showing the banana)

(To R)

You've got a banana?

How many do you have?

Tene Very good. 0.K.
eat your food,.

(showing R a food item)

(to another child)

You'll cat her flask?

Why don't you eat your
own?




