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Bilingualism is a singular noun for a plural expenice.

Thank you to Andy Arleo for his advice and guidance
Thank you to Amina Mettouchi for her participation.
Un grand merci a Eric pour toute son aide et sopse
Three enormous thank-yous to my three little gupiga:

so cuddly and so amazingly clever.
This is for you.

* Baker and Jones 1998:95

N°2, 2011



MAPNI
ESL
CDS

Gp

(3;6)

(italics)

[square brackets]
(???)

underlined

“How Does Musical, Audio-Visual, Poetic and Narvatinput
Help Children Acquire Language”
Sous la direction de Mr. Andy ARLEO
Mémoire de recherche — 2009
Catrin BELLAY
Université de Nantes

Abbreviations

Musical, Audio-visual, Poetic, and Narraiinput
English as a Second Language
Child Directed Speech
example taken from the transcription of a®o recording
example taken from Notes in language diaries
initial referring to the subject Loic
initial referring to the subject Meriel
initial referring to the subject Owen
initial referring to the mother of the subgdtatrin
initial referring to the father of the subgdEric
initials referring to the maternal Grandfatbethe subjects
age of child at time of example in yeand anonths
explanations of the context of an example
supposed word intended
unclear speech
code-mixed words or phrases, e.g. in L2 withirLantterance.
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INTRODUCTION
Aims

While bringing up my three young children, | am gfahg them learn to relate to the world around
them and | am able to observe the réle of langimtfee construction of that essential relationship

| have noticed that children’'s songs, televisioogpgmmes and films for children, rhymes, and
stories play a significant role in this process] awant to understand more clearly what that iéle

| will categorise these sources of input in thddieing way: songs will be referred to as musical
input; children's television programmes and filingJuding those made with human presenters and
actors, as well as animation, will be referred soaadio-visual input, in this way distinguishing
them from 'television' as viewing equipment, anel whde variety of adult audio-visual media that
is broadcast on it; poetic input refers to rhynmssgsh as nursery rhymes, but can also refer to the
rhyming elements in songs and narratives; narratipat refers to stories for children, with some
overlap into poetic input, since many children'sriss are rhyming narratives. | will use the
acronym MAPNI to refer to this Musical, Audio-viduRoetic, and Narrative Input.

My attention was initially drawn to examples of ttialdren re-using, in everyday communication,
phrases they had heard in MAPNI. | wondered why tiwere doing this and started by asking
myself what was so special about these phraseshantbxts and contexts that they came from. |
also wondered about the way children acquire lagguwand what the examples | had noticed could
tell me about the acquisition process. Since midodm are being brought up to be bilingual, | also
wanted to understand how they were learning torosgaand use their two languages, and | hoped
that the study of their use of language from MARMULUId further that understanding. Another
aspect of their linguistic behaviour was broughtny attention, that is the development of
translation competence. | noticed the childremgyo translate songs and stories, and | wondered
how they were learning to do this. The followingdy is an attempt to achieve understanding from
observations, and results in more questioning alibat phenomenon of bilingual language
acquisition.

The starting point of this study is the observatairthe simultaneous acquisition of French and
English by three young bilingual children. Follogion from the subject of my Masters 1, ‘The
Language Choice of a Bilingual Child’, this papgrai continuation of my study of French-English
bilingual child language. By examining extractsnfra transcribed audio and filmed corpus of the
language of my own children, plus diary-style natésheir language comprehension and usage, |
will try to answer some of the questions raised by observation of the bilingual language
acquisition process. My position as parent andareber has both advantages and disadvantages. It
Is possible that the children are aware of my ketrest in their language development. Although |
try to be discreet, they may notice me writing datvimgs they have just done or said. Indeed, |
sometimes ask them to say it again or help me révaewr understand what a sibling said. They

1 Since | am both observer and participant, | saiinetimes refer to my own experiences and
thoughts in the first person singular. | will uke first person plural the rest of the time.
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sometimes hear me talking to people about themduhblism, their use of language, and the study |
am doing. Perhaps this effects their awarenesseaf two languages and the use they make of
them. But it is not uncommon for other parents l&o &eep language diaries or notes of their
children'’s first words and funny phrases, and ltddamily and friends about the adorable thing thei
little one said the other day. Maybe | am influehd®gy my study to elicit particular uses of
language, or maybe | am just a mum who enjoysimgadinging and having word-play fun with
her children, who also enjoy doing these thingsereithe concept of scaffolding associated with
Wgotsky is relevant to our discussion. As a pareram using conscious language learning
strategies to effect the outcome of a situation reHalingualism might not occur naturally. (I
discuss this further in the section on the rolenptit in bilingual acquisition.)

I may not be a hundred per cent impartial but hdt a privileged position for observation which
outweighs the potential disadvantages of immediat®olvement. A researcher studying the
language of children she sees once a week will balye access to a very limited sample of their
language comprehension and usage. | am able taipick and note (mentally or on paper) any act
or utterance relevant to my study that may occuangttime of day (or night) that they are in my
care. As Snow states, 'it is clearly the childtaltexperience, not the possibly somewhat unnatural
interaction during [an hour's] observation, that weuld like to capture for descriptive and
predictive purposes' (Snow 1995:192). My presefsg® @nables me to carry out an analysis of the
data with 'rich interpretation’. In other wordsnh able to use contextual cues to fill in the $tmad
elements that may be missing in a child's utteraawee to give a more precise interpretation ofrthei
intended meaning (Harris 1990:32). | also havetaitbd knowledge of their experience with the
world around them, with other people, and with MARNat they come into contact with. | often
wonder if | can correctly observe a scene in whipkay a major role, but | also believe that a case
study of this kind has something to offer. Langu&égea social phenomenon but it is also a very
individual affair. We each have our own unique edpee of the world and our own way of
understanding and expressing that experience. tib ise hoped that the accumulation of many
individual case studies will contribute to a largad more generalised understanding.

Hypotheses

The children are learning two languages in a magolkal community. As they are so young, | have
detailed knowledge of the various sources whiclvigdethem with input in their second language,
(L2). This knowledge enables me to identify theywlzey re-use this input in their own language
production. | will examine the following hypothesdsawn from my observations:

1.a) Alotofthe L2 input they re-use comesf musical, audio-visual, poetic, and
narrative sources. It is possible, then, to ssgtt these sources play an important
role in the children's acquisition of L2.

b) Much of the re-used L2 input from MAPNI igfioulaic. It is possible that there is
something about the formulaic nature of this ingpat gives it an important role in
the language acquisition process.
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Translation is a key element of bilingual langudgdaviour and the children are learning how to
translate
2.a) Learning how to translate MAPNI contributieshe children’s acquisition of
translation competence.
b) Formulaic language helps the children to fetasstories.

Methodology

The structure of the paper is built around the hlypses. In Part One, we will first look at the
process of bilingual language acquisition, inclgdimlefinitions of bilingualism, and the
particularities of bilingual children. We will thetsiscuss the role of input in language acquisition,
before going on to investigate the role of MAPNI timat process. Extracts from the corpus
presenting evidence of the re-use of input fronséhsources will be analysed. We will examine the
notion of formulaic language, as it is presented\lgon Wray (2002 and 2008) and the presence of
formulaic language in MAPNI. We will then identifiprmulaic language in extracts from the
corpus, with particular emphasis on formulaic laaggi from MAPNI. In Part Two we will define
translation and interpreting before looking at skéls required for both. We will then examine the
acquisition of translation competence by childfeipwed by an analysis of translation in extracts
from the corpus. The specifics of narrative tratish will be discussed, followed by an analysis of
narrative translation in extracts from the corpkmally, we will identify formulaic language in
corpus extracts of narrative translation carrietl muthe children. In the conclusion, we will re-
examine the hypotheses in the light of our analg$ithe corpus. Several suggestions for further
research related to our discussion will be presentige acquisition of bilingual narrative and
translation competence, the fine line between lating and code-switching, and the acquisition of
culture through MAPNI.

The subject of this paper falls within the scopeseveral linguistic sub-fields. We will draw on
work done in the fields of first language, secoadgluage, and bilingual acquisition studies (Baker
2006, Clarke 1978, Dalgalian 2000, de Houwer 199&mers and Blanc 1989, J. Harris 1990,
Krashen and Terrell 2000). Studies relating to muppetry, narrative, and the media are also
relevant (Bettleheim 1977, Hargreaves 1996, Si2@éxl). Work carried out on the acquisition of
translation competence, from the field of transkatstudies, will be referred to (B. Harris 1980, B.
Harris and Sherwood 1978, Toury 1995). Alison Waa2002, 2008) and Wray and Namba's
(2003) work on formulaic language will provide tihemework for the identification and analysis of
formulas in the corpus. By collecting and analyding data with reference to contextual cues and
the subjects socio-linguistic situation and backgih | am naturally taking a semantic approach to
language description and analysis. Intuitively, @asda result of my observations, | agree with
Bloom's (1973) idea 'that, for young children, laage structure is subordinate to the child's effort
to communicate.' (Harris 1990:31) Indeed, Bloonssesvation of the way young children use the
same simple phrase to communicate different meanangd that these meanings can be inferred by
'taking into account the physical and social contathin which the utterance occurrei¢:32), is
confirmed by my own observation of the same phemume In accordance with this 'rich
interpretation’ approach, almost all corpus exsrace provided with an explanation of the context
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in which they occurred. This form of interpretatigrparticularly necessary to the study of language
transferred from input to output, since | attemptidentify the sources of certain phrases and
language uses and the reasons why the childreseréiem in the way they do.

Description of the case study
The subjects and their linguistic context

This paper is based on a corpus documenting tivegbdl acquisition of my own three children.
During the study Owen was aged 0;8- 2;6 Meriel280 and Loic 4;5 —6;2. Some examples are
taken from diary entries dating from before theiqueof the present study. The ages of the children
have enabled me to explore different stages ofuagg acquisition while dealing with a common
theme.

The children were born and live in France. Theyeha French father and a Welsh mother. In our
home we operate on a one-person-one-language basise | always speak to the children in
English and their father always speaks to themrémé&h, and this regardless of who is in the home
with us. Whenever they are outside of the homentinue to use English almost all the time. Some
exceptions to this rule do exist. My husband asdnhetimes use the other language; in my case this
can occur when other speakers present conversri@thrthe child and | continue to do so in order
to avoid conversational breakdown, and when comgris French with others | sometimes forget
to switch to English when addressing the child(rdmgeir father has adopted a few English words
and sometimes adapts them to French conjugati@s.ridor example, he might say, “arrétes de
whinger’ or “mets ton_bif. He sometimes uses English to make them laugft tiods his father’s
accent funny and loves to hear him saying nonseniaglish. All other professional care-givers,
child-minders, nursery or school teachers, balgysittspeak to the children in French. Their
grandparents and other family members use their languages respectively. The children have a
French Aunt on the Welsh side of the family, whobiinging up her son as a French-English
bilingual in Wales, and who speaks to them in Fnefilhey have an English Uncle on the French
side of the family who speaks to them in Englishy Mther sometimes uses Welsh with the
children to say hello, goodnight, and some term&mdearment and when reading from Welsh
language children’s books, of which we have thiidee children have spent holidays in Wales on
average twice a year, at some periods more frelyuémiglish speaking friends and relatives also
visit us in our home in France. We are in regulamtact with some English speaking friends of
various nationalities, some of whom have childiedhpf whom talk to their children, and mine, in
English. A detailed list of the children’s contadth their two languages is provided in appendix 1

Description of the corpus

The corpus consists of audio and video recordirigseochildren at play, during story-telling, song
and rhyme singing, while watching television, andinlg everyday activities, such as meal-times.
Any recorded sequences which may add to our uradetistg of the way the children use language
from rhymes, songs, stories and television in tbemmunication and acquisition of language, are
transcribed. For example, an extract which showescthildren taking a line of text from a story,
song or television programme and using it in evayydonversation, or playing with it by putting it
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to a tune. Some video recordings were made witlptinpose of adding to the corpus examples of a
particular relevance to the questions under disacasEor example, the recording of Meriel reading
the story “Toutes Les Couleurs” was made in orderabhalyse her narrative and translation
competence. The recording of Meriel, Owen, andatfiygatching 'Sleeping Beauty 2' was made in
order to analyse our communication while watchinfjira together. The recording of Owen and
myself reading the magnetic letters 'First Wordsil) was made for the same reason.

The language diaries | have been keeping for ehtifteahildren are most valuable since | can note
any interesting examples of language use or uratetstg. It is not always possible to note
language at the moment it is produced, and sonmsein transcription are possible due to the
varying delays between hearing something and badtgyto write it down. Generally, if | could no
longer recall what had been said with accuracypuildl omit it from the diary or make a general
comment rather than attempt to produce an apprdxdmaOn occasion, | found myself witnessing
an interesting exchange or monologue, but did agehmy recording equipment at hand. At these
moments | have sometimes written down what thedotrl were saying as they were saying it, in
the manner of an on the spot transcription. Itripossible to note down everything the children
say, of course, and | do not intend to analysett®ir language production. Rather, | have
considered relevant those examples which reflexiahguage found in rhymes, songs, stories and
television to which they are exposed, and contehlot the discussion of the link between these
sources of input and the children's language dewedmt. Some corpus examples are also relevant
to the discussion of the acquisition of translattompetence and the role of formulaic language in
acquisition and translation.

Methodology of transcription and analysis

Through trial and error, | have devised my own &ysbf transcription. Since | am focusing on the
re-use of words and phrases, and not on phonologsgeects, | have not attempted to transcribe
intonation. | have preferred to provide approxinqa@nunciations for mispronounced words, rather
than use the phonetic alphabet, which | feel igramecessary detail here.

Video recordings are preceded by the initial Vaoare brackets.

Notes from the language diaries are preceded biiied N in square brackets.

The name of the child is either written in fullr@presented by his/her initial.

The initial C refers to Catrin, the children's math

The initial E refers to Eric, the children's father

The initials Gm refer to their maternal grandmother

The initials Gp refer to their maternal grandfather

Explanations of the context are given in italicsannd brackets.

The actual or supposed word intended, but incdgr@cbnounced, is given in square brackets.
Question marks in round brackets refer to unclpaesh.

Code-mixed words or parts of sentences are digshgd from the language of the rest of the
sentence by underlining. This method applies onlyiw the speech of individual speakers and
does not illustrate cross-speaker code-switching.
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PART ONE

Musical, Audio-visual, Poetic, and Narrative Inputin Language Acquisition
Introduction

This paper is concerned with the simultaneous adgqn of two languages by three bilingual
children. We need to begin, therefore with a fldiscussion of bilingualism, bilingual acquisition
and the bilingual child. Since we will be analygihe role of several sources of language input, we
must also take a general look at the question@frdke of input in the acquisition process, before
discussing each type of input that will then bentdfeed and analysed in the corpus.

1.1 Bilingualism and Bilingual Acquisition

Hypothesis 1: The children are learning two langsaig a monolingual community. It is therefore
possible to identify the sources of the L2 languiaget they are using to acquire L2 competence.

Definitions and descriptions of bilingualism

The term 'bilingualism' has been defined in varivags by many different scholars, yet a generally
accepted definition remains elusive. Definitiontenfreflect the approach or bias of the study in
which they appear, focusing more on cognitive aisp@®c more on pragmatic aspects, for example.
Weinreich’s definition of bilingualism as ‘the pta® of alternately using two languages...and the
person involved, bilingual’(1968:1) is mirrored Wjlliam Mackey’s ‘alternate use of two or more
languages by the same individual' (Mackey 1970:58B)1 Francois Grosjean’s ‘functional’
definition of bilingualism as ‘the regular use wfa languages’ (Grosjean 1982:230). Weinriech and
Grosjean both go on to look at the complexity dingualism in detail, as do George Saunders
(1988), Charlotte Hoffmann (1991), Josiane F. Ham&rMichel H.A. Blanc (1989). Such a
definition seems over simplistic, at first. Howevater extensive analysis of the issues invoived
describing bilingualism, the more simple and stitfiyward definitions seem preferable. This is
because the phenomenon is such a complex onegypg of bilingualism so various, the methods
of measurement so unsatisfactory, the perspeatifveach researcher often so different. It is surel
better to have a general definition into which @aa fit the many types of bilingual that exist,
rather than a detailed and specific definition whmay exclude many people who live with two
languages in different ways. A definition of thdirfgual as ‘a person who knows two languages
with approximately the same degree of perfectionuagingual speakers of those languages’
(Christopherson 1948:4) expresses what Hoffmaneldal ‘perfectionist omaximalist view’
(Hoffmann 1991:21). Saunders argues that such @iti@i can only refer to an ideal of
bilingualism which is rarely attained. tiaximalistdefinitions are unsatisfactory because unrealistic
and therefore too restrictive, so argnimalist definitions, according to which one needs only a
minimal degree of competence in the other languagebroad. Hoffmann cites Haugen (1953:7) as
seeing the beginning of bilingualism as “the poittere a speaker can first produce complete
meaningful utterances in the other language” (Hafim1991:22).
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Competence is a frequently cited factor in defom# and descriptions of bilingualism. It is not
difficult to see why competence, fluency, or praiccy hold an important place in definitions of
language use. The ability tessea language often implies using it well. Many peolgdarn one or
two foreign languages at school, but not many waadsider themselves bilingual as a result. It
follows then, that for most people, a minimal exgece of another language does not constitute a
bilingual state. Many of the definitions offered linguists have a similar preference for perfactio
Grosjean (1982:231-232), George Saunders (198hd)Charlotte Hoffmann (1991:15) all provide
us with Leonard Bloomfield’s (1933) competence baskefinition of bilingualism as having
“native-like control of two languages”. Saundersl darosjean also refer to Christopher Thiéry's
(1976) definition of a “true” bilingual as ‘someoméno would at all times be taken for a native by
native speakers of both languagabid). The definition seems riddled with complicatio$he
competence of a native speaker can vary accordiage, education, region, and other sociological
factors. A four-year-old child growing up in thaiBlin suburbs may have a weaker command of
Standard English than a university lecturer in Lamdbut we would not doubt the status of the
four-year-old as a native speaker of English. fitamy varieties of English spoken throughout the
world, some with very different syntactic rulesyv&e to complicate our native-speaker based
definition. A native speaker may speak her languageerfectly and less competently than a non-
native speaker of the same language. To what gxtean, can we refer to the native speaker as a
measure of competence? (Peterson-Bellay 2002:13)

The term 'balanced bilingual' refers to a persomw wghequally competent in both languages. In
reality, however, most bilinguals will often havarying competence in their two languages, with
one language being 'dominant’ and the other 'weakez term ‘dominance configuration' refers to
the complex relationship between a bilingual's tarmguages depending on different domains and
contexts of use. For example, a bilingual may feere at ease, and have more appropriate
vocabulary at his disposal, discussing technicater®in one language and emotional matters in
the other (Weinreich 1968:79-80). The dominangleage may not be the one learned first and may
change throughout a bilingual's life as a resultldnging contexts. Bilinguals also often have a
‘preferred’ language, perhaps with a greater emaltigalue, which may not be a reflection of
competence in that language.

Linguists seem to agree that definitions that diotake into account the importance of the domains,
or contexts, and functions of language use caruilgt describe the bilingual phenomenon. Joshua
A. Fishman outlines the work of various linguistghmegards to the possible categorisation of
these domains, and comments that they all invadweinterpretation of the factors of the speech
event in terms of motive or purpose’ (Fishman 18&41: Among the domains he mentions,
(proposed by Schmidt-Rohr and Mackey), are the lf@dh@me, the school, the street/community,
the church, and the media/the press. Domains cam k& formulated at a psychological level,
concerning role relations such as those betweensadamd and wife, a pupil and teacher, etc.
Mackey (1968) differentiatesxternal functionghome, community...) fronmternal functionssuch

as internal speech (dreaming, cursing.ci) Grosjean 1982:236-7). As Hoffmann points out,t'jus
as we have to accept linguistic proficiency as dbing variable and unstable, we must
acknowledge the existence of varying degrees o€tiomal bilingualism’ (Hoffmann 1991:24).
This means that the idea of a continuuniuwictional bilingualism can also be applied. A bilingual
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may be more proficient in certain domains, at dagyout certain functions, in one language than
the other, and this language may change accorditigetdomain or function concerned.

The relationship between a bilingual’s two langusagan be expressed in several ways. The
distinction between L1 and L2 can relate to the ag@ order of acquisition, where L1 is the first
language learned in infancy and L2 is learned latechildhood or adulthood). LA and LB can be
used to refer to two languages learned simultagonsnfancy. However, these labels may be
purely practical, in order to distinguish betweetw tanguages, and make no reference to the order
or context of acquisition. The dominant languageissally placed first in a description such as
English-French bilingual. In this study, | use tabels L1 for French and L2 for English. This is
because, even though the children are acquiring lboguages simultaneously, and English is their
'mother tongue', French is the language of the madenmunity. The omnipresence of French
becomes even more influential when the childreanatidaycare and school, resulting, inevitably, in
a position of dominance. The children's Frenchd@agg domains are more widespread than their
English-language ones, which are limited to theiffaihhome, maternal, and sometimes sibling,
contexts of interaction. In the context of thisdstul propose that Musical, Audio-visual, Poetiegda
Narrative Input constitutes an important additiothainain of language use for the children.

The notion of domains or functions of a bilingudbsnguage use is applicable to community
bilingualism, (official, frontier, or immigrant) aswell as individual bilingualism. Official
bilingualism is usually fostered by the state tlgioilingual education programmes as in Wales,
Catalonia, and Canada. Communities living near ggadgcal and linguistic frontiers may benefit
from more widespread bilingual education than elsaw. The bilingualism of immigrants is
sometimes reinforced through school and / or comiyealucation. Such programmes often lead to
bilingual language use within clearly defined domboundaries, for example LA at home and in
the playground, LB in the classroom. The study emmunity or societal bilingualism cannot
ignore the individual experience, just as the imlial must always be studied with the wider
context in mind, particularly if the analysis oftdas context-related. Each individual, whether
living in a monolingual or a bilingual community subject to societal forces, and will present a
unique balance or dominance configuration with reég& both linguistic and functional
competence. No two individuals, even within the sdamily, experience bilingualism in the same
way. (Peterson-Bellay 2002:19-20)

The bilingual child

Children can become bilingual, seemingly withouhsmous effort, if they are exposed to two
languages from an early age. Perhaps as a redhispf line is often drawn between natural, child
bilingualism and ‘true’ bilingualism, in accordanegth the assumption that children make better
bilinguals than adults. However, this remains éademonstrated with solid scientific proof. While
we can point to differences between first (monalaigor bilingual) language acquisition and later
language learning, there is no evidence that oselteein a ‘better’ bilingualism than the other.
Children may have an innate aptitude for languagening, but the adult learner has access to
learning strategies and analytical abilities thrat @navailable to the child. Added to this is thet

that one can learn a second language as a chijcharadresult, be better equipped to learn a trird
fourth language later on. Furthermore, it is peshapnistake to assume that such a thing as the true
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or perfect bilingual exists.

The different ages and contexts of acquisitionradther language can result in different kinds of
bilingualism, and various terms are employed téimgsiish them. The first distinction, concerning
the age of acquisition of a second language, is the difiee betweerarly bilingualism andate
bilingualism. Within early bilingualism we can digguish betweennfant bilingualism, usually
considered to occur before the age of three,dnid bilingualism. The ternadult bilingualism is
used to describe the acquisition of a second lagguter puberty. The acquisition of a second
language may take place in differeointextsWe can describe asnatural or primary bilingual the
infant or child who acquires two languages from speakers around her in an unstructured way
(Houston 1972). Asecondarybilingual, on the other hand, acquires her sedanduage through
systematic or structured instruction. (Hoffmann 1:98-19). A distinction can be drawn between
children regularly exposed to two languages fromthbiwho acquire their two languages
simultaneously, and those exposed to one language lhirth and the other(s) several years later,
thus acquiring their languages in a successivadasiDe Houwer proposes the term ‘bilingual first
language acquisition’ to describe situations inclha child is exposed to two languages on a
regular basis and from the first week of life ondgr(De Houwer 1990:3). The age and order of
acquisition of a child’s two languages is seen &c#or in the type of bilingualism acquired and th
acquisition process involved. The children in teisidy could be classified as natural, infant,
bilinguals, acquiring their two languages in a eomtof bilingual first language acquisition. Their
parents could be classified as secondary, aduiigbils, each with a different competence and
functional balance configuration.

The role of input in bilingual acquisition

As | began to notice the children's use of languhgg had heard in MAPNI, the first question |
asked myself was “What is the link between inpud anquisition?” The role of input in language
acquisition, although difficult to quantify, is retheless undeniable; it is a key issue in acqoisit
studies in general, and for this paper in particde must look at the nature of different kinds of
input and their relative influence, first in retati to language acquisition in general, and then in
relation to bilingual acquisition in particular. Asconstitutes an important part of the language
input to which children are exposed, the naturehold directed speech (CDS) needs to be closely
examined and taken into consideration. It is exélgndifficult to measure with precision the exact
influence of different sources of language inputlo® acquisition of a language, as can be seen by
the lack of correlation in the results of sevetadges that looked for links between the nature of
CDS and children’s language development, (Gallav&ichards 1994). According to Snow, much
research was carried out on the nature of childctidd speech (CDS) in reaction to Chomsky's
(1965) contention that 'input was ill-formed, ineoént, and complex' so 'the poverty of the input
had to be compensated for by the innate structueelable to the language learner' (Snow
1995:180). Those studies supported the notion'thatspeech directed to young children (child
directed speech, CDS), whether by adults or old#ings, differs from speech among peers on a
variety of dimensions. It is syntactically simplempre limited in vocabulary and in propositional
complexity, more correct, and more fluent...suchegh can be seen as a simpler, cleaner corpus
from which to learn a language' (Snow 1995:180)felbent features of CDS are conducive to
acquisition at different ages and in different eoms.
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Krashen and Terrell point to the importance of whiay term ‘aretaker speech which 'is
motivated by the caretaker's desire to be undelst@aretaker speech is structurally simpler than
the language adults use with each other...it aggedoe roughly tuned to the linguistic level o th
child." (Krashen & Terrell 2000:34). While both etaker speech and CDS are 'constrained to the
here-and-now and related to the child's focus t@hé&bn or ongoing activity...a high proportion of
at least some mothers' CDS redirects childrensntadin and activity, introduces non-present
referents, and in other ways seems to complicadabk of language learning' (Snow 1990:180-
181). What Snow refers to as complicating languagening, Krashen and Terrell identify as the
natural process by which 'caretaker speech tendgetomore complex as the child grows in
linguistic maturity....As the children grow in liagtic competence, the input becomes more
displaced in time and space...the caretaker previle extra-linguistic support, or context that
helps the children understand language that mdia bigtle bit beyond them” (Krashen & Terrell
2000:34). Although Krashen and Terrell maintairt tharetakers modify their language in order to
communicate, not in order to teach languagleid), their idea of presenting children with
knowledge that is just a little bit beyond themhaes Wgotsky's notion of 'scaffolding' in which
learning is a metaphorical building up process,r@heew knowledge is built onto already acquired
knowledge. Parents and caregivers are well placedtnbw the nature of a child's existing
knowledge and then add to it, little by little, lding upon what children already know.
Interestingly, Krashen and Terrell refer to caretagpeech being 'roughly tuned to the linguistic
level of the child'ipid), whereas Snow discusses in detail the notiofingftuning' in CDS. Despite
this difference, both seem to point to the fact e relationship between the input complexitg an
the child's developing competence is not perfext'ia difficult to measure or confirm.

Asher adds a physical dimension to the notion ofSCDr caretaker speech, with his notion of
“language body communication” (Asher 1984:1-25) ahhihe also calls “language body
interaction” (bid:1-34) and “language body conversationbid:3-71). In his second language
teaching method known as Total Physical ResponskelAclaims validity for the use of body
movement in second language acquisition by refgrtim the primary role in first language
acquisition of such interaction. His theory is tbhtldren acquire language thanks to the thousands
of language-body conversations they share withr taegivers. ‘Language-body conversations are
the first and the most primary means of commurocativith the infant in the continual day after
day transactions that number in the thousands. gbemm“Stand up...Sit down...Come here...Walk
to Daddy...don't spit on your shirt...Let's go #oride in the car..."ilpid:3-71). According to Asher,
caregivers use a lot of imperatives and languagehni a direct reflection of the activity taking
place and being shared by the caregiver and thd. dHe states, 'the child's physical response
signals understanding, which makes these transactiae conversationsb{d:6-2). For Asher, it is
the relationship between physical action and thedevased to describe the action as it is taking
place which makes these exchanges a relevant sotineput for children. Further support for the
primacy of physical movement in learning comes fi@iaget's belief that children can learn about
natural numbers by real physical activity, abstracihumber patterns from movements such as
picking up, putting down, moving and using objecisid:3-90). Asher also points to the relative
ease with which children will pick up the languaafeer moving to a new country, compared with
their parents' laborious efforts. He identifies thiay children learn by participating in play, by
receiving and acting upon commands from playmadssbheing the crucial factor differentiating
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their learning experience from the classroom-basedadult conversation, experience of their
parents.

Snow points to children's ability to become biliagor trilingual as evidence that 'most children
clearly receive more input than is strictly necegda support normal language acquisition, as
shown by the fact that input can be distributedrdwe or three languages', (Snow 1995:187). In
the case of bilingual acquisition, the importantEéput is also related to the balance and natfire o
input in each language. According to de Houwer, wilooking at the role of input, the study of
bilingual acquisition has advantages over the safdyonolingual acquisition, 'because the input to
monolingual children may be more homogeneous -emparison with a bilingual input condition it
certainly is much less varied — the precise natdirés influence is much less obvious and can be
easily overlooked (de Houwer 1995:221). The impuar¢éaof input in bilingual acquisition, she
argues, can in turn raise questions concerningisitign in general. 'The exact role played by the
amount of input in a bilingual child's language elepment remains unknown', states de Houwer,
and this is perhaps because most explanation dfiingual acquisition process neglect the role of
input, which she identifies as 'a major gap infietl' (ibid:249). De Houwer also emphasises the
importance of taking into account the detailed apdcific input situation of the bilingual child
being studied when explaining the child's lingaigiroductionsibid:249). This statement supports
a belief in the direct relationship between theureatand amount of input in each language and the
nature of the bilingual child's language productiarbelief which forms a basic assumption of the
present study.

Although, as stated earlier, the study of the imlial must take into account the wider, social
context, de Houwer believes we must concentratdanguage use within the bilingual child's
‘individual social network' in order to 'determimeput patterns, rather than the dominance
configuration in the community at large that theldts family happens to live in'jid:224). By
this, she not only means we must look at the diffelcontexts and personal relationships within
which the child comes into context with each largygwho speaks to the child, in which language,
where, how often, for how long, in which contexaad so on), but we must also take into account
the precise bilingual language use of each perdom speaks to the child. In this way, 'an input
continuum can be envisaged with one extreme endacteised by the total separation of two
languages by person, and the other by the totd tdcseparation of the two languages by
person....most actual input conditions will, of sy fall somewhere in between the two endpoints
of the continuum'ibid:225). As | demonstrated in my 2002 paper 'The uagg Choice of a
Bilingual Child', even when parents claim to beaeg only one language with the child, upon
careful examination, this may prove to not actudley the case. De Houwer refers to work by
Idiazabul (1984) and Goodz et al (1988) which atemntify the reality of such a parental input
situation (bid). It is important to carefully examine the sepanaiss of the input when considering a
possible link between parental language stratemielsbilingual child production. The one-person-
one-language strategy, which de Houwer refers tahas“one person / one language input
condition” and Clyne (1987) calls “the interlocutprinciple”, is frequently identified in the
literature as being the best strategy to employrder to encourage language differentiation and to
achieve balanced bilingualism (de Houwer cites Baid Yu (1980), and Kielhtfer and Jonekeit
(1983), see also Grosjean (1982), Hoffman (1991d,Beaker (2006)).
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It has been assumed that separate contexts ofs#amui (for example, the parents adhere to the
one-person-one-language principle, or one languadearnt in one country and the other in a
different country), will help children tdifferentiate their two languages. Language diffiiéiegion

can refer to the child’s ability to distinguish Herm languages, and to use each language separately
from the other, that is, not in mixed utterancé&se other interpretation of language differentiatio

is the way in which even very young children seenkriow which language to use according to
their situation and interlocutor. This is a moragmatic approach to bilingual competence whereby
it is not only the phonological and morpho-syntaatevelopment that is of interest but also the
ability to function in various monolingual or bignal contexts. The development of a
metalinguistic awareness that each language iparae system might coincide with more general
cognitive development involving aspects of pragmatnsitivity regarding interlocutor, situation
and topic. Both interpretations arguably referite same phenomenon, since it has been proposed
that the one-person-one-language parental strategiributes to the bilingual child's ability to
differentiate her two languages both pragmaticatigl structurally (Baker 2006:99).

Parents can attempt to control the linguistic ingheir children receive, and thereby directly
“guide” the children towards a balanced and sepdbdingualism. The one-person-one-language
strategy entails each parent using a different Uagg when with the child, usually, but not
necessarily, their native language so that commatioic is as natural as possible. Some parents
decide to use exclusively the minority languagehe home and to delay the introduction of a
second language until after the first is well elssaled. If the second language is also the mgjorit
language of the community, the child will probablyme into contact with it anyway. The parents
may decide to introduce the community languagéénhome before the child starts school in order
to facilitate the transition to school life. Itassumed (for example, by Hoffmann) that with the-on
person-one-language strategy, the child uses tls®pas a reference point for language behaviour,
thus avoiding confusion and disorder. Hoffmann &rsjean both give examples of children
becoming upset or angry if parents do not striatlhere to the one-person-one-language principle,
which may indicate the impact of such a strategyht@nway the child learns to organise her two
languages. Inversely, parental reactions to thhild's 'wrong' choice of language or mixing
languages, can also influence the bilingual actjorsprocess.

Vedder, Kook, and Muysken (1996) point to a relaitip between the extent and nature of the
mother’s use of the minority language (in this cRapiamento) and the child’s proficiency in that
language. They state, ‘the fact that the mothess’ of Papiamento correlated with the children’s
active knowledge of Papiamento vocabulary suggtsts the mothers were either adaptive or
effective agents in the children’s Papiamento preficy’ (Vedder, Kook & Muysken, 1996: 473).
(Peterson-Bellay 2002:26). Also assuming a linkMeein input and proficiency, Saunders states that
‘most bilingual children simply do not have equapesure to both their languages, so that usually
one language will be “weaker” in some way’' (Sausd&®88:24). Hoffmann holds a similar
opinion, linking proficiency to exposure and cortex use: ‘True ambilingual speakers are very
rare creatures. Who ever has identical linguistiput and output in both languages? And who
would habitually use both languages for the sampgaes, in the same contexts?’(Hoffmann 1991.:
21) (Peterson-Bellay 2002:14).

Language differentiation, in parental / caretakguut and in the child's production, is relatedhe t
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question of cognitive language separation, a keyesn bilingual acquisition studies. Since the
1970s a major debate sought an answer to the gnesti whether bilingual children at first
function witha single unitary language systemhich gradually becomes two separate systems, or
whether children possesso separate and independent systémos the start. The debate was the
result of observations of code-mixing in very youitinguals gradually giving way to fewer and
fewer mixed utterances. Proponents of the mixedestalanguage separation hypothesis, (e.g.
\Volterra and Taeschner 1978), suggested that infitee stage of language development, the
bilingual child ‘has one lexical system which indds words from both languages’ (de Houwer
1990:39). As the child develops, she distinguighissbetween two vocabularies, then between two
syntaxes. In the third stage of development thield¢tas separated her two languages but associates
each language with the person who uses that laegudgpponents of the independent development
hypothesis (e.g. Lindholm and Padilla 1978, Bergrh@n6, Ronjat 1913) argued that the bilingual
child develops ‘two differentiated language systdrom very early on in the acquisition process’
(de Houwer 1990:48). De Houwer proposes the ‘sépatavelopment hypothesis’, according to
which the bilingual child, exposed to two languagesn birth, is seen as developing two distinct
morpho-syntactic systems which have no effect arh edher, (de Houwer 1990:66). 'Because of
the bilingual situation, the bilingual child has mmptions than the monolingual one: from very
early on, the bilingual child makes contextuallynsiéve linguistic choices that draw on a
developing knowledge of two separate language msteBilingual children's earliest use of
morpho-syntax appears to be language-specific filoenstart, and already at a very young age
bilingual children are skilled conversationalistshav easily switch language according to
interlocutor’, (de Houwer 1995:248-9). The implietk between pragmatic interlocutor sensitivity
and the cognitive formal representation of two lages is, | believe, a pertinent one: 'the
sociolinguistic situation is a great contributor ttee actual language production of the bilingual
child’, (de Houwer 1995:249). According to BakeGent research goes against the single or unitary
language system hypothesis (Baker 2006:100). l¢s Genessee, 'it is now generally accepted that
bilingual children can use their developing langesdifferentially and appropriately from the one
word stage onward, and certainly from the age wihene is evidence of syntax in their spoken
language' (Genessee 2002:173 in Baker 2006:100).

For de Houwer, the link between the one person € lamguage environment and language
separation is a natural and predictable one. & accepts that children try as much as possible to
speak like the people around them, it should reedlsne as no surprise that they develop two
separate morpho-syntactic systems in a separatg igndition', (de Houwer 1995:239). An
interesting issue here, is whether the same isftnuehildren who experience their two languages
in afusedcontext, in which both parents use both languageboth languages are spoken in the
(bilingual or multilingual) community. It is logitdo assume that mixed input will lead to mixed
production. An example in support of this assuomptis the community-wide English-Spanish
code-mixing and code-switching in places like Glifarawhere two languages are in close contact.
Here children are exposed to code-mixing and switcHrom birth since Gibraltarians have
developed this language habit over generationsaAgsult, children in Gibraltar acquire the
‘Llanito’ dialect, which is a mixture of Englishp&ish and some Genoese. De Houwer claims that
‘reports on children whose input conditions were meressarily of the one person / one language
kind still speak of separate developmeriid({240). But she states that more research needs to b
carried out on the 'virtually complete lack of sei@n of the two input languages on the
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developmental process’, in such “native bilinguahmunities”, {bid:226).

The actual nature of the language systems concesneabther important factor to be considered.
'‘Language typological effects on acquisition candbeumented, effects not of variation within a
language community in types of input offered, bbitvariation between language communities’,
(Snow 1995:192). 'The universal biases and stredethat we once assumed drove language
acquisition, and ultimately succumbed to the idimsgsies of specific languages have been hard to
find. Children in Israel do not persist very lomgthinking they are learning words as isolatedunit
— they start out almost immediately exploiting tt@nmplex morphological possibilities a Semitic
language offers, in which word forms are marvellpwariable ...these effects of language structure
on children's language systems suggest an enorsusceptibility on the part of the language
learners to the effects of inputbid:193). Such a statement implies that we must ake tnto
account the nature of a bilingual child's two lirggic systems. It is possible that the combinatbn
particular languages may influence their cognitwganisation. According to Genessee, (2002:158
in Baker 2006:100) 'the languages of the bilingahild are represented in fundamentally
differentiated ways. The two languages develop rautwusly and inter-dependently, and this is
partly a function of transfer between types of laeqge combination (for example, French — English
compared with Mandarin — English)".

We can sum up by asserting that parental linguistput and wider community input play a
fundamental role in bilingual language acquisiti@iingual language use is subject to societal
forces, and the input and production of a bilintguako languages are related to competence and
functional configurations which may change overetirRarents who wish to help their bilingual
children achieve and maintain as stable and batbadglingualism as possible, must therefore try
to ensure the 'continual use of both languagesomnaunicative naturalistic settings', (Kessler
(1984:35) in de Houwer 227). As a parent conscioeshploying a language strategy to help her
children become bilinguals in a monolingual comntyni am, in a way, putting myself in the
language teacher's role. Although | am aware of dhidren's innate capacity to acquire two
languages simultaneously, | do not expect the pode take place on its own, without a little
strategic effort on my behalf. | am acutely awaréang their main source of direct language input
and find statements like the following fairly reaseg: "When we “just talk” to our students, if the
understand...we will be supplying input for acquasi. With roughly tuned input we are assured of
constant recycling and review' (Krashen & Terr€lD@:35). Although Asher, Krashen and Terrell
attempt to apply observations from first languaggussition to the elaboration of a successful
method of second language teaching, their comnudtéa ring true when applied to the bilingual
first language acquisition of this study.

1.2 The role of MAPNI in acquisition

If, as we have seen, the immediate input envirortrokthe bilingual child is a defining feature of
bilingual acquisition, parents can make use ofedélvant and available sources of language input as
part of a bilingual language strategy. Since biliagchildren growing up in a monolingual
community may have limited contact with their L2daits related culture, MAPNI can provide
valuable linguistic and cultural input in that seddanguage. The attitudes of the wider family and
community is also influential; a bilingual's twanlguages rarely benefit from equal status or usage
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in the community and, as a result, special effa$ to be made to ensure that L2 is accessible,
meaningful, and perceived as valuable, particulduyng the acquisition of that language.

The example of Wales is relevant to this study avdyy because the children concerned are half
Welsh, but also because increasing numbers ofrehildre being brought up bilingually there, often
by monolingual parents. Those in Wales who prontbee Welsh language and the benefits of
bilingualism, or who wish to bring their childrem bilingually, even if the Welsh language is not
spoken in the home, recognise the value of Welspuage MAPNI in providing early contact with
the language. At Welsh language Toddler groups dsyrand singing form a regular part of
activities. The website of the Welsh Language Boamdourages parents to read to their small
children in Welsh, even if the parents themselves'tdspeak the language. In their document
entitled ‘Raising Children Bilingually — advice f@arents’, they stress the benefits of reading to
children and singing nursery rhymes. They also salparents to watch Welsh language children’s
television with their children, with English sulé so that the parents can follow too. Thiif
scheme is designed to encourage parents to rettekitochildren in Welsh, and their document
‘Come and Read with your Child’ includes commentphrents about the way stories and nursery
rhymes help bring the Welsh language into the farail provide support for a Welsh speaking
parent bringing their child up bilingually. The Wkl Language playgroups have also created a
scheme to help parents to do this callyahllun Cymraeg i'r TeulWelsh for the Family).

From a practical viewpoint, focusing on MAPNI isvay to provide a framework within which the
relationship between input and acquisition can bseoved as (bilingual) children play with
language, and use input of this kind to createuagg of their own. This section will look at the
various different characteristics of MAPNI that bleathese sources of input to contribute to
children's development. In this section, we wilhedne the functional roles of MAPNI with respect
to the bilingual acquisition process (communicatamgl accompanying other activities; joining in
and singing along; imitation and role-play; undansling themselves and the world). We will also
look at aspects of the nature of MAPNI which makeelevant to language acquisition (gestures,
actions, and movements; sounds, music, and rhytfamative input; audio-visual input). In this
study, the children are exposed to CDS while lisigmo songs, rhymes, and stories, and discussing
books and films, or television programmes, beintched. Since a lot of MAPNI, other than audio-
visual input, is conveyed to pre-literate childienthe speech of adults, it could be considered a
sub-section of CDS.

Communicating and accompanying other activities

Eve Clark stresses the importance of conversatiolanguage acquisition, (Clark, 2003: 47). |
believe that MAPNI for provides limitless alternets to the very limited nature of ‘real
conversation with infants and small children. E¢aibanielson's (2000) article on the beneficial role
of nursery rhymes and stories on literacy acqoisits one of many on the same theme. In addition
to playing this important role, MAPNI provides ints with a way into language before the
appearance of their first identifiable words. Muai@ rhymes, (with their accompanying gestures),
stories, picture books and children's televisiongpgmmes are an important framework within
which parents, siblings, and caregivers can bagicotmmunicate with even pre-linguistic infants.
Songs and rhymes can be a form of conversation wittimts and small children at an age when
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adult-like conversation, that is the exchangingnéérmation and opinions, is not yet possible, or
very rudimentary. An important aspect of this tygggeeommunication is the way story books, song
and rhyme books, and television provide a sourdeinf attention for parent and child. The small
child's attention span is limited and so books Wwhiontain many short rhymes, for example,
provide regularly renewed sources of interest agptirent and child move swiftly from one rhyme
or song to the next. Itis through this joint atten on the same subject that the parent and endd
able to create and inhabit their own verbal wonldvhich communication can begin to take place.
In the case of collective child care, such as playgs or nurseries, songs and rhymes can also be
used to focus the attention of the whole grouphensame activity. Very small children will sit far
surprisingly long time to share songs together,re&® their play is more often solitary. Songs and
rhymes are therefore a first step towards partirigan group communication.

Songs and rhymes can also accompany other adivitigen in a relevant way in terms of the
vocabulary content or the subject of the song. &@mple, saying the ‘Five Fat Sausages’ rhyme
while eating sausages. Parents and children mapglysising or say rhymes for pleasure while
walking in the park or driving in the car. When particular activity is under way, but children need
to be occupied, songs, rhymes and stories helppediorm a filling-time function, for example,
while waiting for the doctor or waiting for dinngy be ready. They can relieve tension and resolve
conflicts. For example, if a child is crying or cplaining, or even arguing or fighting, singing a
song can produce immediate and radical mood changbkereas repeating “Calm down” to an
upset child may be futile, singing a song or daamgaction rhyme will capture the child's attention
and entice them away from their distress. In fleisse, songs and rhymes can be a more effective
form of communication with very small children thaimply talking to them. This is confirmed in
Papousek's statement, 'music has commonly beeregiatized in an intimate connection with
emotionality because musical experience, percepiuagdroductive, can mediate human feelings
even in cases where a verbal mediation fails', (iIdaRapousek 1996:40). Children’s television,
when watched with the child, is another source aiftj attention; parents, siblings and small
children can ‘converse’, share experiences, makenwents, and learn new songs and rhymes
together.

Joining in and singing along

Successfully communicating with children thank$A&PNI inevitably derives from, and results in,
children's natural desire to join in. Children @asily participate in a song even if they only kreow
few words. It is easier to join in someone elsesgsthan to sing alone. Children can join in regdin
a favourite book before they can ever truly reamha) especially a rhyming book where rhyme and
rhythm give clues as to what comes next, thus gidiemorisation. Language which has, in this
way, been memorised and given meaning thanks tarpi; actions, and even intonation and facial
expressions, can then be re-used in new or sigolatexts. Sometimes, children prefer to just listen
and then try to sing or tell the story themselvds®emvthey are on their own. Care givers who
observe children not wanting to join in at nurseryplaygroup, are often told that the same children
sing merrily to themselves when at home. Here weaaminded of Krashen and Terrell's notion of a
'silent period' in which second language learnkusld up competence by active listening, via
input....speaking ability emerges after enough aatence has been developed by listening and
understanding’, (Krashen & Terrell 2000:36) Anotlmmmon observation is that children's
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participation in song-time will increase steadilyeo time as the children hear the same songs and
rhymes over and over again.

Children can also be encouraged to join in witbBlavision programme. For example, Miss Hoolie,
the principal character in the Cbeebies (the BBGisg children’'s channel) television programme,
‘Balamory', directly greets her viewers at the begjig of each episode, and often elicits a response
by saying something like, “I know you, don’t I? Wisayour name? ...Ah, that's right.” The
presenters of 'Tickabilla' talk directly to theudaence and encourage their viewers to sing along.

Imitation and role-play

The notion of convergence, the idea that childrdhimitate members of the surrounding speech
community, motivated by a desire to sound like thend be recognised as belonging to that
community, becomes particularly apparent in chittheole-play games. The notion of convergence
is applicable to language acquisition in generat, liere its relevance can be applied to the way
children will assign roles to themselves and othersrder to act out scenes from daily life and
from MAPNI. Children’s stories, and particularlyldeision, can provide models for role play, in
which the model may or may not be adapted to tiid'slown life. If we consider that L2-speaking
film and television characters represent the LZ2specommunity, and that L2 films and television
are a proportionally major source of children'stactiwith that community (in lieu of regular ‘real’
physical contact), then it is not unreasonableuggsst that when children imitate those characters
and adopt their manners of speech, they are igergiivith the represented speech community and
wishing to be a part of it.

We can distinguish imitating the speech and actiohsharacters from MAPNI, from role-
enactment or acting games, as defined in BishopGurtis (2001:16-17). Here, role-enacting is
defined as 'being someone else’ (Sarbin 1954)thadyeneral ability and disposition to “take the
role” of another person in the cognitive sense,Ticcassess his/her capacities and tendencies in a
given situation' (Flavell 1975:5) (in Bishop and rita (2001:17). Role-enactment games can
involve the improvisation of characters, plot, ahdlogue within a defined context, for example a
game of Doctor, or the improvisation of dialogudypm a game where the characters and plot are
fixed. This second kind of role-enactment game cWwiBishop and Curtis classify as 'acting games'
(ibid), could involve assigning players charactEmn a television programme or film and then
acting out the story.

Understanding themselves and the world.

Despite their young audience and the informal, esfigious, context of their telling, the stories,
songs and rhymes that are part of MAPNI can sonastibe considered as having certain literary
and cultural qualities. The fact that nursery lisrpassed on from generation to generation atiests
this. lona and Peter Opie explain that 'a nurskyyne passes from a mother or other adult to the
small child on her knee' (Opie and Opie 1959:1) ‘@dot usually passed on again until the little
listener has grown up, and has children of his oameven grandchildrenibid:7). Bettelheim
describes fairy tales as works of art (Bettelheif¥7t12) and the Opies state that 'the most
memorable verses (of children's folklore) turn twmtbe the work of professional humorists and
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song-writers' Opie and Opie 1959:14). The passimgfothese stories and rhymes hints at their
capacity to provide small children with informatitmat is relevant to them, in a way that they can
understand and make use of. Bruno Bettelheim isviasty tales with the power of helping children
to find meaning in their lives. For Bettelheim gtimpact of parents and others who take care of the
child' and 'our cultural heritage' are 'experienicethe child's life... most suited to promoting hi
ability to find meaning in his life...When childreswre young, it is literature that carries such
information best',ibid:4). Since language and culture are intimateligdd) folklore and nursery
lore that provide small children access to botbf igrimary importance. This is arguably even more
the case if one considers MAPNI to be a valuablec®of L2 cultural input for bilingual children
living in a monolingual community. Sharing and tatk about MAPNI is a context within which
parents and children can address issues of diffdrelrefs and practices, and different language
uses.

Gestures, actions, and movements

In his explanation of the role of social contactlamguage acquisition, VWgotsky claims that
laughter, babbling, pointing, and gestures are bgdahbies as a means of social contact during the
first months of life (1997:168). Gestures, or agfipare a major element of many rhymes and songs
for children. Songs and rhymes with actions offatdren a way into language and communication
other than vocalisation. Parents and siblings gm@&municative meaning to noises and gestures
produced by babies, thereby helping them take anaamcative role that they didn't realise they
could have, or perhaps didn't intend to have. Sangs rhymes can help infants by providing a
favourable context for them to practise with larggian a repetitive, context-based way. And
because the context is easily recognised by famdynbers and care-givers, it then leads the infant
into a communicative role. This argument could peli@ad to many communicative (gestural or
speech) acts drawn from songs, stories, and smomhich children find a way to participate in
communicative exchanges despite their very limaeguisition of language.

Songs, rhymes, some books and television progranuftes incite children to take immediate
physical action. This can be in the form of gestues in the song 'Ainsi font font font les petites
marionettes', or physical movements, such as hmpbiag in the song 'If you're happy and you
know, it clap your hands'. Sharing a book with ¢teh may involve encouraging them to touch
different textures, lift flaps, or point at and naupictures. The presenters of the Cbeebies tetevisi
programme, 'Tickabilla', after inviting their viergeto sing along to a colours song, then get theem t
point to different coloured objects they can semother CBeebies programme 'Boogie Beebies' is
entirely based around the viewer's active partt@pan order to learn and perform a dance based
on a theme, such as going shopping, or space traVéhese forms of children’s media are helping
children to acquire language by encouraging phygitaraction and participation. This is probably
only successful, however, if combined with the jggoation of a caregiver, at least for the initial
introduction to the activity. | have observed myrowhildren sitting passively in front of ‘Boogie
Beebies' until | came along and encouraged thguirian and we learned and performed the dance
together. The next time they watched the progranthmey knew that they could join in if they
wanted to and didn't necessarily need to be shamntb do it.

23 N°2, 2011



“How Does Musical, Audio-Visual, Poetic and Narvatinput
R\‘“\\ Help Children Acquire Language”
Sous la direction de Mr. Andy ARLEO
Mémoire de recherche — 2009
Catrin BELLAY
Université de Nantes

Sounds, music, and rhythm

Sanches and Kirshenblatt-Gimblett identify phonalag and rhythmic/structural qualities in
children's word play, including rhymes and riddlgsgt make them particularly salient for young
children. They put the phonological level of langeaat the head of a list of children's concerns,
which 'shift from phonological to grammatical tarsmntic and finally to the sociolinguistic level of
language' (Sanches and Kirshenblatt-Gimblett 192:1They also point out that ‘for a young
child...thephonologicalcomponent of language is much more strongly omgahihan the syntactic,
semantic, or sociolinguistidb{d:77). The primacy of the phonological featuresasfguage begins
even before birth, 'the two day old newborn showefguence for his mother tongue, probably
because of prenatal experience of intonation pattefHanus Papousek 1996:54). Parents are
instinctively aware of their children's phonolodigaeference and therefore ‘finetuning of CDS
begins in infancy. An early and oft-noted charaster of CDS is its high pitch and exaggerated
intonation pattern’, (Snow 1995:182). (It is instheg to note, however, that despite the remarkable
convergence in CDS across languages, 'culture leays override linguistics... For example, the
Qu'iche Mayan cultural prescription that high pitm used to persons of high status conflicts with
the otherwise universal use of high pitch to (Idatiss) infants, and wins out’. (Snow 1995:185))
When reading a story or saying a nursery rhymeyoueag child, it is common for adults and older
children to use exaggerated intonation patternshagtd pitch, to the same extent as in CDS, if not
more.

Rhythm and melody are key to the acquisition ofjlaage as well as musical competence. Hanus
Papousek explains that during the pre-verbal pbadevelopment, the small child is able to imitate
songs and to improvise her own melodies. When siginb to produce words and simple phrases,
she will learn the lyrics and the melody at the saime. When babies move on from the production
of syllables and the segmenting of the vocal stregmsyllables, they will then produce syllables
“en canon”. "The mother helps this development figoeraging rhythmic games and progressively
associating them with superpositions of rhythmicladies. This kind of intuitive intervention
contributes to the acquisition of language anddéeeclopment of musicality' (Papousek 1996:54).
When discussing the acquisition of musical compmteDavid Hargreaves identifies contour as 'a
critical feature of early musical perception' (Haayes 1996:158). In their earliest perceptions of
music, ‘infants seem to use a 'global’ processnagegy in which the broad shapes of melodies are
extracted from their local details... this contanfiormation seems to be extracted from melodies
regardless of variations in intervals and exaathgs... as with melodic memory, infants also seem
to be able to recognize basic similarities betwdgrthmic sequences,ib{d). Infants' ability to
recognise rhythmic sequences precedes their enjgyofiehythm as part of their own experiments
with sounds when babbling, and later in speech. ptag relevant to note here that, despite their
reservations concerning his methods in the selectind analysis of examples, Sanches and
Kirshenblatt-Gimblett mention 'R.Burling's (196&pss-cultural analysis of the meter of nursery
rhymes, and his conclusions that 16-beat versesxraordinarily widespread if not universal’,
(Sanches and Kirsehnblatt-Gimblett 1976:75).

Hargreaves lists five phases of musical developjést first three of which are relevant to our
subjects and their musical production: (Hargrea\@36:156)
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Singing:

Sensorimotor: (0-2 years) Babbling, rhythmic dagcin

Figural: (2-5) 'Outline' songs; coalescences betvgpontaneous and cultural songs Schemati8) (Birst draft’
songs

Composition:

Sensorimotor: Sensory, manipulative
Figural: Assimilation of cultural music
Schematic: 'Vernacular' conventions

Hargreaves states that ‘infants in their first yefalife engage in a good deal of vocal play and
babbling, and... this forms the basis for recodsiesanusical singing', (Hargreaves 1996:158).
Hargreaves describes Davidson's 'developmental efashiildren’s ability to reproduce songs of the
culture within the figural phase, and he uses tisery rhyme "Twinkle twinkle little star' as an
example. His view is that the typical 3-year-oltle® on the words of the song and that she can
produce distinct pitches, but that these have terval stability or tonal coherence... By the afe o
4 years, Davidson suggests that the child stilesebn the text of the song, and that, whilst the
reproduction of its melodic contour is improving ancuracy, it still does not yet possess overall
coherence. Towards the end of this phase, by teeodd years or so, individual contours and
intervals are reproduced accurately, but it isumdll the schematic and rule systems phases that th
parts of a song are organized into coherent wHdldsd:162)

Audio-visual input

The visual images in television programmes or filcas help children map the meaning of, for
example, body vocabulary and movement verbs, ¢tr@@ounds they hear representing them, much
in the same way as action rhymes. (On this pointavewonder to what extent we should consider
the importance of the child actually physically rmayvas being essential to the acquisition process,
as in Asher's theory. From my own observationsliele it can be helpful but is not essential.) If
the television is being watched with an adult, tkbiddren can ask questions about what they see
and hear, just as they do when listening to a stdrgse experiences all help them to build up their
store of vocabulary by relating words to thingsytheave seen and heard. According to Clark,
‘parents offer children pragmatic directions abtariguage use as they talk to them' (Clark
2001:49). They help children establish links betwE®m and meaning, and how each combination
'differs from its neighbours and how it is relateml any neighbours in the same semantic
domain...adults can offer very young children estplinformation about what distinguishes one
term from another — for instance, they may identifie or more properties that distinguish the
referents: sound or shape can distinguish a dusk &in owl (e.g. quacking versus hooting); type
and speed of motion can distinguish dancing frompgung' (Clark 2003:50). The audio-visual
moving images on a television screen can be péatigihelpful to parents as they do this, more so
than looking at a silent and immobile illustratiam a book. It is arguably clearer and less
ambiguous to the child viewer what is meant whengagent comments on the people dancing on
the screen, as compared to a photograph or drasfidgncers in a book. This can be even more the
case if the child, who is watching dancers on #levision, then proceeds to dance herself in
imitation of them, and her parent comments on beelyy dancing. Talking about illustrations and
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text is certainly important, but talking about mayiimages with accompanied sound and voice
recordings is arguably even closer to actuallyrsg#ie real thing (which might not be possiblé if i
takes place in a very different place, such asgl@ or with dangerous characters, such as tigers!

Rice (1984) and Rice and Haight (1986) studied atimeal television programmes, suchhister
Roger's Neighbourhoo@dnd Sesame Streeto assess whether audio-visual shares with Hatura
language input properties that facilitate languageuisition and development. When looking for
input that facilitates grammatical development,ytleported the presence of yes-no questions,
repetitions, “event casts”, or descriptions of angoevents visible on the screen, overall rate of
speech similar to that found in naturalistic mottleifd storytelling situations, speech whose
meaning was immediately represented in the confehe. obvious drawback they identified was
that the language was not constructed jointly witie child viewer. (in Naigles and Mayeux
2001:139). However, at the time of writing, not egb detailed studies had been carried out, so
Naigles and Mayeux concluded that ‘'television inpas little influence on children's grammatical
development'ibid:141). When looking for properties that facilitdéxical development, Rice and
Haight reported that the prosody in such programweessimilar to that of CDS, 60% of utterances
referred to objects or events immediately presenthe screen, and the visuals of television can
provide additional clues because of the camerdisyaio zoom in on, or switch over to, a specific
aspect of an object or event that is being talkemlia For example, the camera can zoom in on soup
to eliminatebowl andplasticas possible referents; the screen can displagfrtcut of objects that
differ in every dimension except thaedness(ibid:143). Naigles and Mayeux state that studies
(Rice (1984), Rice and Haight (1986), Huston, Tiughd Wright (1990)) provide strong evidence
that children can begin to learn about a word ftelavision input and they can extend, enhance, or
restrict the meanings of words they have alreadydeia the input of televisionbid:147). They
even suggest that, according to the data avaikbkar, ‘when the language of television is pitched
at the level of the child who is viewing, adult eewing is not necessary for word acquisition to
occur' (bid:149)

The question of whether television is harmful tddren's development is frequently raised in the
press. Abbie Wightwick, (Education Editor) in tiiestern Mail reports on statements by Dr Aric
Sigman, associate fellow of the British InstituteByology, in favour of 'an “early years buffer
zone” that would ban all electronic media to protgeveloping brains'. According to Dr Sigman,
'television viewing among children under three waked to poor mathematical ability, reading
recognition and comprehension in later years', smrden viewing at all ages from one to 14 was
associated with attention damage'. In the samel@rtiProfessor Judy Hutchings (Bangor
University) stated that 'time spent interactinghwiibeir parents is more valuable to children’ than
time spent watching television. Despite such assertconcerning the negative effect of television
on small children, | would argue that in the casa dilingual family it has an important role to
play. When children learning a minority languageha home have only one parent providing input
in that language, television is a valuable sourcalternative input in the minority language. The
crucial point here is that audio-visual input mayrhore or less beneficial according to the social
context, and the interactions with other childred adults (Arleo: personal communication).

Narrative input
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Very young children, who have not yet learned tdrto themselves or still enjoy being read aloud
more complex texts than those they can read almewn to acquire textual competence, that is the
ability to extract meaning from a text, thankshe many stories, rhymes, songs and picture books
that they share with adults and other children.dBlaan 2000:69). Children experience text in its
oral form, which Dalgalian calls “oralised texibid). In this way, he argues, stories are the child's
first 100% linguistic experience, in that they am@ embedded in the concrete world. Children's
understanding can be helped by the storytelleriglsyantonation, vocal effects, facial expressions
and gestures, but ultimately, all the informatienn the words and their ability to listen to them.
Dalgalian does concede that illustrations can ada tchild's first textual experience, which is
otherwise lacking in material or contextual suppdtbwever, he emphasises the differences
between daily speech and text of this kind whidbrseto new words outside the child's experience,
such as witches and cats in boots, the use of gym®rand anaphora, and longer, constructed,
sentencesljid: 70).

The nature of language input children receive wheading books with parents also has an
influence on language development, particularly ‘8Bialls associated with producing extended
discourse' (Snow 1995:1990). Snow reports on skserdies pointing to such a link. 'Peterson and
McCabe (1992) report that the kinds of questioke@dpy mothers during children's personal event
narrations predicted the kinds of information creld came to include in their narratives... Sorsby
and Martlew (1991) report that four-year-olds resped more accurately to high level requests for
information and that their mothers engaged in nairgtract [conversatiofi?during book reading
than during a play-doh modelling task... WatsorB@%howed effects of parental use of cognitive
verbs and superordinate labels while reading bawkis two-year-olds on the sophistication of
children's definitions and understanding of taxomomelationship a year later. The kinds of
relatively sophisticated, abstract, and decontéizteh talk possible during book reading with even
guite young children may promote both linguisti@ aognitive sophistication... In a longitudinal
study of CDS as related to language outcomes ofitreame children, amount of talk during book
reading that went beyond the immediate contengxdfdnd pictures at three and four related to skill
at extended discourse when children were five (Brafle and Beals, 1991)ibid:190-1).

1.3 Analysis of Examples from the Corpus
Hypothesis 1a) The children re-use language fronPMAIn their own linguistic output.
General observations

While observing my children, | noticed the followiaspects of their linguistic behaviour which led
me to explore further the process of (bilingualpgaage acquisition. The children respond
physically to language long before they are ablertmuce coherent language of their own. They
quickly understand that they can cause othersdpored physically to their language, even in its
most basic form. Their first successful communieatcts are vocand physical. Their physical
communication, in the form of actions and gesturdsyelops earlier than their vocal

2 word missing from original text
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communication. The children will go to great lergyth attract and hold the attention of their carers
Their efforts can be interpreted as motivated lgesire to communicate their basic needs, but can
also be interpreted as a desire to create a moofieshiared attention on the same activity. It is thi
need for the attention of their carers, and thérelés participate in the same activity as oth#rat
motivates them to enter language. The children aepéhat others around them do and say.
Sometimes this repetition seem to be a form ofat@h. Sometimes it seems to be a form of
ratification. The children want to sound like otheeople around them, so will imitate words,
expressions, and accents. In families such as obilglfen may be exposed to a variety of accents
and vocabulary from the wide spectrum of Englishgleage speakers they may meet and interact
with, for example, British English, Irish EnglisBanadian English, American English, English as a
second language. This is not forgetting other laggs with which they come into contact,
including French, Welsh, Breton, and Irish. Itméeiresting to note here, the way Loic will quickly
adopt the vocabulary and even accent of the speakién whom he is interacting, perhaps in an
attempt to identify with them as members of the s&nglish-speaking speech community.

The children enjoy listening to rhymes, songs, stadies and try to join in, either vocally, by g

to say the words, or physically, by performing aygprate actions and gestures. They like to recite
rhymes, sing songs, and tell stories to themselwed,sometimes to others. They enjoy watching
children's films and television programmes and atimig the speakers, joining in songs, acting out
scenes, and dancing. The language they hear in NAgPi¢-used in other situations. They repeat
this language and they recombine it with otherdistic elements to create new combinations, or
novel utterances. Sometimes they do this while camaating with others, sometimes when they
are playing alone. When aged about 5 years old; began to wonder about the meaning of some
expressions he had heard in MAPNI. The childrenimdate translation equivalents in their two
languages before they start to notice or wondeuithem.

The children's exposure to MAPNI has been veryaide, and each child has received a different
exposure pattern. In very general terms, it is idesd¢o note that the ratio of songs, rhymes, and
stories to television viewing tends to shift degagdon how much television the children are
allowed to watch, and their age-related abilityettgage in other social activities, such as board
games, for example. The children have always hHabies sung to them since they were born.
Bedtime stories and, at their request, songs, are@naistent, nightly ritual. We may also look at
books, and sing songs with or without books and,&IDsing the day. For the first year and a half
of his life, Loic didn't watch any television atrhe, only at the child-minder's house or at his
grandparents' houses. Meriel and Owen have expederegular exposure to television since birth.
Since the ages of (L) 5,1, (M) 2,11, and (O) 1% television has only been used for watching
videos and DVDs, since we no longer have an aandlso don't watch any television channels. For
the preceding two month period, they watched nevigion at all. The children watch an average of
1 % to 2 hours of television a day, which is alwayshe form of children's videos or DVDs. The
children have a huge collection of vidoes, DVDgJiawcassettes, CDs, and children's books, some
of which | have kept since my own childhood. Mostilee books and videos and audio cassettes
were presents and donations from friends, and dade some Canadian and American examples.
The videos are all in English. The DVDs almostpa#tsent a choice of language, of which French
and English are the most common options. The anmldike to choose which language to watch in,
and at age 6,1 Loic began to prefer French. | eagauhim to watch in English by telling him
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when English is the original recorded language blirawith actors, and by reminding him that he
needs to practise his English in the same way @sdetises drawing, in order to improve.

Communicating through MAPNI

When Loic was a small baby, (between 0 and 0,5%ulevoften lie him down and sing to him or do
little action rhymes (such asoRnd and Round the Garden didn’t know how else to fill the time
with him and | soon tired of one-sided conversatiatong the lines of ‘let's go for a walk, look at
the flowers, oh look at the bird', etc. Storiesags and rhymes are great for passing the time and
helping children to be patient while waiting forethext activity or event. When travelling with a
baby, | find that the best thing to pass the timma song and rhyme book. During take-off or landing
on a plane trip, for example, singing helps enorshoto calm and settle a child who doesn’t want
to be strapped in with a seat belt. | once santhalway from Nantes to London! As soon as Loic
was able, (around 0;6) we spent a lot of time Ioglkat books together, often rhymes or songs in
books, picture books, books with flaps, and soAmhe didn't start watching television until the
age of about 1;6, and only a little a first, boaks&l songs were our main form of ‘conversation’, of
common interest. Even if he had a choice of thiegslay with, books would often come first, and
for a long time his favourite book was one of soagd rhymes (Meriel also greatly enjoyed this
book). Owen, from the age of 9 months, alreadydoelook at ‘Siarad Babi’ (a bilingual Welsh -
English lift-the-flap book) and ‘Baa, who’s on tifi@m?’ which combine th@peepogame with
subjects that interest babies, namely other badnelstheir daily activities, and animals and the
noises they make.

Communicating with gestures

Several extracts from the corpus show the way dkatures or actions associated with songs and
rhymes are often assimilated and re-used long eefa child can say the corresponding lyrics or
text. This is a powerful example of the way songd éhymes can help children enter language.
Owen’s use of the hand movement from the song Aos font font’ when aged 0, 8 was his first
noticeable communicative gesture, (preceding héa#isg for “no” which began at 0, 9):

1)
[N] O (0, 8): { am changing Owen's nappy and talking to him. Hedenly lifts up an opened hand and turns it from
left to right and right to lejt

This gesture was not only used in the context af ime song, but was also extended to other songs
and other communicative uses. He was usually rexdandth a rendition of the song to accompany
his gesture and was congratulated. Sometimes ie#edl the gesture by singing the song and
saying “come on Owen, you do it / Owen do it / Oweave his hands”, and so on. Shortly after,
the other children introduced the song "Twinkle fikle Little Star' as an English accompaniment to
this gesture, so we then did both. With encouragerftem adults, Owen began to use the gesture
to 'say' goodbye. He sometimes used this gestusgytofy singing or music generally. When he
made the gesture for the first time, was Owen grysmcommunicate or did we turn it into a form of
communication by our reaction to it? Was he jugpeeting, practising, something he had
experienced and enjoyed during his day, like balglio practise sounds? The subject of the song is
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“marionettes” but for Owen it was “hands” or “musar “singing”, but this doesn’t matter because
the ultimate goal of communication and sharingttérdgion had been achieved. For a baby of that
age, in the very early stages of lexical and seimatgvelopment, the semantic meaning of his
communicative act was secondary to his pragmatienconicative goal. It was the act itself which
was important, not the various semantic interpi@tatthat his family and carers gave to it, because
it enabled him to capture the attention of thossuad him and cause them to have a positive
reaction to what was perceived as an attempt tonuamcate in a new way. The reaction to a
gesture may be more powerful than to facial expoassor different cries, since it is a simple
representation of an accepted form of linguistimpowinication, sign language. Also the gesture was
not communicating a basic physical or emotionaldness is often the case with cries or the
reaching out of arms. It was either just for funan attempt to express something else. The novelty
of this addition to Owen's communicative repertoiray also account for the snowball effect of its
communicative function, since at that point, hisyorvocalisations were: /da/ /dada / /pa/ /papa /
/mmm mu mu mu/ and blowing air out.

Similarly, at about the same age (0;10) Owen alsmedapped the middle of one hand with the
fingers of other hand. As | didn't recognise thetgee, | asked his child-minder who said it was
from a rhyme about a spider tickling his hand. Astage he also liked to ‘dance’ to music by
moving from side to side, while sitting, showingoéimer way that movement can precede speech as
a response to songs and rhymes.

In the following example, Meriel communicates witle gesture from a song when she is unable to
tell us about it verbally:

2)

[N] (at lunch)

C: Did you sing any songs today, Meriel?

M(2;5) : Oui

L (4;7): I sang a new sor(t} had already sang his new song twice)
C: What did you sing, do you know?

M: ( Rubs fingers of right hand on palm of left hand)

C: What song could that be? Do you know Loic?

L: A song about hands

M: Non

Communicating through books

Looking at a book together often leads to the chilts first real conversations as the pictures and
text can act as a sort of trampoline, providingatext within which to talk about real feelings and
events. On the cover of the boBkur Pigs and a Bedhe use of illustrations is explained in the
following way, “An adult, reading the book to a lchican use the illustrations with their mirror
images and left to right progression, as an amlgoal perception, and as a stimulus to discussion.
The following example, transcribed from a videooreling when Owen is aged 2;5, shows how,
when looking at a picture of a bear eating honeyhe magnetic 'First Words' book, Owen and |
were able to converse about his own food prefere(sme Appendix 2 for the full transcript).
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3)

[V] O (2;5):

1. C: the crocodile has a long tail

2. O: a long tall

3. C: and a big mouth

4, O: a big mouth

5. C: with lots of teeth

6. O: lots of teeth

7. C: and the bear likes eating honey

8. O: likes eating '‘oney

9. C: Honey, hhoney

10. O: 'oney

11. C: Hhhoney

12. O: Honey

13. C: Good boy! Honey, honey

14, O: Honey

15. C: Do you like honey, Owen?

16. O: Yeah, | like honey

17. C: Do you? What else do you like?

18. O: Um sandwich

19. C: Do you like honey sandwiches?

20. O: umunney sandwiches

21. C: What do you like in your sandwiches?
22. O: Saucisson

23. C: Saucissadn

24, O: Yeah

25. C: What else do you like in your sandwiches?
26. O:um ..._pain

27. C: What?(l really didn't understand because | wasn't exjpecit)
28. O: pa.. | eating the pain

29. C: Bread?

30. O: Yeah bread

31. C: Bread. Bread and saucisson sandwiches
32. O: Bread an sauci..sson..san(???)

33. C: And what do you like for dessert?

34. O: Petit filous!

35. C: Petit filous!

36. O: (laughs)

37. C: Shall we have sandwiches for our lunch? ...Skalhave sandwiches for our lunch, hmmm?
38. O: There he igpointing to book again)

39. C: Would you like a sandwich for your lunch, Owen?
40. O: There he is

41. C: There he is, yeah

We can see from this extract that Owen was onllingilto talk about something else for so long
and then decided to get back to the book (linear8B41) and repeats himself until | accept to join
in again. Lines 7 to 15 illustrate the way a clalth practise pronunciation while sharing a book,
and throughout the whole recording (8 minutes lotiggre are numerous examples of Owen
repeating what | say, as if he is consciously psang saying it himself, as in lines 1 to 8. This
repetition appears to serve the function of legymiaw vocabulary. There are also many examples
where | repeat what Owen says (lines 23, 31, 35¢clwlappears to be a way of checking,
confirming, and acknowledging what he said. In tvesy we ratify each other's contribution and
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construct the dialogue together. In lines 7 tollManage to ‘teach’ Owen the correct pronunciation
of 'honey' by getting him to repeat after me whitedd emphasis to the 'h'. Sometimes, no amount
of encouraged repetition will make any differenparticularly with structural corrections. (For
example, Meriel (3;11) was unable to exchange khestipn, “It's when I'm going to be four?” for
the correct “when am | going to be four?”, despi#peated drilling as a whole phrase and in
separate parts, and her own motivation to succdexbking at the book together was also an
opportunity for me to help Owen with his Englishcabulary and language differentiation. Owen's
use of the French worg@ain, (line 26) is an example of code-mixing to fillexical-gap in his short
term memory. He knows the English equivalent bt Erench word came out first, probably
because he had just mentiorsadicissona French word which has been assimilated intcsbared
English lexicon, as haRetit Filous Since we have adopted some French terms likevitigh are
brand names or products that don't really haveragligh equivalent, these words can act as trigger
words, causing a switch or interference. Owen néedsarn which French words are 'acceptable’
and which are not.

A story can provide a context to talk about emation

4)
[N] Loic (4;11): ( am reading ‘Goldilocks and the Three Bears’ abeaaltime story. Baby bear discovers his broken
chair) This is the sad part of the story.

Communicating through audio-visual input

Television can also be a stimulus for discussiord an opportunity to learn and confirm new
words, as in the following example:

5)

[V] (watching 'Sleeping Beauty 2' with Meriel (3; 11abwen (2;5))
lines 21 to 25

M: ow

O: ow

C: What did he do then?

M: Just like me...because me got a very big bump

C: Oh yeah, you bumped your head as well didn'?yéau've got a bump.

6)

Lines 104 to 124

: hooray, fireworks

: fireworks

: that's pretty

: We've already seen fireworks
: have we?

yeah

do you remember?

: with Shane

with Shane

: that was a long time ago, wasn't it?
: Yeah

: you remember it, do you?

on

NDZO00ZNZOZ0
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: and when we were a very tiny baby

: well, you were two

: a tiny baby

: no, you were three

yeah

. only just though, it was nearly a year ago. ind like it?

: mm, | were a bit scared and a bit cold so weghtanket on me

: a bit scared and a bit cold, because it wasalatéght, wasn't it, we had to wait until it wagimt time so was really
late, do you remember?

M: Yeah

0ZTO0ZN00NXE

(The full transcript of this shared television viagis provided in Appendix 3. There are many
examples of repetition for ratification and leaigin

For a bilingual child, watching a film with his mants can be a way to check on vocabulary. It is
useful to place the next example in a slightly deyacontext than usual. Upon our return from a
five-week visit to Wales, without Eric, Loic wasvirag some difficulty with French vocabulary, for
example, saying to his father :

7)
[N] L (4;20): Il y a beaucoup de hair

While watching 'Return of The Black Stallion’, anenting to describe what was happening, Loic's
guestion about vocabulary took the form of a code-m

8)
[N] L (4;10): C'est quoi en francais, Papa, sanus?o

Talking about language encountered through tel@visian also be a way of helping children to
understand and acquire new structures and expnsssio

9)
[N] L: (5;11) What does “who d'ya think ya foolinfiean? ffom a song in the Muppets' fairy tales vijleo

10)
[N] L (5;11): (watching 'Barney and Friends'. Barney is singing.l“think a flower is most beautiful when it ivgmn
away”) what does “given away” mean?

Musical, Poetic, and Narrative input

The examples grouped under this heading show hddreh appear to progress from joining in to

adapting to inventing. They can begin to parti@pat songs or rhymes by doing gestures and
movements or saying / singing one or two wordsptgefoing on to make up their own versions of
existing rhymes and songs, and inventing new musind poetic creations. All the examples

concerning songs are taken from diary entriess ltherefore impossible to analyse the musical
aspect of the children's productions; we will foaustheir use of words. The children also find it

noticeably easy to join in and memorise rhymingratares. Non-rhyming narrative is open to

participation when it involves the repetition ofriwulaic dialogue.
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Joining in songs and rhymes with gestures

11)

[N] When aged 2;2, Meriel rapidly learned and epjbgaying and doing the following Irish Gaeliciactrhyme, (that
was being said by an Irish mother to her son wéidging with us for two days):

Roly Roly, Suas Suas, [ Suas = Up] (turn handsrat@ach other, then lift them up)

Roly Roly, Shios Shios, [ Shios = Down] (turn fgritien lower them down)

Roly Roly, Amach Amach, [ Amach = Out] (turn hantt&n put them out to sides)

Roly Roly, Isteach Isteach [ Isteach =In] (turn éisythen put them in towards chest)

At first | wondered how much Meriel actually undexed while she was joining in the rhyme, and
to what extent understanding plays a role in adipis After reading about Total Physical
Response in James J. Ashé&esrning Language through Actioi(8003) | realised that the rhyme
in question was pure language in action and sheysunderstood what she was doing and therefore
“internalised”, to use Asher's terminology, thedaage that accompanied those actions.

12)

[N] Loic (5;8) Meriel (3;6) Owen (1;11)

| invented a song to the tune of Frere Jacques :
Peepo Owen (or Meriel, or Loic) Peepo Owen
Where are you? Where are you?

Are you hiding? Are you hiding?

| can see you! | can see you!

Owen and Meriel love it and hide behind their hand$ehind furniture, and so on. It is a good
distraction technique when they're crying.

Joining in: existing songs

The children try to join in with traditional son§i®m a very early age. Their participation will erft
take the form of a key word or phrase in the songhe last word(s) of each line.

13)

[N] Owen (0;11 — 1;3) started joining in the so®fteau sur I'eau’ by saying ‘ateau’ with a singintpnation. He then
went on to ‘ask’ for the song with the same sournctv quickly became the word ‘bateau’. Aged 1;3tfied to sing
the song using repetition of this one word and isipgyabble and a downward intonation with the sotafd to
represent the ‘plouf!’ ending.

14)
N] Owen (1;5):(When | sing ‘Old Macdonald had a farm’, Owen joinge-i-e-i-o

15)

[N] When aged 2;5, Meriel liked songs as bedtime daytime reading. For a few days it was ‘The whesl the bus’
book, then it was back to ‘Les plus belles chanstins toujours’, which she really loved, especiaMon ane,
mon ane’ and ‘ll était un petit homme’. She likeddin in when she could, for example:

C: Il était un petit homme, pirouett‘e, cacahuete.

M: cacahuete.
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: Elle descend de la montagne a cheval
Singing| |, I, youpee, youpee |
: I, I, youpee, youpee |

Mon ane, mon ane, a bi¢n mal a sa téte.
Mon ane, mon ane, a mal a sa téte.

: Madame lui a fait faire

. un bonnet pour sa féte

. et des soulieT lilas, la, la, et des soulidifas.

C
M:
C:
M:
C
C
C
M:

lilas, la, la lilas.
Joining in: adapted songs

The children can be creative with songs and rhyreesn when very young, by getting others to
produce the new versions they want but are perbapble, or unsure of being able, to produce
themselves. For example:

16)

[N] O (2;1): Owen gets me to create new bedtimegson

At bedtime | sing 'Lullabyes' to Meriel and OwerethGo to sleep my baby'. From the age of 1;1, Owanted me to
go back to him and sing 'Frére Jacques', whichahg along to. He then started asking for 'Mai$,theme song to a
cartoon, to which he also sang along. The lyriessimply the repetition of the name 'Maisy', egdmith the word
'mouse’, His request then became creative wheaide'Charlie”, who is a character from the '‘Maisgttoon. | began
to sing the word 'Charlie’ to the 'Maisy' tunesttime ending with the word ‘crocodile’ (which ikat Charlie is). Owen
then wanted me to extend the pattern to other ctemafrom the cartoon, including Eddie the Eleph@his time the
word with which he requested was 'elephant’, andh@name 'Eddie’, so the lyrical pattern was gbdn In order to
fit the rhythm of the song, | include the name 'Tedthree times, instead of just once at the elmatidentally, when
Loic once sang 'Eddie elephant' with the name bedpgated instead of the animal word, Owen got segry.) When
he asked for 'Chick’, | decided bed-time singing \gatting a bit long, so encouraged him to sirgntself, which he
does by repeating only the word 'chick’. Althougtonsistent with the pattern we had establisheid, riot surprising
that Owen doesn't include the chick's name in ¢img ssince it doesn't have one in the cartoons!

Owen may have been confident that | would adaptMasiy' song for him because adapting lyrics
to the tunes of existing songs is something | emjoyng and which occurs fairly frequently. No
specific examples are available from the corpusaliypical occurrence would be as follows:

C: (singing to the existing tune) Oh dear what ttem matter be, Owen is crying because he is humggyy better sit
down and have our tea, what can the matter be now!

This game of inventing a new song to fit a familaelody is one enjoyed by the children as well.
Loic, in particular will often try to join in. Foa bilingual child the extra dimension of code-
switching, by inventing English lyrics to the mejoof a French song, may add to the challenge and
fun of such a game. It is easier and more satigfyo invent new lyrics to the melody of a well
known song, rather than to translate the origigecs. We have fun doing this together to the
melodies of both English and French songs.
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Joining in: invented songs

Sometimes we communicate through song, using medodie know, or melodies we invent, in
which case the constraints of metre and rhyme es® flestrictive. This is a good way of getting
children's attention and keeping it, and often sefpdistract a child who is having a tantrum! No
specific examples of this are in the corpus, howeviypical occurrence would be something like
this:

C: (singing to an existing tune, or an invented)ddl, Meriel, would you like some bread? Why dgot sit down
and be a good girl, | know you can.
L: (singing) Oh, Mummy, I'd like some bread. I'itisig down and being a good boy!

Singing alone: existing songs

17)
[N] The children all enjoy singing their father'ergion of '‘Au Clair de la Lune', version we couldssify as an
‘entertainment rhyme', that is a parody of a nyratiyme (Bishop & Curtis 2001:28):(cf. Bishop andir@s'
categorisation of rhymes, 2001:28) :
Loic (5;4) & Meriel (3;2):Au Clair de la Lune, j'gieté dans I'eau.

Ca faisait des bulles, c'était rigolo.

Ma grandmere arrive avec des ciseaux.

Elle me coupe les mmm! Au ras des noyaux!

Owen (1;8)sings “la la Ia” to the tune adding “mnafid “noyaux!” at the appropriate moments.
The tune is so recognisable that people commeitt tor example the librarian: “Je sais ce que tu
chantes, c'est Au Clair de la Lune, n'est ce pasth@ntes bien, dis-donc.”

18)
[N] O (1;8) (singg e-i-e-i-o followed by la la la (o tune of 'Au Clair de la Lune's second )ine

19)
[N] The children also enjoy their of his fathegatertainment rhyme' version of 'Frere JacqueserO®;1) likes to sing
and repeat the first two lines. :

Frere Jacques, Frére Jacques,

Ou vas-tu? Ou Vas-tu?

Je vais a la messe

Draguer les gonzesses

Ding, dang, dong

Ding, dang, dong

20)[N] Owen (2;1) also sings:
Cherchez-moi, coucou coucou
Je suis caché sous un chou
(and hides his face in his hands
And he repeats:
Meunier, tu dors,
Ton moulin, ton moulin,
Va trop vite
If 1 sing with him he joins in with the rest of tls®ng, but on his own he just repeats the firgghines. He sings this
in the bath while playing with a toy water mill. kel sang the same at 2;5.
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21)

[N] Owen (2;5) sings lyrics from songs he has herplayschool and on the television, for example:
a) Bateau sur I'eau, la [r]iviére, la [r]ivie(eepeats over and over)
b) Mr Sun,sun, Mr golden Sun, hidin' behi' a tree
c) The more we play together, together, togetharmbles the rest)

Examples b) and c) come from an episode of 'BaamelyFriends’ that we have on DVD.

At age 2;5, Meriel sometimes tried to sing on hen@nd mumbled most of the words, inserting
the ones she knows. She often just repeated olwaodmes that she knew. Owen also did the same
thing at the same age. During our 5 week stay ite¥vand England, there was a very noticeable
shift towards English in Meriel’s (2;8) language.h@ spontaneously singing, however, it was
always French songs (eg ‘Alouette’, ‘Cherchez mmiaou coucou je suis caché sous un chou’,
(with the words only half pronounced correctly)Xtwihe exception of ‘Happy Birthday’ which she
sang throughout our visit, no doubt because of Gayé€drandpa’s and Granny’s birthdays all in
quick succession.

22)

[N] M (2;8): Appa birday to you
Appa birday to you
Appa birday dear Ganny / Owen / Ganpa
Appa birday to you

23)

[N] A family friend gave the children a DVD of tH#gm ‘Mary Poppins’ and Loic (4;10) watched it theg¢ry morning.
By the afternoon he was already singing “Chim chégrchim chimney, chim, chim chimree”. The follogiday he
asked me if Daddy had a chimney sweep in the nawéo

Singing alone: adapted songs

When the children play with language and creaté twn versions of songs by inventing new
words and new uses of existing words, it can aptmebe for the enjoyment of hearing sounds:

24)

[N] L: (2;0): Daddy’s gone to work. Un, deux, tro{glrinks) bravo Loic! Drinks and talks to himself, singBateau sur
I'eau....hot...un, deux, troisthere he is butterflyuficlearbabble house, bird, boat, bateastar, twinkle star, twinkle
twinkle little star, one, two, three, un,deux, $;aiing, bravoshow Daddy.

Adapted songs are often a form of child humour:

25)[N] L (2;6): Old MacDonald had a chair, e i e iwith a sit down here and a sit down there, heri, dhere a sit,
everywhere a sit sit.”

Loic would find making up nonsense like this funny:

26)[N] L (2;6): This is the way we clean the cak#d the tune of 'Here we go round the mulberry bBush’
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Singing along to an activity: existing songs

The children often sing to themselves while theydwing something else, and sometimes the songs
they choose are linked to whatever activity they @ngaged in. It is as though they are singing
along to life. Here are some examples:

Every morning, at the same time, our neighbour desgarks his van in front of the house of
another neighbour, Lucien, who lives opposite use@recognises the engine noise, and one day
he started singing:

27)
[N] Owen (1;11): §ing9 Jacques, Jacques,eh eh ay eh eh, haricot magique

This is from a song from the previous summer's gschlay (six months earlier). At the time of the
play, we sang the song a lot. Since then, we hagd gwccasionally, sometimes with reference to
our neighbour, Jacques, but mostly just for fun.

28)

[N] O (2;5): (Sitting at the table and mixing up his food, s)iigihen you mix bu an ed i makes bu [When you mixblu
and red it makes blugirom the song about mixing colours in the 'Baraeg Friends' episode 'A perfectly purple day'
which we have on DVD)

29)

[N] (Meriel skips to the potty. While she's skippirsgy)

C: skip, skip, skip,skip...

M (3;9): (sing9 skip, skip, skip to my louand we finish the song together

She is definitely singing “lou” and not “loo”, bagse, even though Granny sometimes uses this
word for toilet, | am pretty certain that Merieleonot. If she had been familiar with that meaning

of the word, the association would have been venyical indeed, and would certainly have made

her laugh!

Singing along to an activity: adapted songs

30)
[N] L (2;2): (After making an elephant with his construction kdjc sing$, Oh do you know the muffin elephant, the
muffin elephant the muffin elephant? Oh yes | krtbev muffin elephant, a lives on Drury Lane!

31)

(N]

C: (at lunch, to Oweneat it nicely

M (2;8): be goodthen singing to the tune of the French song ‘UndBrdile’) be good, be good, be good, be good, be
good.

In this example Meriel was expanding on the “sitnipely now, be good” text of the ‘Time for
Dinner’ board book and using the melody from a Ehechildren’s song.

32)
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[N] (We are staying in Cardiff. Putting on socks in Bedn)

C: come on let’s put your socks on

L (4; 3): Socks, pocks, put your pocks on, sock&kp, locks(laughs). (Singsjhirsty flowers drink it up, then they
drink some more(Then his own words to the same tupefting socks on pocks and bocks more.

The song Loic sings and then reinvents comes fhmmRosie and Jim' video, which he had started
watching the day before. It is a video the childiéde to watch when staying with their
Grandparents in Cardiff. In the video, Rosie amd dre two rag dolls who live on a canal boat. In
one episode they go through a lock and visit a mia¢éatment plant. It seems that Loic began by
playing with sounds, and his singing was triggdygdhe word 'locks' which reminded him of Rosie
and Jim. He then went on to combine the melodyhefdriginal song, with his own word-play
lyrics. This example illustrates the emergencehgiming competence, prelude to the development
of poetic competence.

Singing along to an activity: invented songs

33)
[N] Meriel (3;8) plays on her own at the little tabsinging nonsense words to a repetitive littieet while Loic (5;5)
plays with his castle and shouts/sings war typgson

34)
[N] The chanting of number sequences to an unspdctiine while playing or moving about the house isort of
musical and poetic invention which Meriel did atB;

Joining in rhyming narrative

35)
[N] When aged 1,7, Loic would give the last wordezfch line in the rhyming stories ‘Four pigs anthe®’ and
‘Giraffes Can’t Dance’.

Four Pigs and a Begb verses of four lines, all with the same metsainahe following example)
C:Onepigina

L: pigsty.

C: Two pigs by a

L: tree.

C: Three pigs on the

L: pavement.

C: Four pigs and a

L: bee.

36)
Giraffes Can't Dancg22 verses of four lines, all with the same medeein the following example)
C: Gerald was a tall giraffe
Whose neck was long and
L: slim,
C: But his knees were awfully bandy
And his legs were rather
L: thin.

The main differences between the two stories aae 'Giraffes Can't Dance' is much longer than
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'Four Pigs and a Bee', and is a story with onatilédion for every verse, or two verses. Four Pigs
and a Bee is short and is not really a story. Tiegesimple illustration for each line which gives
the child much more guidance as to the meaningeftords. As it says on the cover of the book,
“Heather Melville is an experienced children's sphetherapist, and she has devised this book as an
aid to language programmes for pre-school and imantgchildren with late speech development.
The rhymes and pictures are intended to make yohildren aware of the use of prepositions, and
concepts such as big or little, same or differehtis very easy to get children to join in thelitej

of 'Four Pigs and a Bee' as the text and illusingtiare so directly descriptive and inter-related.
There is no ambiguity of meaning. The reader cantpo the object to be named and can use finger
movements to elicit, or demonstrate, the prepasitiowas no surprise, therefore, that Loic quickly
learned to join in the story. It is more surprisithgt, at such a young age, he was able to do the
same with 'Giraffes Can't Dance' which is much &ngnd which has a more complex narrative
text. It is possible that in this case, while thestrations probably helped, it was mostly a trafk
memorisation, thanks to repeated readings, whiabled Loic to join in reading in this way.

37)
[N) The children's maternal grandfather loves ttteepoems and rhyming narratives. Loic (4;10)¢dinn Grandpa's
recital of ‘The Owl and The Pussy Cat’ rhyme (withdooking at a book). When Grandpa changed thedsydroic
would laugh and correct him:
Gp & L: The Owl and the Pussy Cat went to sea
In a beautiful pea-green boat.
They took some honey and plenty of money
Wrapped up in a five-pound note.
They sailed away for a year and a day
Gp:To the land where the oak tree grows.
L: (laugh9 No! Bong tree!
Gp:To the land where the bong tree grows.

Other changes made by Grandpa included “the gifaffkey] that lives on the hill; by the light of
the sun [moon]”. While Loic's participation was asmnally hesitant, he didn't fail to spot a change
to the original text.

38)

[N & V] Loic (5;10), Meriel (3;8) and Owen (2;2)ki to join in 'Chocolate Mousse for Greedy Goasehfthe 'Animal
Antics' edition which combines this story and 'Hipbas a Hat' by the same author and illustratdne Stories are
simple narratives made up of one double page riitish for two short pairs of sentences contairthwjr own internal
rhyme and the same metre:

“Where's the meal?” asks hungry Seal. “It's conmiog,” says busy Cow.

“What can | smell?” asks shy Gazelle. “Macarongys Shetland Pony.

“Too hot for me!” says chimpanzee. “Blow on it, thesays Mother Hen.

“Carrots — yuck!” says fussy Duck. “They're good you,” says Kangaroo.

“Chocolate mousse!” says greedy Goose. “Don‘tguab it,” says angry Rabbit.

“I'll lick the bowl,” says furry Mole. “I'll lick it cleaner,” laughs Hyena.

“It's all gone,” says sad white Swan. “I'll eat ttleth,” says happy Moth.

“Let's wash up,” says helpful Pup. But lazy Shesyss“No, let's...

...Sleep!”

Together, they can recite the whole story. The boak a Christmas present and by February they
knew the first story by heart but not the secorespite always having both stories read together,
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since they form a single book, and therefore habiag the same exposure to each. When joining in
the second story, 'Hippo Has a Hat, although thes md sentences are remembered together, they
have more trouble remembering the correct ordevhich to place them. This is probably because

the story does not have the same narrative quaditfChocolate Mousse for Greedy Goose', but is
more like a list of animals and clothing items:

Lots of clothes! Let's try them. Maybe we can bugrh.
Tiger tries a shirt. Leopard likes this skirt.

Hippo has a hat. A cardigan for Cat.

Camel finds a coat. An anorak for Goat.

Toad's tracksuit is too big. These jeans are tighPig.
Zebra's zip has stuck. “This can't be right!” sBygk.
Shoes for caterpillar. Slippers for Gorilla.

Flamingo buys a bag. A string of beads for Stag.
Now everyone looks smart...

...S0 let the party start!

These contrasting examples demonstrate that reléuastrations, regular metre, and predictable

rhymes, help children to memorise the pairs of ess#s which are connected by contextualised
meaning as well as rhyme, while narrative contdaygpa role in aiding the memorisation of a

whole story. In both cases, the children parti@patn the case of ‘Chocolate Goose for Greedy
Goose' they are able to recite the whole story with or a little, help. Their greater sense of

achievement in doing so is visible, and is mirrdogdhe more rewarding reactions of listeners.

Joining in non-rhyming narrative

39)
N] Meriel (2;5) wants 'The Three Little Pigs' everight at bedtime. She tries to join in when  thelf says ‘little
pig, little pig, let me come in’ and ‘not by theihaf my chinny chin chin’.

The children love to listen to stories while trdwveg] in the car. We have several story cassetias, 0
of which is the Canadian author Bob Munsch tellmg own favourite stories to an audience of
children. Munsch invites the children to join intkwvitelling the stories, which they do, both on the
cassette and in the car. The participation is m fibrm of voice or hand-clapping effects and
exclamatory phrases, such as “Mortimer, be qu@tldnswering a question, “do you think that was
a good idea? Nooooo!” The punch line of the stlrlge Paper Bag Princess' is “you are a bum!”
The children, particularly Loic and Meriel thinkighis hilarious, since “bum” in British English
means “bottom”. Owen joins in the general hilamby the sake of joining in, as he can see it is
considered funny by the others, so he thinks haldHaugh, too. (In the section "Transferring input
to output’, is an example of how he uses this ghtaget my attention.)

The children also try to join in with the few Welddnguage books we have, and acquire a little
Welsh within the context of the story and storing|, as in these examples:

40)
[N]L (1;11): (choosing a bogkWhat shall | read?pfcks up Welsh alphabet bgakochyn yn y llaid(pronounced like
the English 'slidg? [“pigs in the mud” from the book 'Y fferm’].
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41)
[N] When | read ‘Siarad Babi’ in Welsh and Englidhgic (4;10) tries to repeat the Welsh, and doeisequell.
Unfortunately, I'm not sure of the pronunciationseif, and tell him so.

In the following example, Loic seems to think thentence is unfinished and feels he should
complete it:

42)

[N] C: (Reading 'Mr Snow' at bedtim&/hen morning came it was quite amazing to seeljosr much snow had
fallen. All the houses, all the trees, all the r®add all the fields were covered.

L (5;7): in snow é&s if finishing an unfinished sentehce

Telling adapted/invented rhyming narratives

In this example, Loic adapts his own version oSeuss' '‘Green Eggs and Ham':

43)

[N] Loic (5;5): (playing in the sand pit)
Would you like it in the dark?

Would you like it in the park?

Would you like it with Clark?

I do not like green eggs and ham

I do not like green eggs and ham
That's another version, Mummy

Telling existing/adapted non-rhyming narratives

So far the children are unable to tell a non-rhygmarrative in its original form. Since they cannot
yet read, their telling of a story is dependentlogir memorisation of it and the absence of rhyme
and rhythm is clearly a barrier to this memorigatidsually, some elements are missing or altered.
It is possible that the huge variety of books ald# to them means that they do not memorise non-
rhyming narratives because they are not exposemdagh repetition of the same stories. Perhaps
we (the children and 1) also have a preferencatigming narratives, so we choose to read them
more often than other kinds of story. This does metan that the memorisation of non-rhyming
narratives by small children is impossible. My fathells me that when my brothers were small,
they would request the same story, a non-rhymingatiae, every bedtime and they knew the text
so perfectly that if he changed one word they waalchplain. (The result of reading the same story
over and over is that he can still recite the téoty years later!) Nevertheless, thanks to
illustrations, children can 'read’ stories to thelwss by combining what they remember of the
actual text, and their experience of reading ithwdin adult, with their own commentaries or
inventions, as in the following example. It is Ovgense of the expression “Oh” and his surprised,
'discovery' intonation that indicates he is tellthg story, rather than simply naming objects. The
way in which he returns to the last page and makesmment, possibly indicates he has not yet
acquired the notion of temporal linear narrative.

44)
[V] (Owen (2;1) reading 'Sizzles is completely not héte'lifts the flaps and comments on each picteréirids under
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a flap with surprise as we do when reading the bémiking for Sizzles the d9g.

1. Aplane. Oh, a [unclear] Oh, a flower! Oh, a gieaf®h, a cat! Oh, a bear! Oh, un aliy! (it's a girl) There.

2. (New paggA bee, un autrbee! Oh no! Oh yeah! Un, un autree! Oh, yeah! Upnrange they're hedgehog4n
oiseaulA balloon! (t's a ball) A plane, a aeroplane!

3. (New paggA book. A [unclear] in the caterpillait'’é a wardrobe with clothes on hangers, shoestmives and
some toys. There is a Humpty Dumpty toy and somesshith antennaglum [unclear] Oh, mummylit{s a
mermaid doll with long hairDh, a giraffe! Oh a things, elephant, panidia & black and white footballph, a
cat! Oh, yeah! There.

4. (Closes book then opens it at last ppdded.

5 (Then he turns pages backwards to beginning

In another example, Owen (2;5) 'reads' to himselhf Aaaarrgghh, Spider!"

45)
[N] O (2;5): Aaaarrgghh, Spider! Out you go!

This was followed by unclear speech but his intimmaindicated he was reading aloud from the
book. | was too far away to hear clearly if he waging real words or just babbling. As he turned
the pages he said, “Aaaarrgghh, Spider! Out you geVeral times, possibly at the appropriate
moments of the story (these lines occur three timése story and constitute testmotif).

46)

[N] Loic's favourite soft toy was a cat called tigit When Loic was 4 years old, | started makingstgries about her
for him. | made up a new Kitty story for Loic (4)1@h which Kitty goes to North America and meetbear and lives
with the Indians. The next morning, he wanted tartieagain but | was busy, so | told him to tek m story. He told
the same one, in his own words, and although | Wesally able to listen, he bravely continued e £nd.

(Loic's narration of 'The Sleeping Beauty' is désad in the section on translation competences asiand Meriel's
narration of 'Toutes Les Couleurs")

Telling invented narratives

At what age can we identify the emergence of nagatompetence? Is is when children tell stories
they have heard, or when they invent their own? ddgld point to their first inventions as the
beginning of the acquisition of narrative competerwen began telling stories, of his own pure
invention, at the age of 1;11. He told me the stdrthe spider who hurt his leg:

47)

[N] O (2;11): o Mum) a hurting a 'pider [=spider].
C: A spider? Hurting you?

O: Yeah.

C: Where?

O: hurting a leg a 'pider.

Owen's story could be classified as ‘proto-nareatiVhe interpretation we give to the expression
“telling stories” could effect our judgement hef® what extent is Owen inventing a simple
narrative, within the limits of his age and levélazquisition, or is he just telling a white lie to
distract and amuse his parent? What, if any, iglifierence? The children like to tell stories gsin
their finger puppet theatre. Sometimes, the stdhey tell are adapted versions of existing stories
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sometimes they are pure invention.

At a later stage, a child's own drawings and cadtun pictures can inspire the creation of a
narrative, providing evidence of the developmenhaifrative competence. In the following video
transcript, recorded two weeks after Halloween,cLaivents a story to go with his own

illustrations:

48)

[VIL (47):

1. L: Once upon a time, uh, one summer, it was Halexw®ne cat was standing on a, on a, er whatsléd;
already?

2. C: Pumpkin?

3. L: Was standing on a pumpkin. A cat was standing @umpkin. And one day he grooowwled at people and
and they all had a, a Halloween fight, and onéeirt went fffeuurrruhhhh weeuuuhhhh ! And

4. (Newpicture) And the boss said, with two eyeshéut3 “stop fighting!” and they stopped.

5. (New pictur@ Now, this one was a boy one, but actually he'syvimo's cousin. He had eleven eyes, one skull
attached to him and lots of letters and a cat[arctedrawing?] a scary cat, with, and he's ss@mea dog
attached with a lead uuueerrrgghh.

6. (New picturg@ And then the Bolgo, his cousin, is reeaallly siyoHe said “what are you doing? This is my
house. Ehh! Poum! Ouch.

7. (New picturg (high pitched whiney voi¢éuehh nyauh nyauh nyuh nyuh [unclear] Are yoamm play with
me-uh?” @rowly voicg “No.” “Nnnyhh.”

8. (New picturg (high pitched voice and squégdéueh, are you gonna play with me?"grgwly voicg “Nooo!”

That was the end of this story.

We can see that Loic has already mastered a €lingt intonation style, and sound effects,
including changing his voice for the dialogue offetient characters. The story, which could be
interpreted as two stories (story 1: lines 1-4ryst lines 5-8), is (unlike Owen's in the previous
example) presented in a temporally linear stylehvé time setting, (one summer, Halloween)
characters, an event (a Halloween fight), and diso Loic also makes use of a traditional
storytelling formula, “Once upon a time”, used h&ryentroduce his monologue as a narrative, as a
way of signalling “I'm going to tell you a made-sfory”.

A couple of weeks later, Loic (4;7) spent the whalening drawing pictures, filling A4 sheets with
lots of little pictures on the same theme. He drewpage of Halloween pictures, monsters,
pumpkins, himself, Eric and me dressed up for Haten. He told me all about it in detail. It was
an exciting new discovery for him that he couldan¥ his own drawings that really look like

something and then tell a story with them. Thistif at 6;1 a favourite occupation from which he
clearly gets a lot of satisfaction.

Imitation and Role-play

Loic seems particularly sensitive to the speechrmaasms of people he comes into contact with.
For example, following his return to school aftee tsummer holidays, he quickly started saying
‘purée’ more frequently and re-adopted the de@mer of voice and turn of phrase which seems to
characterise his French speech:

49)
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[N] L (5;5): T'es fou ou quoi!
This sort of imitation also occurs with the influenof audio-visual input, and is used appropriately

50)
[N] C: Loic, it's time for bed.
L (6;0) Oh, man!yith an American accent, from the 'Ben Ten' carhon

In its simplest form, the 'acting game', for veigugg children, could consist in the assigning of
character roles. This could range from encouragmgll children to pretend they are a particular
animal, (by making noises or movements when lookih@ book, saying a rhyme, or singing a
song), to the children themselves assigning charadles from a favourite film or book to
members of the family. The children love doing tha example deciding who is Red, Blue, Pink,
(and so on) Power Ranger (from the Power Randens)fior:

51)
[N] O (2;4): (pointing to illustrated characters in the book "&fe wearing out the naughty stgfhat's Owen. That's
Meriel. That's Loic. That's Mummy. That's Daddy.

When aged two and a half, Loic began to play hia ovle-enactment games, based on television
characters:

52)
[N] L (2;7): I'm fixing the table, Wendy
C: Am | Wendy?
L:Yes
C: And are you Bob?
C: Yes, and she's tiny scodpifching Merie)

53)

[N] L: (2;9) What have Norman to do? Fireman Sagts his big axe. He must chop the wood. Chop, chbpp! Who
came with the fire engine? Who came with it? Itisefhan Sam! So, I'm telling you a story about fismmSam.
Norman has to stand back out of the fire. Oh Na@ fitonkey’s stuck. The monkey has to stand backbilte way. |
have to chop the wood. Oh no! | made a mess. QeflI'Yh tired. | have to put the fire out. Quick!igthis.

Another form of character assigning is when | wosildg my own adapted version of the theme
tune to the Cbeebies television programidig Cook Little Cookwvhile cooking with the children,
and Loic would join in:

54)
[N] C and L (3;4): $ing) big cook, little cook, and teeny tiny baby cook

The original version only includes '‘Big Cook' andgttle Cook’, the characters in the television
programme. Loic and | assigned ourselves the adldsttle Cook' and 'Big Cook' respectively, and
for Meriel, I invented 'Teeny Tiny Baby Cook'.

Another form of role-play involves quoting a chaemdrom a story at an appropriate moment:
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55)
[N] L (5;4): (running round the kitchgn've got to have another helping

This is a quote from Roald Dahl's Revolting Rhyntks, story of 'Little Red Riding Hood and the
Wolf', in which the wolf, “ran around the kitcherlping, I've got to have another helping!”

56)
[N]L (4;6): And if | see a piece of grandma, | @dbefore she runs away!

We had been reading ‘George’s Marvellous Medicamel grandma tells George, “Whenever | see a
live slug on a piece of lettuce, | gobble it upajubefore it crawls away.” This is in the first gter
which we had read a few nights previously. | thirdic was pretending to be a giant when he said
this.

57)
[N] C: Do you want the last piece of cake, Loic?
L (5;4): I'm going to eat it up in one big gulp. Pw

This is an adapted quote from 'The Tiger Who Camn&ea’. The original version is, “He took all
the sandwiches on the plate and swallowed theménbag mouthful. Owp!”

58)

[N] The children are not very enthusiastic aboet $bup I've made. They can see that I'm disappmband try to make
me feel better:

L (5;5): Thank you for my nice dinner. It was verige.

M (3;3): Thank you for my nice dinner. I'd better gow.

These are also adapted quotes from 'The Tiger WAme(Qo Tea'. The original version is: “Thank
you for my nice tea. | think I'd better go now.”

In the last example of this kind, quoting, and fefectment and role-assigning all take place within
the context of bedtime storytelling:

59)

[N] We are reading 'Little Miss Twin'. The Little i85 Twins repeat the last word in every sentende.d®dmes in to say
goodnight:

L (5;5): Goodnight, goodnight, Daddy, Daddy

Then we read 'Mr Muddle'. When it's time to go leep, Loic puts his feet on the pillow and his
head under the duvet:

L:I'm Mr Muddle

M (3;3): (showing me the 'Mr Sneeze' book that was in her e ough was in my bed.

C: I've got Mr Muddle over here and Little Miss Mlld over there! Now | want you all to be Mr Quéetd Mr Sleepy!
M: Who are you, Mummy?

C: I'm Little Miss Mummy

(lots of laughter from Loijc
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Transferring input to output

Some of the most fascinating corpus extracts argetimiscellaneous examples which demonstrate
the way the children transfer, or reuse, language fMAPNI in their own output, in ways which
are difficult to fit into any of the categories dsabove. As soon as the children start to produce
their first words and short sentences, they usguage from MAPNI to communicate with the
people around them, without necessarily having ljgstned to, or looked at, the original versions.
In other words, the language seems to have beemalised and is then reused in a different
context, as a kind of 'wild card’ that can be throdown at a relevant point in a conversation or
exchange. The phenomenon is best illustrated wiimeles.

In the first example of this category, kindly reldtby a friend, we can see that gestural inputean
recycled at a moment the child perceives to be@pmte, when triggered by a familiar word that
is related to the gesture:

60)
[N] Anouk: On va faire un petit tour
Yumi (1;0): does the 'mill' action

Yumi was reminded of the song, by the words 'petir': 'Ainsi font font font, les petites
marionettes, ainsi font font font trois petits toat puis s'en vontin the next example, a year later,
she is reminded of another song and tries to $ing i

61)
[N] Anouk: Toi, tu bois du Rooibos parce qu'il mypas de théine
Yumi (2;1): 6ing9 t'es in, t'es battF-rom the song “T'es ok, t'es bath, t'es in”)

Similarly, the word 'boutons' reminds Meriel of tverd 'moutons’, and triggers a song:

62)
[N] L (5;10): Papa, tu connais 'La guerre des bost?
M (3;8): (sings)ll pleut, il pleut bergére, rentrez tes blancs toas, etc

And Owen is reminded of another song while loolangictures in a book with me:

63)

[V] C:oh. And what's this?

: uh a_soleil

: a what?

:asoleil

: a_soleiP

: yeah

asun

: (sing9 Mr Sun, Sun, Mr golgen [golden] sun, iydeeiy [ihglbehind] a tree

0000000

The following three examples demonstrate Owen'sex¥ension of the phrase (spoken, not sung)
taken from the 'Old MacDonald' song. He seems t@ lzgoplied the phrase to refer to all animals
and farm-related vocabulary, including the farrelits
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64)

[N] O (1;5): Holds animal and farmer finger puppets sayieg-o
(When we talk about farm animals, the farm and énmér) e-i-o
(While on holiday, when | said that Loic was atfiduen next doore-i-o

At the same age, Owen also overextended the naim&,'the name of the neighbour's dog that he
could see from his bedroom window, and the protoevmyah-wah', (based on the sound of a dog's
bark), to refer to animals in general. He occadlgnaferred to cows with a 'moo’ sound. Perhaps
he considered 'e-i-e-i-0' to be a more satisfactmgrextension, since it could include both large
and small four-legged animals as well as otherkmidfarm animals and the place they lived in.

Sometimes, the children are reminded of a sondnyme, in this case by hearing a phrase that is
also part of the rhyme, and use that input to @aalut an ongoing event:

65)

[N] (It's raining as we get out of the car to go toysehool)

C: Put your hood up. It's raining.

O (2;2): It's pouring?from the nursery rhyme, 'It's raining, it's pougirthe old man is snoring...")

Here, Loic reuses the lyrics of a song in a coratemsal way:

66)
[N] (We are watching ‘Something Special’ on Cbeebies.
We see a little boy go out in the rgin.
L (4;3): (says not singsRaindrops keep falling on his head.

The children can also be reminded of stories ardiduse words from that story in a conversational
way, or might even quote fairly long extracts oftte

67)
[N] (Owen really liked the story 'Chocolate Mousse foegdly Goose' at the time
of this example, and when at the table, would staniting if he heard related worjls
C: Be careful, it's hot.
O (2;1): Too hot for me says chimpanzee. Blow othén says mother he(His actual pronunciation is very
babyish ,but we understand because we know whatdaging.)
O (2;1): Puck [yuck]transferred from “Carrots, yuck! Says fussy Duck”)
O (2;1): Macaroni!\When presented with any kind of pasta, except siigh know he is reusing the word from the
story because of the intonation, which copies tisad when telling the stoyy.

In the following example, Owen seems to say a fuimg/from a story in order to get my attention
and engage in a little conversation:

68)
[N] O (2.5): Reading to himself from a toy catalogue, babblesntsaysYou are a bum! You are a bunNigw he's
got my attentior) You are a bum, Mummy, you say that.

C: You are a bum!

O: You eat that? (I'm eating breakfast)

C: Yeah.

O: You like it?
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C: Yeah.

The next extract is an example of collaborativdoaecreativity which is triggered by the transfér o
MAPNI to output:

69)

[N] The lines “Sit up nicely now, be good” and “aop daisy, mop it up”, from the baby board bookri&ifor Dinner’
were frequently reused by Meriel, when aged 2;&imguand after intensive reading of the book, whics a favourite
for a few months, these lines quickly became mmaltusage, clearly with reference to the story we $laared.
Whenever | asked a child to “sit up” or “sit nicélveriel would invariably add “be good”, echoinket line from the
book. Meriel did not content herself with merehheimng the text of the story. Her repeated use elitie “oops a daisy,
mop it up” when a drink was spilled, enabled hethien move on to her own creation, “oops a daigk i up” which
she said when an object was dropped on the floor.

The associations between MAPNI and output are somstvery direct:

70)
[N] Loic (1;7): go away (from the story ‘Sharing a Shell’).

And sometimes a little less direct:
71)
[N] Loic (4;3) surprised me by saying that he dtdmant to go to sleep because he was afraid ofvaéing up in the
morning. | didn't know what he meant and asked tomexplain. ‘It's raining’, was his reply. | thougfor a bit and
asked him ‘like the old man in the song?’. ‘“Yes'dad. It had been raining a lot and we had bewgirsy:

‘It's raining, it's pouring, the old mas snoring.

He went to bed and bumped his head

And couldn’t get up in the morning.’

72)
[N] E: Vas-y dehors Doolinfémily dog, vas nous chasser un sanglier
L (5;7): Elle va nous chasser un sanglier danfdat lointaine from the French nursery rhyme, 'Dans la forét
lointaine')

Reuse of MAPNI can be comical:

73)

[N] (Eric did something to Loic which backfired on hithaed we laughed
C: That'll teach you.

L (4; 6): (aughing That'll teach him a lesson

From the intonation and stress he used, | couldhat Loic was reusing the phrase from the story
‘Thomas and James' in which Thomas says to thkstfidis’ll teach you a lesson, this’ll teach you
a lesson”, and the trucks reply, “Yes, it will. Y&swill.” When | read the sentences, | use intiora
and stress to make them sound like trains clankiogg the tracks (which | believe was the author's
intention).

The day after | overheard Owen reading 'Aaaarrggpider!” to himself, | overheard this
conversation between Owen and his father:
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74)

O (2;5): pretending his hand is a spider walking up Daddyts) Spider.
E: Spider.

O: Aaaarrgghh, spider! Out you go!

The word 'spider' acted as a 'trigger word' for @weminding him of the line from the story.

Reuse of MAPNI is often very creative:

75)
[N] L (2;9): “Do you like ketchup your yoghurt?”

In this example Loic, is reusing language fromhhbek ‘Ketchup on your cornflakes’ in which the
top half of each page (divided into two flaps) @n$ the same combination: 'Do you like + Noun’
while the bottom half contains a 'Preposition +ry#WNoun?’ combination. The effect is to be able
to produce a wide variety of questions with différ@oun phrase and preposition combinations.
Here, although he forgot the preposition, Loic alijucreated his own combination, not a copy of
one from the book, and asked me the question iteggrwhile | was putting honey into yoghurt at
the dinner table. It is unlikely that, at 1;9, €aiould have acquired this structure without being
exposed to it in such a manner, in a way which Iwve a lot of repetition combined with the
awareness that some phrases within the structue wagiable.

The transfer of MAPNI to output is sometimes aditiff the mark:

76)
[N] L (4;6): It's a very particular necklace.

This sentence is an adaptation of a line of textfthe audio story of 'The Princess and the Pea’, o
a cassette that we listen to in the car. In theysibanny Petunia says to fussy Prince Jabalady‘Ver
particular, aren’t we. It’s top brick of the chimner nothing for you, isn't it?”. Loic is referring a
necklace that | made for him by cutting out the Ipcture from a box of cereal. It was a favourite
necklace for a long time. In this example, he seentiink 'particular’ means 'special’ rather than
fussy'.

In the next example, Loic reminds himself of a lirem the story 'Hippo has a hat' (“this can't be
right, says duck”), and changes his wording to mate phrase from the story, complete with the
intonation usually used when reading it out loud:

77)
[N] L (5;10): (playing with the Rubik's cub@&hat can't be right. That can't be right. Thie'the right.

Audio-visual input is also re-used in output. Ire thext example, it is not so much re-used, as
referred to:

78)
[N] C: Owen's very handsome with his new haircut.
M (3;8): he's handsome like Nickrdm Barney and friends “You're very handsome Njck”
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In this example, Owen is reminded of, and quotgdrase he has heard in a cartoon:

79)

[N] (1 get the cheese out of the fridge. Loic hates sthaed always makes a fuss about the smell.

C: This smells interesting!

L (5;11) : Aargh! Ca pue!

C: You can say “ca sens mauvais “je n'aime pas cet odeur

L: Je deteste cet odewrith exagerated emphasis

C: You can say that if you want to be really, reailly!

O (2;2): Really, really stuckfrom the cartoon 'Oswald' in which Oswald and hierfds get stuck together while
making super sticky honey buns. They repeat andnelxpn the words,” And now we're really stuck.allg really
stuck...really, really, really stuck”, and so §n.

Some adaptations from MAPNI are very poetic:

80)
N] I got into Loic's bed at night, to comfort hirftex a nightmare. When | moved to get up he said:
L (5;4) : Come back, come back, wherever you are!

This example seems to be adapted from the phrasee©ut, come out, wherever you are'; I'm not
sure where he had heard this, possibly a televigiogramme or film.

This MAPNI-related output, was only possible inilnigual context:

81)

[N] Loic had been watching ‘Babar’ in French oretésion at his child minder’s house. | couldn’t ember that in the
English version the character Fleur is called Fléraad been calling her Fleur too. Loic knew thilgur’ could be

translated as 'flower'. We had done some bakingthey, so Loic was familiar with basic cake ingead$, including
flour'. The result is the following translationhomophone confusion:

C :Babar’s children are called Alexander, Pom aledi~

L (1;11): butter and sugar

Triggered references to MAPNI can be producedtnamslated form:

82)

[N] (The children are all excited at dinner and shoutiEgc says something like they'd better calm dawrhe police
will come. They talk about weapons.)

Meriel (3;8): J'ai un fusil dans ma culoftike Roald Dahl's 'Red Riding Hood' who “whips iatpl from her knickers”)

French-language MAPNI can be inserted into Englsiguage output, and preferred to the possible
English equivalent:

82)

[N] Just before Christmas, Owen and Meriel wereoiahiced to, and became fans of, the Christmas ap€tiarlotte
aux Fraises' cartoon. Owen (1;11) adopted the nafmile cartoon character “Charlotte aux Fraisesrefer to
strawberry yoghurt, then to any kind of fruit yoghuHe may have been trying to sggourt a la fraisepor may have
thoughtyaourtandCharlottewere the same, or too similar to distinguish. Wimle family has now adopted this term
to refer to fruit yoghurt, particularly since if fefed a “strawberry yoghurt”, Owen will refuse, bifitoffered a
“Charlotte aux Fraises”, he will accept happilyain certain that, if | offered him a “Strawberry ®isake”, (the
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English name for this cartoon character), Owen ditwave no idea what | meant and would also refuse.

The last example of MAPNI influencing children'sjout, is a comment by Loic which
demonstrates the importance of takevance of the input to the ongoing situatiae$evance which
seems to be behind all the examples of MAPNI ifdcén's output:

83)
[N] C: (singing to Christmas CPLet them know it's Christmas time
L (4;7):1 know it’'s not Christmas time
(Earlier I had said, “Isn't mummy silly listening tBhristmas songs when it's not Christmas? | justfed listening to
them.”)

1.4 FORMULAIC LANGUAGE IN ACQUISITION
Hypothesis 1b) Much of the re-used input from MAR&ormulaic.

In this section we will examine some of the exarapleat we looked at in 1.2 with the aim of
identifying them as formulaic sequences. The redsopdoing this is to suggest MAPNI is rich in
formulaic language, and it is for this reason tttatdren borrow and adapt whole sequences from
MAPNI. In this way, MAPNI contributes to childrerf®listic language processing and production,
particularly at a stage in their development whaa Ibalance of holistic to analytic processing is
tipped towards more holistic processing. Alison Wilafines the formulaic sequence as:

a sequence, continuous or discontinuous, of wordstleer elements, which is, or appears to be,
prefabricated: that is stored and retrieved whodenfmemory at the time of use, rather than being
subject to generation or analysis by the languagmar. (Wray 2002:9)

According to Wray's 'Needs Only Analysis (NOA), beak down linguistic material only when we
need to in order to access or create new meanigly( 2008:189). In other words, the default
strategy for humans is 'to engage in the minimasfide processing capable of matching forms
with meanings'ibid:202). Formulaic language, which Wray has also égfmmultiwvord morpheme
equivalence units (MEUS), is therefore the defptdicessing option.

Wray identifies three populations as especiallytfinuifor exploring the nature and role of formudai
language: young children, foreign/second languagenkers, and code-switchers (Wray 2002:39).
Our subjects fit into all three categories. Wragpgmses that formulaic language serves the function
of promoting children's social and physical intéseas well as supporting language acquisition. In
fact, according to Wray, language acquisition isaural consequence of this function and is
achieved by children's use of large units with clexpneaning, which are analysed as little as
possible, according to the principle of NOA, (Wiayd Namba 2003:35). 'The principle holds that
children attempt, by default, to understand inpalistically, grounding the meaning of the form by
using context, pragmatics, and whatever linguisttowledge has so far been accumulated.
Children only break input down further when theyeddo — that is, when they cannot derive
sufficient detail by the default route, and/or whey need a component in order to formulate
output' (bid). 'Wray proposes that the child uses formulaicuseges to support four key
agandas...a) getting things done (meeting physicahtal and emotional needs through the agency
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of another person), (b) expressing individualityeitly noticed and taken seriously), c)social
integration (feeling part of the group), and (dingag control of processing (language acquisition)'
(ibid:36)

Patterns of formulaicity in child language includsed strings, which the child has constructed and
stored for subsequent retrieval. These strings wraynay not be grammatical, and they will
probably be used repeatedly. Also present are wartldyzed strings, such asp of teawhich have

a more complex structure than the child thinks thaye, and display grammatical and/or lexical
knowledge beyond the child's current generative aciéips, (Wray 2002:106-7)'Some
underanlayzed strings are specifically memorizedppposed to just picked up, and they play a
particular role in the linguistic behaviour of tkhild and its carers,idid:108). Such strings are
rhymes, songs, chants, and socializing institutined routines. 'In the case of songs and rhymes,
having realized that the most important thing toisleeproduce the material as closely as possible
to the original, the child may even fail to peraeiv as message-carrying at all, or, at least, may
consider the message incidental to the purposkeofearning. In this respect, the child is right, o
course.' ipid:109). In their analysis of formulaic sequencesaincorpus of Japanese-English
bilingual child language, Wray and Namba mentioitating and imaginary role-play as functions
of a formulaic sequence, and television as a sooféeput (Wray and Namba 2003:39). So, not
only do we have suitable subjects, we also havertingnt theme. And this is probably not a
coincidence.

Snow also touches on the subject. 'The major dimmerd individual differences which has been
related to aspects of CDS is the expressive /arf@l distinction...it is possible to relate cindd's
relative early preference for nouns to charactessof the input' such as 'a relation between
expressiveness and maternal directiveness’, (Sf@®b:186) The distinction between referential
and expressive children can be better expressea distinction between children who prefer
common nouns versus frozen phrases (see also P&883). The tendency to acquire and use
frozen phrases has not been related to specifecespf the input in large-scale studies, though it
has been noted as a characteristic of blind childfemdersen et al., 1993), and it clearly relates t
certain interactive contexts — routinized gamesum@nt interaction frames, and speech that is
difficult to map onto external referents (see SnBerlmann, and Nathan, 1987id:187).

One of the main problems with formulaic sequentresy a research point of view, is the difficulty
of their identification. 'The main reason for thisfficulty is that the majority of formulaic
sequences are, to the casual ear or eye, indighge from novel strings because they are
grammatically unexceptional and their meaning &€y predictable'ipid:26). Wray and Namba's
response to this problem is to propose a critel@sed approach to identification, with the aim of
enabling the researcher 'to explore why he or shks tthat a particular wordstring is formulaic, by
establishing reliable justifications for that irttue judgement'ibid:27). There is not room here to
describe in detail the eleven proposed criteriactvHaim, between them, to capture the major
externally detectable features of formulaic seqaeh@bid:28). | will simply refer to the criterfar
which selected examples receive 'strongly agreéagree’ judgements, or in other words, those
which enable a positive identification of a seldcs#ring as formulaic. Another advantage of being
a parent/researcher is that | am able to make judges based on detailed knowledge of the
children's linguistic capacities and their inpupesience, something which helps particularly with
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the identification of formulaic sequences.

We will classify the examples in this section widiters of the alphabet, in order to differentiate
them from those analysed in Partl.3 and Part 2.2.

A)

Meriel's reuse of the formula “Oops a daisy, moppt demonstrates the ease with which such
formulas are acquired from MAPNI and applied to #wivalent real-life context, particularly
when the context is relevant to the child and foenmregular part of their personal experience. The
first part of the expression is grammatically uralstesulting in “strongly agree” to criterion AyB
my judgement, there is something grammatically uausbout this wordstring. | also “strongly
agree” with criterion B: By my judgement, part diraf the wordstring lacks semantic transparency.
Again, | strongly agree with Criterion C: By my meiment, this wordstring is associated with a
specific situation and/or register. The situati@inly 'something has been spilled' and the register
being 'language used with a small child'. | strgragiree with Criterion E: By my judgement, this
precise formulation is the one most used by theaker when conveying this idea. | agree with
criterion F: By my judgement, the speaker/writes la@companied this wordstring with an action,
use of punctuation, or phonological pattern thaegiit special status as a unit, and/or is repgatin
something s/he has just heard or read. Meriel baméd the formula through imitation, so |
strongly agree with Criterion H: By my judgemenasbd on direct evidence or my intuition, there
is a greater than chance-level probability thatdpeaker/writer will have encountered this precise
formulation before in communication from other pleopMeriel's ability to then move on to create
her own version, “Oops a daisy, pick it up”, isoadly example of the way children learn that it is
possible for a formula to have 'gaps' within therfolaic frame which can be filled according to the
context. This example is a case of Wray and Nambete®nd kind of three possible types of
variation: limited lexical variation: closed setgch as pronouns or a small group of interchangeable
words.

B)
In the video transcript 'Watching Sleeping Beautyh2re are many occurrences in Owen's and
Meriel's speech of the following sequence variaion

A naughty cat

a naughty cat again

there's that naughty cat
there's that naughty cat again

The same phrase was used when reading a book:

[N] (reading 'Four Pigs and a Bee', Owen sees a piabiiee ca)
O (2;5.17) a naughty cat

M(4;0) a naughty cat

C: a naughty cat?

O: Yeah! A naughty cat.

C: Why is he naughty? What did he do?

O: scratched me

C: That cat? Scratched you?
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O: Yeah. Scratched me a naughty cat.

We have a cat and Owen often gets scratched scause he is very rough and clumsy with it. |
have clearly responded to Owen's complaints, omugeeing scratch marks on him, by saying
things along the lines of “What a naughty cat!” &lshe cat reallys naughty. It jumps on to the
table and steals food, so | am often declaring hawghty it is. No wonder, then, that Owen and
Meriel have acquired the formulaic string “naughgt”. The example receives a “strongly agree”
judgement of criterion E: By my judgement, this gise formulation is the one most commonly
used by this speaker when conveying this idea. jliigement is not only possible thanks to my
detailed knowledge of Owen's and Meriel's languagg, but also since the sequence appears so
many times in one extract, and then again on arggpaccasion. These examples do not constitute
the re-use of MAPNI in output, but MAPNI as a codtevithin which children learn to
communicate, thanks to the joint attention of spesland the construction of shared relationships.

C)
Example 53, in Part 1.3, Loic (2;9) provides ushite sequences:

Norman has to stand back out of the fire.
The monkey has to stand back out of the way.

These are examples of lexical variation within shene sequence. Loic is adopting a power role in
play. The expression is a command, so receivesagmee’ judgement for Criterion D: By my
judgement, the wordstring as a whole performs atfan in communication or discourse other
than, or in addition to, conveying the meaningha words themselves. It is specifically associated
with a situation and register (Criterion C), andd_zarned the expression from a children's cartoon

(H).

We can also use Wray and Namba's functional catsyéor children's use of formulaic sequences
(‘four key agendas' mentioned above). Example &6 fPart 1.3 demonstrates how Loic uses a
formulaic sequence, learned from MAPNI, to exptassndividuality:

D)
C: Loic, it's time for bed.
L (6;0): Oh, man!

Detailed knowledge of Loic's language at the tim@psrts the belief that he has used the
expression before (E), and similar knowledge ofityisit enables us to be sure that he heard it from
a children's cartoon (H). The expression is useal situation and register-specific way, even i§it

a bit cheeky to use the expression with his motla¢iher than with friends (C). It is phonologically
demarcated because pronounced with an Americamiaf€e The expression contains semantic
hyperbole, since the addressee is not a man (B).

'‘As a counter-balance to children's drive to drdtersion to themselves, and thus maximize their
opportunities for interaction, comes the desire donform. Wray (2002) observes that
“Institutionalised routines, such as thank you &wyd-bye, set up significant social signals of the
child's compliance with the expectations of the ladorld” (p.18). Learned holistically, these

formulaic sequences act as “magic words”, partrtyla rituals related to politeness (pp. 109-110)'
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(Wray and Namba 2003:39). The following example destrates the children's use of formulaic
sequences, learned from MAPNI, for social integrati

E)(Example 58)
L (5;5): Thank you for my nice dinner. It was verige.
M (3;3): Thank you for my nice dinner. I'd better gow.

The first part of the two utterances receive sthpragree judgments on criteria C, D, F, H. The
second part of Meriel's utterance also receivesaree' judgement on criterion B, and “strongly
agree” judgements on criteria A and K: By my judgem this wordstring contains linguistic
material that is too sophisticated, or not soptéséd enough, to match the speaker's general
grammatical and lexical competence.

Idioms appear to be the most obvious form of foaiulsequence. Nevertheless, creativity,
resulting from analysis of the component partpossible:

F)

[N] (staying in Ireland, next to a dairy farm)
C: It’s raining cats and dogs

L:(2;7) and cows!

In this example, Loic seems to have analysed thgoaents of an idiom, and believed it possible
to complete the idiom with a grammatically, semaaity and pragmatically salient addition. The
formulaic string 'it's raining cats and dogs' hawt get been acquired by Loic as a formulaic
sequence, since at his young age he probably haelrt it often enough on different occasions
which shared the one same condition of 'it's rgi@not’, while eliminating other, irrelevant farto
Using the grammatical, lexical and pragmatic knalgkeat his disposal, he generates a very logical,
and comical, addition! Creativity in idioms is nwhpossible; 'it is possible for a speaker to
contemplate the form of an idiom, and to see cregibtential in it' (Wray 2008:32). What makes a
variation an accepted idiom is whether or not is lh@en encountered in a real communicative
context, and to what degree it is familiar. Leagnabout idioms and either their fixedness or their
potential for creative adaptation, is just one lué thallenges facing all language learners, and
children are no exception.

In the next example, we see that Loic, now threasyelder, has learned this fixedness lesson, and
will not tolerate deviation from it:

G)

[N] (Reading poem from "Two Minute Kitten Tales'
C: ...a pain in the head

L (5;8): a pain in theeck

Conclusion to Part One

In Part One we have examined the nature of bilihgma and bilingual acquisition, with particular
reference to the role of input. We looked at sorfni@ features of musical, audio-visual, poetic and
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narrative input which make them relevant to chiitkeacquisition of language, including the
acquisition of musical competence, poetic competera narrative competence. We then analysed
examples of the way MAPNI can provide a focus ointjoattention and a context for
communication, and the children's re-use of MARNthieir own linguistic output.

As a result of this examination and analysis, we rmake the following conclusion. It seems to be
particularly important to children to communicatea way that is relevant to the ongoing activity.
This echoes the 'here and now' nature of CDS. Tildren's re-use of MAPNI demonstrates the
importance of the 'here and now' and the way MARAh be relevant to children, even if the
subjects explored in MAPNI are sometimes very d#f¢ from children's personal experience.
Children seem to make associations, either lingyigragmatic, or contextual, between ongoing
activity and MAPNI, and these associations trigdper re-use of language encountered in MAPNI
into children's own utterances.

In the final section of Part One, we examined sewamples for evidence of formulaicity, using the
criteria-based approach proposed by Wray and Na(@b@3). We demonstrated the positive
identification of a selection of examples with thien of highlighting the link between children's
reuse of MAPNI and holistic processing in bilingdiast language acquisition. MAPNI is rich in

formulaicity and provides children with a contexitiin which they can become familiar with

formulaic sequences of different natures and sgraimariety of functions.
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PART TWO

The Acquisition of Translation Competence

Translation is a key element of bilingual langudgdaviour and the children are learning how to
translate.

Introduction

One of the advantages of studying the languageisitiqn of bilingual children is their ability to
manipulate two languages. An important, and oftaifydaspect of bilingual linguistic behaviour is
translation, and bilingual children are no exceptiin fact, by looking at the acquisition of
translation skills in young bilinguals, we can learlot about the way they learn language, the way
they cognitively store and retrieve each language, the way they handle translation equivalents.
By analysing examples of their translation of ssriwe can identify key linguistic elements, such
as formulaic language, which help children to messand tell stories. In this section we will look
at the nature of the translation task, some ob#pects of translation that are discussed in ghesfi

of bilingual and acquisition studies, and the nwiof “natural” and “native” translator presented i
the field of translation studies. | will then prasand discuss some examples of translation from my
corpus of bilingual child language, including exdespof the way the children translate stories.

The pertinence of a bilingual case study.

The most significant thing that a bilingual childsiinctively learns about language is that the
symbol is not the concept. This means that for eamicept (object or idea) he encounters he
realises there are at least two, and by extensiolbaply more, language-related symbols (words),
and in this way he learns to distinguish the natirhe concept from the nature of the symbol. To
be completely transparent, when a bilingual chibdlerstands that “apple” and “pomme” are two
different words, from two distinct languages, whiatth refer to the same object, he realises that
objects have names which are independent of tixéstemce as an object. In the spirit of René
Magritte's beautifully illustrated “Ceci n'est pase pipe”, the bilingual child will learn more
naturally and earlier than his monolingual courdetpthat the word is not the object, only a
phonological, and then written, representationt.oDf course, he may not be capable of analysing
or expressing this inherent truth about languagelhwbdemands a certain level of meta-linguistic
awareness and philosophical detachment. Nevertheflest which a monolingual child one day
realises with amazement upon hearing people spga&imother language and receiving an
explanation from an adult, the bilingual child jtestes for granted.

Translation, and other aspects of bilingual languagich as codeswitching, borrowing, and

interference, can tell us much about the bilinqa@uisition process, and the bilingual's cognitive

organisation of his two languages. Bilingual larggiausage can shed light on issues such as
formulaic language and the holistic acquisitiongass. Translation can give clues as to the way
children understand what they hear and say. It &tiqularly useful for identifying
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misunderstandings if, for example, a child traredatomething and gives it a different meaning in
the other language. With reference to bilinguatss, the examination of children's command of
translation equivalents, from a very early age, gae weight to the argument against the Single
System Hypothesis. Volterra and Taeschner's cldiat very young bilingual children use no
translation equivalents was questioned by Quayisodstration of her Spanish / English bilingual
subject's use of crosslinguistic equivalents frown beginning of interpretable speech onwards (18
out of 47 word types at age 1;5, 13 formed ninediaion pairs) (de Houwer 1995:231). This
section of my own study of bilingual language pd®s& further evidence to refute the 'no translation
equivalents' claim. In fact, it lends itself to ther discussion of the separateness of the bilingua
child's organisation of her two languages.

It is possible that the strategy employed in thebtpging and/or education of young bilinguals
may have an impact on their awareness and manipulat translation equivalents. With particular
reference to the one-person-one-language strat@gler (2006) refers to a 1998 study by
Nicoladis, who found that “Children 's understamdiof the appropriate social use of their two
languages may lead to an understanding that thelétéon equivalents in their vocabulary belong
to two distinct input languages” (Nicoladis 19981id Baker 2006:99). Similarly, 'Clyne (1987)
sees as a particular advantage of the one persome/language input condition the early
development of a high degree of metalinguistic awass, which in turn he sees as a good basis for
developing translation skills.' (de Houwer 1995:p25

2.1 The Acquisition of Translation Competence
Definitions: translation and interpreting

We must start this section with a definition of ttegm “translation”. Usually, in the field of
Translation Studies, a distinction is drawn betweeitien translation, or the translation of textda
oral translation, or the translation of speeche(red to as interpreting), with an apparent academ
preference for the study of the translation of terittexts. In addition studies of the acquisitodn
translation competence most frequently refer to tf@ning of professional translators and
interpreters, and concern questions of a pedadagitare such as the most effective waydaach
translation skills.

Our study is different in that its subjects arerygupre-literate, natural translators / interpret&ior

our analysis, translation and interpreting can kscqd on a continuum, of written and oral
translation, upon which the bilingual child is pdcbetween these two extremes. The young
bilingual child deals with spoken language, inchgispontaneous speech, which is characterised by
“a greater use of contextualised language, hesitsitipauses, and unfinished sentences” (Hamers
and Blanc 1989:245). Spoken texts, which are exesnpf decontextualised language which has
been “constructed, reread, [and] reconstructéoitl are accessible to the pre-literate bilingual
thanks to other readers around her. The pre-lédodingual child can produce a translation of a
written text when that text has been read aloutketan one language, and the child in turn telés th
same story in another language. In this case, dbag translator uses skills other than those used
for the interpreting of spoken, conversational-tiggeguage acts, since she is truly translating te
with all its textual specificities, even if the mgation is presented in a spoken form. However, th
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child is not able to go through the constructiod aeorganisation process carried out by the ligerat
translator, and the translation will remain spoatars and instinctive. The translation of spoken
language, or interpreting, is differentiated fronritign translation, by its simultaneous or

consecutive, and often rapid, nature. The bilingdaild is particularly adept at this sort of

translation and practises this form of messagestnéggsion in a natural and regular way.

The translation of a spoken text is a form of consige interpretation in which “long-term memory
plays an important role...particularly concerniihg ttontent of the message” (Hamers and Blanc
1989:249). The recall of a story that was previpushd aloud, may be greatly aided by looking at
the book and it's illustrations, which may act aggers for the long-term memory. Despite the
many differences between translation and intenpgetboth activities “share a general mechanism
of bilingual processing and can only be performgdibnguals who process the language in such a
way that the message remains intact while the deanged” (Hamers and Blanc 1989:248). This
leads us to speculate on what that process ish@amwd/oung, untrained bilinguals carry it out.

For Catford (1965 in Kaya 2007), “translation ingglithe substitution or replacement of textual
material in one language by equivalent textual medten another language”. The search for
equivalence can be problematic if we consider #lationship between language and thought,
language and culture. Van Hoof describes the ta#insl act as the reformulation of a text in
Language A into a text in Language B (lecture notBeformulation can be considered as both a
pragmatic and creative process, and the notionefafrmulation is useful to describe the often
creative transmission of messages by the bilinghdt, from one language into another. The
bilingual child does not concern herself with thetmal questions about the validity of
reformulation. Her translation is instinctive aratget-oriented, reflecting the oral nature of her
translation acts. When she translates, it is nadxaarcise in translation, but an attempt to trabsmi
information in a comprehensible way. It is thenaission of meaning, idea for idea, not word for
word. If, by accident, she finds herself transigtimord for word, in a way that her co-speakers find
incomprehensible or unacceptable, she will cornecterror (if she perceives it to be one).

Competence and quality

The notion of linguistic competence is an importane when considering translation skills. We
have already seen, in Part 1.1 how difficult ittes apply competence-based definitions of
bilingualism. It is generally assumed that, in erttebe a competent translator, one must be very
skilled in both languages. Following the reasortimat all bilinguals have a dominant or preferred
language, it is also believed that the ability twceessfully translate into a language is directly
linked to the dominant status of that language.nty.@nd Harding-Esch (1978) demonstrated that
unbalanced bilinguals produce lower quality sumesarand do not recall texts in the second
language as accurately as in the mother tonguein@s and Blanc 1989:250). Not surprisingly,
then, professional translators generally transtatetheir first language. Hamers and Blanc's claim
that “high competence in L2 is a prerequisite fosweing high quality in the processing of L2,
could be adapted to young bilingual children by esgmg the adjective “high”. Young translators
will be able to produce a translation or interptieta that corresponds to their overall language
competence. As Harris puts it “The language qualitgatural translation must of course be judged
according to the translator's age and environm@iris 1980:379). Whether we judge the quality
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of the translation to be “high” depends on our exgigons of the child's ability in relation to the
relative difficulty of the translation task. It cére argued, and I'll make a case for this latet #h
very young bilingual is capable of producingredatively high quality translation despite very
limited language competence.

Code-switching or translating?

Code-switching is a common feature of bilingualgiaage behaviour, and young bilinguals are no
exception. Code-switching is defined as ‘the al&zrnuse of two languages or linguistic varieties
within the same utterance or during the same caeatien’ (Hoffmann 1991: 110). Code-switching
may be intra-sentential (within a sentence) orrigentential (between sentences). Intra-sentential
code-switching, when it consists of switches theduo at the lexical level within a sentence, is
sometimes referred to as code-mixing. Code-switcheian occur over phrases and sentences,
including tags and exclamations (Hoffmann 1991:)1@bde-switching can, therefore, range from
the transfer of single words into a sentence irtte@rdanguage to the constant switching between
languages within and between sentences in the samersation. Colin Baker lists twelve uses of
code-switching among bilinguals and suggests tbdé-switching in two-year-olds can be context
sensitive (Baker 2006:111-114):

emphasize a particular point

substitute for an unknown word

express a concept with no equivalent in the cultdithe other language

reinforce a request

repeat to clarify a point

express identity, communicate friendship or farbibynding

relate a conversation

interjecting

. ease tension and inject humour

10. signal a change of attitude or relationship

11. exclude people from a conversation

12. according to topics and their specific vocabulary

CoNoOoO~wWNE

There seems to be a fine line between code-swichind translation when the bilingual changes
language to emphasize a particular point, to glaaifpoint, to reinforce a request, or to relate a
conversation, since there is an element of repatitnvolved, repetition which is formulated
through translation.

Child interpreters

Baker analyses the role of bilingual children aenpreters and “language brokers”, particularly in
the case of immigrant or minority families where tbarents may depend on the children to play
this role (Baker 2006:113-115). Referring to stediyy Valdés (2003) and Tse (1995,1996), he
explains that children don't just transmit inforiroat they also ensure the message is “culturally
translated” as in the following example:

Father to daughter in Italiamigli che € un imbecille' (Tell him he's an idiot!)

Daughter to trader: 'My father won't accept youdeoof
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Dalgalian (2000:18) gives a comparable exampleexpdains that the young interpreter does not
mechanically translate sentences. He is, abovecaticerned with the meaning of what is being
said. He reformulates the message before passmg, itather than simply translating it, so as to
ensure it is appropriate and native-like. AccordtogBaker, linguistic, emotional, societal and
attitudinal “pressure is placed on children durlagguage brokering” (Baker 2006:114). Exact
translation may be difficult since their language® still developing. The information to be
translated may be related to adult concerns (eeglical questions, conflicts). Children may be
expected to behave in an adult manner when intimgrebut still be treated as children at other
times. They may see their parents' inability toagper themselves as a sign of inferiority, resigti

in a negative image of their minority language auotture. “Bilinguals are not necessarily good
interpreters” ipid) since successful interpretation requires idehtioaabularies in two languages,
whereas bilinguals usually develop situation-spediéxicons. Some metalinguistic awareness,
which might be beyond the developmental capacitthefchild, may also be necessary in order for
the young interpreter to correctly understand aadsimit the message. Despite these difficulties,
Baker believes “language brokering” or interpretatcan have “positive outcomes” for children
(ibid). Not only will children's self confidence andtsisbenefit, but also their linguistic awareness
of the “problems and possibilities when translatmgrds, figures of speech, and ideas”. Bilingual
children faced with interpreting and translatioskim at an early age will realise that “one language
never fully parallels another” and that it is “haadtranslate exactly the inner meanings of words
and metaphors” and “may lead children to be moteo$pective about their languages”. The
conclusion is that “interpretation may both requared stimulate metalinguistic awarenesgid;
115).

The cognitive organisation of two languages and traslation

“The question of 'two systems or one' resurfacesaah level of analysis of bilingual language
behaviour” (Obler & Gjerlow 1999:128). Weinreichirioduced the categorisation of different types
of mental organisation of the speech of bilinguaégarding the relationship between sign and
meaning:

Once an interlingual identification has occurrednsen semantemes of two languages in contact, it
becomes possible for the bilingual to interpret tsigns whose semantemes, or signifieds, he has
identified as a compound sign with a single siguifand two signifiers, one in each language. &uste
of treating the Englisihook and Russiakniga as two separate sigii&), he could regard them as a
compound sigiB):

‘book’ ‘kniga’ ‘book’ = ‘kniga’

Ibukl/  Ikn'igal lbuk/  fknigal

(A)

(Weinreich 1968: 9-11).

Linguists have developed this idea by distinguighbetween compound bilingualism and co-
ordinate bilingualism. The compound bilingual isdst@ have ‘a single cognitive representation for
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two translation equivalents’, whereas the co-orgindilingual has a separate cognitive
representation for each translation equivalent,amers & Blanc 1989: 8 - 10). According to
Hamers and Blanc, different forms of bilingualisrancbe placed on a compound/co-ordinate
continuum, and a bilingual can be at the same timoee compound for certain concepts and more
co-ordinate for others. Compound bilinguals leaanguages in the same cultural and social
contexts; compound bilingualism is sometimes saille the bilingualism acquired by a child who
‘grows up in a home where two languages are spokere or less interchangeably by the same
people and in the same situations’ (Fishman 1964.. @oordinate or bicultural bilinguals learn
their languages in distinct contexts resultinguhyfdistinct representations corresponding torthei
two languages (Pavlenko 2005:8) Co-ordinate bilatigm is said to be the bilingualism acquired
by a child who learns one language at home withplaeents and the other at school. Each type of
bilingual acquisition supposedly leads to a différéype of cognitive bilingual functioning.
Fishman refers to the co-ordinate bilingual as ‘thee’ bilingual (Fishman 1964: 40), perhaps
because he considers co-ordinate bilinguals amngavimore ordered bilingualism, and as being
less prone to interference. We can add to the camgbooordinate distinction a subordinate
bilingual lexicon in which “the words in the lexicof one language are associated with concepts.
The words in the other language derive their meaprinom their translation equivalents. No
differences in associations” (Obler & Gjerlow 19829).

Real world knowledge

Language 1
lexicon

Language 2
lexicon

The discussion of the cognitive organisation ofli@dual’s two languages becomes relevant to our
study at this point due to the importance of biliagmemory in translation. We can question the
link between this organisation and the processamisiation.

By giving the compound and coordinate theoriesali$orm, we can represent, with dotted lines,

the relationships between concepts / signifiedslexidon / signifiers, and with arrows the possible

translation routes in each case (in the case aidowate processing, only the LA to LB translation

route is shown in the diagram).

Compound Bilingualism CoordinateBilingualism
concept conceptA— concept B
LA «—— LB LEJ LB
lexicon lexicon lexicon lexicon
63
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We can question whether the compound bilingual tcanslate directly from one lexicon to the
other without going via the shared conceptual storevhether a process of lexical encoding takes
place whereby the “mentalese” of the conceptuakstoencoded into either LA or LB. We can also
wonder whether the coordinate bilingual has todiae the concept in order to find the lexical
equivalent. At a glance, the compound bilingual ldaappear to need less effort when translating.
We can also wonder about the existence of truevatgrits, in the case of coordinate bilingualism.
Perhaps we could envisage a combination of botkesys with a compound organisation for
simple, universal, concepts, suchhad / mainand a coordinate organisation for more complex
concepts, such agpbringing / educationFor the storage and manipulation of simple cots;eme
conceptual store may suffice, whereas for more d¢exngoncepts each language and its
corresponding culture will develop a specific cqrtogith its own related signifier. The learning of
abstractions requires the cognitive language mapet@dvanced, be it because children are not
developed enough to comprehend abstractions, babstractions can only be fully understood in
the language they are expressed in. The resuiaisthe translation of abstractions can be difficul
because of the lack of real translation equivalelmsher work on bilingualism and emotions,
Pavlenko states that 'recent research has congigaemonstrated that [the compound / coordinate
distinction] was an oversimplified approach to btiengual mental lexicon, and that different types
of representations may coexist within the samectaxi depending on the speaker's individual
trajectory....the distinction between naturalissicquisition contexts and classroom contexts still
holds, because only naturalistic exposure and sklamguage socialization lead to development of
coordinate - distinct and language-specific — regnéations, while classroom learning results in
subordinate representation- mapping of new linguigems onto the pre-existing conceptual
system' (Pavlenko 2005:8- 9). Learning L2 whildl sticquiring L1 may lead to coordinate
representation, since the child is still mappidgepresentations. Adults can acquire new concepts
in L2 (without equivalents in L1) when exposed lterh in L2 context and through the medium of
L2 (cf. Pavlenko's discussion of emotions words emacepts acquired by adult bilinguals living in
L2 context for long time; my own experience of acag French notions that don't exist in English
and are difficult to translate; the increased diffiy in translation when living for long time ima
L2 environment and internalising L2 concepts whigke on their own representations and are no
longer dependent on L1). Therefore, it is possifliehave a combination of compound and
coordinate representations with some concepts hegomore coordinate over time.

Hatzidaki and Pothos (2007:126) begin their analysianguage representation in translation' by
stating the agreement of linguists concerning thstence of a single cognitive “storage space” for
all the possible meanings that can be conveyedwgrd or image, and two separate lexical stores,
one for each language. They then discuss the $&duHierarchical Model” (or RHM) proposed by
Knoll and Stewart (1994) which claims that the #inkonnecting each of the three stores (one
conceptual and two lexical) depends on the diraabibtranslation, either from L1 to L2, or from
L2 to L1. The theory proposed by Knoll and Stevetates that the connections between L1 and L2
are more conceptual than between L2 and L1, artdrduaslation from L1 to L2 goes through the
conceptual store, whereas translation from L2 tasldossible via direct lexical retrieval, makirng i
easier and faster. Le Heij et al (1996) propose tha differences in speed between the two
translation directions is not the result of differetranslation routes, but because conceptual
activation is easier from L1 to L2, and lexicakietal is easier from L2 to L1.
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The question of the balance of a bilingual's twaglaages is also identified as a decisive factor in
the translation act. Long and Harding-Esch ((19@8jamers and Blanc (1989:250)) demonstrated
that unbalanced bilinguals are less skilled at sanmmg and recalling a text in L2 than in L1.
Hatzidaki and Pothos sum up Kroll and Curley's g28udy which confirmed the hypothesis of a
link between competence in L2 and treatment roufégy showed that weak command of L2
forces translation to go through L1 to access tbeceptual store, whereas with a stronger
command of L2 it is possible to have direct acdesthe conceptual store without going through
L1. Here, the problems lie in how one defines figlial”, since a minimalist definition will allow
for the identification as bilingual of second laage learners with limited skills in L2. If this tise
case, the conclusion of the study is useful wheesssng the translation skills of language learners
but less so for the analysis of more balanced rakfitanslators.

Bilingualism and biculturalism

Kaya claims that translation is an “everyday atyi¥or many bilingual children” (Kaya 2007). She
goes on to assume that the advantage of beingbdlris accompanied by the advantage of being
bicultural, that membership of two linguistic commities implies membership of two cultures.
“Culture plays a leading role in translation”, ahe bicultural bilingual can “adjust the meaning” o

a translation to render it understandable to theerotulture ipid). In the case of very young
children, we can agree that bilingual children banperceived as being members of two linguistic
communities, by the members of those communitiesvéver, for young children, the notion of
dual culturalknowledgewhich is assumed in Kaya's argument, is opensicudsion (and provides

a question of interest for future research intingual child identity). She cites Koler's interesti
observation: “our words are commonly used in castex situations that are defined both by their
physical characteristics and by our habits, atégyddispositions, and intentions towards them.
These cognitive and emotional conditions affectag we interpret a word when we hear it or see
it; they affect the meaning we give the word” (Kmslel978:283). From this, Kaya goes on to
explain that words denoting objects often have laimmeanings in translation, whereas words
denoting ethical or political ideas or emotions algu have different meanings in different
languages. In some respects, dealing with emogomg, for example, the bilingual child may
indeed be better equipped to provide culturallyrappate translations for ideas and terms whose
subtleties may remain more elusive to the adulhdpiial (in the sense of a person who became
bilingual as an adult). Obviously, words denotitigieal and political ideas will not be internalised
until later in childhood or adolescence, and inisre appropriate to talk of the advantages of being
a child bilingual, that is someone who became ¢ilal in childhood, than a bilingual child.
Whether this awareness of two separate, possibhggimonding notions, across languages can be
identified as being bicultural will depend on loogi more closely at what the term “bicultural”
actually implies.

“Natural” and “native” translators
Discussion of the nature of biculturality and itespible implications for translators, must be

reserved for future research. Nevertheless, wecoatinue our discussion of the acquisition of
translation competence by examining the notionsabdfiral translator and native translator proposed
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by Harris and Sherwood (1978) and Gideon Toury $)9®spectively. Harris and Sherwood
believe that all bilingual children translate, aasla result, claim that translation is an innat#, sk
that bilingual children are predisposed to tramslaind that “translation is coextensive with
bilingualism” (Harris et Sherwood 1978:155). Bridarris refers to “what untrained translators do”
as “natural translation”, and to “very young biluads” as “natural translators” (Harris 1980:370).
For Harris, professional translation is only “tig of the iceberg...the educated refinement of the
translating done all around us by untrained peegiem circumstances, mostly fortuitous, have
rendered bilingual”ibid).

In their 1978 article “Translation as an innatdlsldarris and Sherwood provide a description of
“the stages that a young natural translator goesutjin” (p.155). According to their “tentative
model of how translational behaviour evolves..g¢hmeain types of behaviour...are acquired one
after the other, in a strict order” (Toury 1995:243retranslationis the first, unconscious, phase of
translation carried out by infants still in the omerd stage of acquisitioutotranslationis the act

of translating what one has just said in one lagguato another; (i) to oneselinfrapersonal
autotranslation and (or: and then) (ii) to othersierpersonal autotranslatign Transductionis
where “the translator acts as intermediary betwkenm other people” (Harris and Sherwood
1978:165), (i) within the familyigtrafamily transductiop and later on (ii) out of it as well
(extrafamily transduction (Toury 1995:244). Harris and Sherwood's claimt tlranslation is
coextensive with bilingualism is dependent on th&ipposition that the age of bilingualism
coincides with the biological age of the bilinguakich is the case for infant bilinguals such as
those concerned by Harris and Sherwood's, and $4atudy. Indeed, the age at which a person
became bilingual can be proposed as a factor ining their translation competence, for example
the speculation that infant bilinguals prefer teenantic processing of language, whereas adolescent
or adult bilinguals prefer phonetic processing (ldesnand Blanc 1989:253). The suggestion that
the translator's personality can play a role inrttranslation competence remains to be empirically
demonstrated. We can, nevertheless, imagine thi@iceharacteristics may be useful, such as the
ability to work under pressure and within the tic@nstraints of simultaneous interpretation, for
example (Gerver 1976 in Hamers and Blanc 1989:254).

The skills required for translation

It is difficult to refute the notion of the predgtion of natural child bilinguals to translation.
However, it is not a very useful notion, arguesyo{1995:245), if we don't explore the question
further. Even though bilingualism is a necessamyddwon for the translation act, it is not suffinte

to make a competent translator (Kaya 2007). Natitimiguals are not necessarily good translators
when compared to secondary bilinguals who haveivedespecific training in this highly skilled
technique. As Shreve et Koby (1997:xiv) point otlitete are processes and cognitive structures at
work that go beyond those present and active indublism”. We must first distinguish between
the cognitive operations involved in translatiord dnterpreting and those involved in language
processing. Hamers and Blanc (1989:252) describectignitive and verbal skills necessary for
translation which are not related to linguistic g@atence in each language. The list cognitive
factors, a verbal intelligence factor, a generdtuce factor, and verbal-fluency factors. Verbal-
fluency factors concern, for example, the ability dtore, recall and manipulate elements of
information, such as the ability to remember idessl rapidly reformulate them with the
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appropriate wording.
Memory

Among the specific skills required in translatioe ¢he cognitive operations necessary for the recal
and summary of a text. Memory, particularly longste plays and important role in consecutive
interpretation, especially concerning the contefthie message: “Memory for prose is not a simple
passive reactivation from memory traces but callsan active reconstruction process from units
stored in a conceptual form”, Hamers et Blanc (1289). It is worth noting that, where the
professional interpreter takes notes to aid reealtl Hamers and Blanc state that the translation
process takes place during note-takirmd], the pre-literate bilingual child can only rely dier
memory. Here we see the importance of bilinguahdog language organisation in the translation
process. Hamers and Blanc refer to Moser's 197&ustrrorganisation model. This model explains
how phonological information is grouped into “infioation segments which lose their verbal
characteristics and are processed at the semameptual level” ipid:251). Semantic
organisation involves an interlingual “conceptuakis” which contains concepts and relationships
between them. “A concept is neither a word, nor dedinition of a word. Concepts contain
semantic information which is independent of largguaand sensory, phonetic, and syntactic
information which is language-dependent.

Interlingualism

If translation is a skill distinct from the natualedisposition to translate, we must try, sta@sryl
(1995:245) to observe and explain its emergence daveélopment. Kaya identifies the need to
acquire a metalinguistic awareness in order to ldeveanslation competence. Toury presents a
theory of “interlingualism”:

“[The emergenceof translationas a skill ] should be taken as coextensive with the ability t
establish similarities and differencasrosslanguages, which may be termed 'interlingualidiné
unfolding of this skill, in turn, hinges upon theepence of a kind of transfer mechanism, which
makes it possible to actualactivateone's interlingual capacity and apply it to uthees in one or
another of one's languages. It stands to reasoihbse added capacities are inherently different i
different people, part of different mental struetsirone possible factor still being the pertingpet

of bilingualism and/or bilingual age. At the sanmad, these facilities seem to bainable too, at
least up to a point, a training which involves atforactice in translating in context, along witie t
reactions one may receive to one's behavior. Witdevelopmental model we endorse thus
involves is a consequential extension of the nottbnorm from translational performances of an
individual to the very acquisition of the skill($oury 1995:248).”

According to Toury, the development of a “nativanslator” is the result of “environmental
feedback”, of a socialisation with regards to thenslation act. The emerging native translator
assimilates the reactions of those around himeadrdmslations he produces and integrates them in
his translation skill. “At every phase of its demeinent, a native translator's ‘competence’ thexefor
represents a characteristic blend of nature antumajrof the humanly innate, the individually
assimilated and the socially determined” (Toury3:290).
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2.2 Analysis of Examples from the Corpus

Hypothesis 2. a) Learning how to translate MAPNhtcibutes to the children's acquisition of
translation competence.

Because of the one-person-one-language strategy wkeahave adopted, the children find
themselves daily in situations that require or emage translation and are often presented with
translation equivalents. | do not force the chitdte speak English, but | do try to encourage them
to do so, and one effective way of prompting a cwito English is to provide the English
equivalent for what they just said, in other wobgsgiving them a translation of their own speech.
Their father does the same but to a lesser exitece the children are more likely to speak to me in
French than to their father in English, probablycdese French is the dominant community
language.

Daily translation

Our bilingual family strategy leads us to experemeal moments of bilingual conversation when
we are all together, for example at the dinneretalblis perfectly normal for the children to sviatc
continually from English to French when talking tme parent and then the other. We can
distinguish between code-switching, changing laggudetween or within sentences, and
autotranslation and transduction. In the bilingaatily context, a child's reformulation of a reques
from one parent to another, will result in a tratisih and the search for equivalents. It is thaoks
their manipulation of their two languages in thiaywthat we can notice the children's ability to
differentiate the languages of their co-speakeraing to the languages they use with each
speaker. The examples from the corpus indicate titmatfirst occurrences of translation are
relatively precocious and are directly linked te tine-person-one-language strategy.

84)
[N] (At the dinner table)
L: (1; 4): showing Mum his empty beakéhirsty. turns to Dad soif.

85)

[N] Owen is lying in bed between his parents. Hejinstsvoken up
E: Tu as fait caca?

O: (1; 5): cacatgrns to Mun pooh

At this stage of acquisition, we can wonder to wéreent the child knows he is manipulating two
distinct systems. He uses two different signifiensthe same signified, and the choice of signifier
is determined by the co-speaker. In the first eXampoic doesn't name the object he is showing
(the act of showing is part of his communicatids)t he is communicating his state in order to ask
his parents to respond to a need which he is urtaldatisfy himself. The two signifiers used are
true equivalents and their use corresponds to etiteym in order to satisfy a need, which is typica
behaviour for a young child, with the added pattiaty of bilingual discourse. In the second
example, Owen doesn't need to satisfy a need s$ilsceappy is not dirty. His first repetition in
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French serves to ratify his father's speech, shpwhat he is attending to it (Clark. 2008). His
second repetition is necessarily a translationh(\ai equivalent signifier) since it is addressed to
Mum, either to invite me to participate in the cersation, or to take a turn. In both examples, the
translation is communicative and pragmatic. Acaogdio Harris and Sherwood (1978), these are
examples opre-translation produced by a natural translator (or very yourigdual) still at the
one word stage of acquisition. If we follow Toury3995) reasoning, the children had considered
the potential responses of their co-speakers andech translation equivalent hoping to receive a
positive reaction for correct linguistic behaviour,this case the correct choice of language. In
other words, the children already knew, at sucloang age, that the wobif with Dad and the
word pooh with Mum would result in a positive response &attion of a need, or a smile and
participation in the conversation), and the wadttdssty with Dad andcacawith Mum would have
been less successful, maybe even resulting in tiest in the form of a proposition of the correct
word, or rather use of the correct language.

When the bilingual child starts to produce more ptax sentences, he moves into Harris and
Sherwood's stage cdutotranslation He translates his own words for otherstgrpersonal
autotranslation or for himself {ntrapersonal autotranslation

86)

[N] (Dad has gone to work)
L: (1;11) Papa parti.

C: Who's gone?

L: Daddy gone.

In this example, I incited the translation by agkihe question in English as if | hadn't understood
the French sentence. This is a strategy that Isoseetimes to encourage a child to choose the
“right” language. In the following example, Loicade, himself, to translate:

87)
[N] E: Passe-moi le tournevis.
L: (1;11) Tournevis.t6 Mun) Screwdriver

In the next example, it is as if Loic “corrected’haxed sentence by choosing to reformulate his
sentence in one language:

88)
[N] Loic is talking to himself while choosing a book.
L: (2;0) choose a storPrendsthis one. Prends celui:la

In the third phase of natural translatitrnsduction Wills (1982 in Toury 1995:245) distinguishes
between translating within the familptrafamily, and translating outside the famigxtrafamily.At

the same age at which he translated his own spkeithbegan to translate the speech of others, but
only within the family, and only at his own initieg¢.

89)
[N] E: Je vais faire un tour au bateau.
L:(1.11) ¢o Mum go on a boat?
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90)
[N] E: Allez, je vais me couchemhé leaves the room
L: (1;11) ¢o mun) he go aed

Extrafamily translations only began when Loic ®drschool at the age of 3;5. He had refused
requests to translate from his carers at nurseigréd¢hen. Even now, he does not always provide a
translation of the speech of others when askedotsalby people from outside the family. It is
reasonable to assume that the desire, or notpttupe extrafamily translations is linked, not otdy
feelings of shyness, but also to a limited metalisgc awareness. If the child has not yet
understood that he is dealing with two separatguage systems called “English” and “French”, he
will not know what is meant by “How do you say that English?”. In the bilingual family,
operating the one-person-one-language strategglation and the use of translation equivalents to
talk to people associated with each language ma&eslation an automatic and natural occurrence,
which is possible before the child has reachedagestof bilingual metalinguistic awareness.
Furthermore, it is probably thanks to this manipalaof his two languages that the child reaches
the stage of metalinguistic awareness earlier thanmonolingual counterparts. Malakoff and
Hakuta (1991 in Kaya 2007) maintain that transhai®a communicative and metalinguistic skill
which requires bilingual and metalinguistic compet but we cannot talk of linguistic
competence in the bilingual child who transmits essage without being able to produce correct
sentences and syntax. They suggest, therefore,thieatresult of natural translation may be
grammatically incorrect and can be done withoutadrgguistic awareness.

Relating speech acts and translating

It is interesting to note that the numerous exampieintrafamily translation are rarely, if ever,
necessary. | often find myself thanking Loic (wéthittle smile) for a translation that | didn't mge
since | was present at the time the original messaas spoken, for example by his father, or they
are my own words:

91)

[N] (At the dinner table)

E: Loic, aprés manger, nous irons dans le jardét &&s jumelles pour regarder les oiseaux.

L (5;8): (to Mum, excitedMummy, Daddy said that after dinner we're goiagyb in the garden and look at the birds
with my binoculars!

92)

[N] (I am on the phone with Loic's headmaster. |heth that Loic has been ill and ask if he can Hevetd to stay
indoors during playtime the following day becausehias a cough. When | hang up, Loic says:)

L (5;8): | know what you said. You asked if | cdudtay inside because I've got a cough.

Why does Loic translate examples like these, shecdears me speaking French with his father
(and everyone else) every day and knows that lkspeeell? In fact, in the first example, he is not
translating but code-switching. Loic changes lagguto relate something nice to me. This is
linguistic behaviour that | encourage. Indeed, whiee children return home from school or
nursery, | ask them to tell me about their mornimgday. Since everything they experienced was
through the medium of French, each time they redatenversation, or some new knowledge they
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have acquired, it will be a translation. If theldhen want to tell me about an event, they need to
find words other than those used at the time. ifag not be a simple task for children who are still
acquiring language all the time thanks to the aepees they have during the day. | sometimes
need to provide them with the relevant vocabularinglish, and together we are able to translate
what they have experienced. In the second examplesgems that Loic would like to be
congratulated for his understanding and translaskitls, which shows how important it is for
children to receive positive reactions to theiglirstic competence. My own interest in bilingual
acquisition has no doubt contributed to the redogmithe children receive for their language skills
and as Toury (1995) points out, native translatespond to feedback to learn how to translate
successfully through an interactional phenomenaooialisation.

In the following example, Meriel translates my wsid order to relate them to her brother:

93)

[N] M (3;6): Mummy, Loic said he was going to taky picture.
C: Well he can't. You tell him it's your pictuaed he can't have it.
M: (to Loig C'est mon dessin, tu peux pas le prendre, Loic!

Once again, the translation is unnecessary; Loiddvoave understood the original message. Here,
Meriel code-switched because she was changing eaksp. Nevertheless, she provides a
translation that reproduces my message, changegtbnounsyour to mon and he to tu. She
reformulated the message to adapt it to a situatiahirect speech. Harris provides an example like
this in his article “How a Three-Year-Old Transkteand describes it as a ‘'transformation
...common in natural translation, especially if smirce sentence is governed by a performative
verb like “tell” or “ask” in the imperative'(Harri$980:387). What's more, she retained her original,
and more appropriatéake with her own translatiorprendre rather than translating nhave.The
result is a sort of combination of autotransla@ma intrafamily transduction.

Sometimes a code-switch and, in this example alatan, can be the result of a change of place:

94)
[N] L (5; 8): (shouting from downstaiygvlaman! Maman! C'est Prét!
L: (he has come upstairs to talk to me in pejddommy, dinner is ready.

In the following example, Meriel (3;5) produces artrafamily translation. The example also
illustrates another way of communicating througiriss, this time with strangers:

95)

[N] (We are all waiting in the doctor's waiting roomsé present is a young girl (about six) and her meotand two
ladies. When the girl hears me speaking Englistin¢ochildren she asks her mother about it. To calime down | tell
them a story in English, ‘reading’ a French childls2book in the waiting room. Owen and Meriel tallout the story
and pictures in English, Loic in French.)

O (1;11):(points to a man in the bookaddy

M (3;5): (seemingly to the other people in the rodindit que c'était Papallaughing because Owen's comment was
funny)

This example shows that the children are very awénhe other people present, despite no real
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direct communication with them, result of the awkaveess of the doctor's waiting room. The
assumption that people communicate through childisarally breaks down because we are using
another language (people do occasionally talk &dhildren in English). People do often show
interest in the children's bilingualism, usuallwedly by looking and smiling, but also sometimes
overtly by asking questions. The children assuneeatiner people present don't speak English but
they are also aware of the possibility of sharechmainication within the waiting room context.
This awareness is demonstrated by Meriel's traosland Loic's language choice.

Hypothesis 2b) MAPNI is participating in the chigas acquisition of translation competence
The translation of poems.

The translation into English of stories, poems,songs learned in French at school can not be
classified in the same category as the translatiahalogues or experiences. Firstly, | do not e&tpe
to hear translations of poems, and do not askhfemt It is usual for the children to perform relsita
of poems in French. However, while reciting a pdeenhad learned at school, Loic stopped mid-
sentence to translate a word for me:

96)
[N] L: (5;5) Ven, ven, vendredi, ils se dandineatrame ¢a. That means 'dance’.

Having stopped, he then found he had to start ayam the beginning. | believe it was not so
much a translation as an explanation of the waaddinent just as he had probably had the new
word explained at school while learning the poens $fopping to communicate something to me
resulted, as it usually does, in a code-switch.

The translation of songs.

The translation of songs is one of the little liregic games we play together. The children love to

look for equivalents in one language that can desjposed on to the melody of a song in the other
language. Sometimes, it is not too difficult to tthts, but we often have to adapt the lyrics of the

original in order to meet the constraints imposgdnetre and rhyme.

97)

[V] (Loic sings “Il était un petit homme” in English)

L(4;7) : There was a little man, pirouette, peanut

There was a little man who had a funny little hougleo had a funny little house.

His house was made of card, pirouette, peanut,

His house was made of card, and the stairs were wigglaper, and the stairs were made of papés.hdtter in French
C : Yes itis, because in French it's got rhyme endhm. It's difficult to translate songs becaagaot having the same
rhyme and rhythm.

Later that day, Loic tried to sing an English samdrrench for his father, but he gave up when it
became to difficult, and he realised his fathernitagally paying attention.

In the following example, Loic (4;7) translatesreelfrom 'Here we go round the mulberry bush' as
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part of a conversation about songs. His translateems to be a form of code-switching because he
is addressing his sister, Meriel (2;5):

98)
[N] (at lunch)

: Did you sing any songs today, Meriel ?

: Oui

: | sang a new son@d. had already sang his new song twice)

: What did you sing, do you know ?

: ( Rubs fingers of right hand on palm of left hand)

: What song could that be ? Do you know Loic ?

: A'song about hands

- Non

. Is it like ‘this is the way we wash our han@ds’

: Oui

L : (sings to tune of mulberry busBh se lave les mains comme ca

C : Or maybe a song about rubbing your hands tegethen it's cold. It was cold this morning wasih®
M : Oui

SOZIrogrco

The translation of stories.

Stories that have been heard at school are uswaliglated by the children and told in English at
home. Stories are much less tied to sentence stejathythm, or rhyme than poems, and so are
easier to translate. The example of the story ‘@sutes Couleurs” is an interesting one. Upon
returning from school one day, Loic wanted toitedl a story he had heard at school:

99)

[N] L (5;7): First the little rabbit rolls in thergen grass and when he gets up his bottom is edingrHe sees some
strawberries and then his mouth is all red. Theed®s some mud. He splashes his feet in the maah Hik feet are all

brown. He picks some flowers and then he has hids$all yellow. He gives them to his mummy.

C: What does he give?

L: The flowers. Then his mummy says, “you needadtoe. Go in the bath”, and then the little rafoloiesn't have any
colours any more.

C: Does he become a particular colour after that?

L: White. White is his normal colour.

Meriel had been listening and she wanted to hage at this translation game, too. (Twice a week
Loic and Meriel are in the same class in the aftennand can share experiences and hear the same
stories).

100)

[N] M (3;5): The little rabbit's all white. And theabbit's got every colour but not blue. He's gthia grass and get his
botton [=bottom] wet. He's step in the mud for bt feet all brown. How about the flowers? | noy.dde give the
flowers to his mummy and he's got all yellow. Hee®ed some blue. He's eat some strawberries ardsgyetouth all
red. Something else. But not the same. | go to bed!

| found these translations so interesting thatrtdoged the book from their teacher to compare the
translations with the original. | was surprisedsé® that the original text was more simple than the
children’s translations since it contains only d@le (see appendix). Their teacher explained that
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the children told the story together, with the hefghe illustrations, adding their comments to the
dialogue which had been read aloud. When the @mnldwitched to English to tell the story, which
had been created by the whole group, were theglating the speakers or the text? To what extent
did they understand that they were dealing witlexd, tand what influence did this understanding
have on their translation strategy? The followirgraple provides us with some clues.

Meriel had another go at translating the same sfbnjs time, | gave her the book that | had
borrowed from her teacher and asked her to telthmestory, first in French and then in English. |
recorded her on video. The following is the traioyn of this memorable event:

101)

[V] Meriel (3;4) Translating "Toutes les Couleurs'

M: Youpi! Youpi! Je glisse

Oh! J'ai les fesses tout matrr.. er tout vert.

Yum yum, il y a des fraises! (....) J'ai la boutbate rouge.

Oh! (...) J'ai la bouche toute rouge.

Oh! J'ai les pieds tout marrons.

Oh! J'ai les pieds tout marrons.

. Oh! Je vais apporter ca a maman. C'est belledessfl C'est tout, c'est tout um...wh#tis...|
can't remember the colour.

8. C: They're yellow

9. M: Yellow. Je vais I'apporter a maman. Tiens maman! Maisd' bouche toute, t'as les pattes
toutes jaunes. Tiens. Mais t'as oublié le bleuwdsidans cet bain pour enlever les couleurs. Oh,
maman, tiens. I've finished

10. C: Thank you, Meriel.

11. M: Yeah! Um, youpi!

12. Oh! J'ai,um je I've got my bottom all green!

13. Oh! Yum yum!_Je vais manger quoi?

14. C: Strawberries.

15. M: I gonna eat the strawberries, and then I'm ggetany mouth all, all

16. C:Red

17. M:Red

18. C: That's right.

19. M: Oh! J'ai la bouche toute rouge.

20. Oh! J'ai les pieds tout marrons.

21. C: Hang on a minute. Aren't you supposed to batethe this story in English?

22. M: Yeah, but | can't remember. | got my feet dll, a

23. C: Brown.

24. M: Brown. Oh! Um Oh! | got my feet all brown!

25. Oh! C'estil..There's some flowers. Aren't they pretty! Ohvaes les mettre pour donner a
maman Mummy. It's you, you're a mummy.

26. C:Yes, I'm your mummy.

27. M: Tiens, maman. Mais, j'ai les mains toutes jatnes

28. C: Hang on a minute. Aren't you supposed to batethe that story in English?

29. M:Um | can't remember.

NookrwhE
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30. C: Mmm. Here you are, mummy.
31. M: Here you are, mummy, it's for you. Yeah, but gmt your mouth all red. Oui, mais voila.
32. C: Your hands are all

33. M: Yellow
34. C:And you bottom is all
35. M: Green

36. C:And..what else? Your feet

37. M: are brown.

38. C:And your

39. M: mouth are red.

40. Oh, | oubliethe bath. Oui, mais t'as oublié le bleu. Tiens/asi aller dans le baignoire et tu
vas laver......) Oh bah c'est fini!

We can see from this example that Meriel is stifjdring colour terms; her translation enables us
to measure this acquisition process. Line 11, Megems to wonder whether she should translate
"Youpi', or perhaps she doesn't know how to sagligse' in English. She code-switches frequently;
lines 7 and 9 show a code-switch caused by her @nting to me, and choosing the appropriate
language to do so. However, in line 13 she, cod&kas from English to French to ask me a
question. This is not her usual direction of swiidten talking to me. It may have been triggered by
the French word 'fraise’ being the first to comeniad, since, in line 3, we see she has no trouble
with this word, and a memory lapse concerning tihgliEh equivalent 'strawberries'. Since she
thought of the word in French, she goes on speaknegch to ask me for help with the English
equivalent. We should not forget that Meriel knothe story from a French language context,
school, and this effects her ability to producéuarit English version (lines 12, 19, 25, 27, 31). 41
Lines 12, 15, 22, 24, and 31 are arguably the pitwatf Meriel is a really competent little transkato
despite her limited linguistic development. Her o§é&'ve got my bottom all green” instead of “my
bottom is all green” (As I, myself translate indiB4) is a more appropriate one, since it can delu
the meaning of having caused oneself to becomengegeelement of cause and effect which is a
pertinent interpretation of the story. It is moileely due to luck than design, nevertheless it work

It is possible to argue that Meriel's frequent esyve at home to expressions like “you've got your
sleeves all wet” or “you've got your face all mutkiyas directly enabled her to produce this very
natural translation by taking into account the tieacof the little rabbit's mother, of chiding the
little rabbit for having got himself in a mess, ¢cgan that Meriel can firmly identify with!

For very young children, access to written storgeshrough being read to by a literate person,
usually an adult. Most of the time, children loakaabook while listening to the story and the

illustrations are complementary, helping them tderstand the text. Some children’s books rely so
heavily on the illustrations that simply reading ttext, without referring to the pictures, would

hinder full comprehension of the story. “Toutes l@&suleurs” is a good example of this kind of

book. In order to translate it the children refdrte the oral reading they had heard plus comments
on the illustrations they had made together witirtteacher and friends. The language is simple,
direct, descriptive, and in the present tense. ffaeslation of such a story could resemble the
translation of an account of an experience, an imggevent, or something heard in conversation,
for example. More complex, traditional fairy tales) the other hand, may be accompanied by
illustrations, but do not depend on them for tlme@aning. The whole story is presented in the text,
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the language is more literary with the use of fdamwand, in the case of French, the past historic
tense. In order to translate them, equivalents megbund which have a corresponding register in
the target language. The translation requires kedge of textual language, knowledge that the
child can only acquire if a literate person reddsié to them. In his preface to Dalgalian (2000;12)
Weinreich calls this knowledge “oral textual conegrete”.

It is likely that my habit of reading French bodksthe children by translating them as | go along
contributed to their awareness of the literary gfation act. Sometimes, the children will request
that a particular book be read in its original v@msand we will discuss whether or not it is better
French or in English. Sometimes, the question cftivr a book be read in its original version can
cause a very emotional response, as in the folipwdiary note from the corpus:

102)

[N] At bedtime | asked Meriel (2;8) which languagjee wanted me to read the story in and she saigli$hy but when
| started reading in English she said ‘no! In Esigli So | explained ‘English is “T’choupi gardenfnand French is
“T’choupi jardine”, so which one do you want, “T'atpi gardening?” She replied ‘non’ so | read ifFimench. When it
was Loic’s (4;10) turn | asked him the same quastibout another French book that he had chosemroidgtruis une
maison’ and he chose English. Meriel cried and dampd throughout the story. Is it because shesexduo having
those stories in French?

As the level of language in books for older childigecomes more complex, or if the story is in
rhyming verse, | will explain that it is too diffiit to translate as | read, or that we would ldse t
rhythmic and poetic qualities if we translated ivill often comment on the translation as | do it,
hesitating about the most suitable equivalent,hanging a word for a better one. Sometimes the
children will help me, and we occasionally find selves stuck with “untranslatable” expressions.
Thanks to this 'scaffolding’ process, the childneme become aware that it is possible to tell gysto
in two languages, and the task is not always ay eas. This does not prevent them from trying
their hand at their own translations of stories thay are used to hearing in only one language. Th
following example demonstrates how important myctiea to a translation can be, and reminds us
of the role Toury gives to feedback in the develeptrof a native translator (Toury 1995:249):

103)

[N] (Loic has tried to translate a French book into Estg When it is my turn to read the story in Hslglhe is pleased
with himself for having produced the same tranelaij

L(4;11) : that's what | said!

In example 48, analysed in Part 1.3, Loic (4;7yems a story in English based on his own

drawings and colourings. | am in no doubt that heswable to produce an equivalent story in

French, although there is no recorded evidencéisfftom that period. And what is an equivalent

story, if not a translation? Evidence of his naveatranslation competence came nearly a year, later
when he one day asked me to help him transform swrhes drawings into a book; he wanted to

tell the story of “Sleeping Beauty” (see appendixsuggested we make a bilingual book. He

agreed, and we began with the French version faclwhe provided the text to accompany his

drawings. At first | instinctively corrected his dfrch, but by the second page | had decided to
simply write down what he said, word for word. There went back to the beginning and he

translated into English each sentence as | read thg. Sometimes he automatically continued the
sentence being translated instead of providingrastation:
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104)
[N] C: (reading out loud the sentence to be translateda sorciére dit...
L: “Ce n'est pas grave.”

Here is the complete text of Loic's bilingual nama. The text was originally presented, on each
page, a block of French text followed by a blockeoiglish text. The column format is a device to
facilitate the comparison of each sentence witkrasslation:

105)
Loic (5:5): bilingual narration: La Belle au BoioBnant / Sleeping Beauty

# = New page and new illustration.

A B
1. # Il était une fois, il y a trés longtemps, unebi # Once upon a time, a long time ago, there livkihg
une reine qui n'avaient pas d'enfants. and a queen who didn't have any children.
lls decidérent de faire un enfant. They decideldaee a baby.

# Le roi enferma sa fille dans une petite chambr@ hétking locked his daughter in the cellar.

et par la fenétre est venue une sorciére qui porEirough the door came a flash of lightning andesped
un chaudron. a witch carrying a cauldron.

5. La sorciére installa le chaudron pour faire de larhe witch put the cauldron down to do some magic.
magie.

6. Elle demanda a la petite fille -Pourquoi tu pleur@ise asked the little girl, “Why are you crying litteat?”
comme ¢a?

7. La petite fille dit -Parce que mon pére m'a The little girl said, “My daddy locked me up in shi
enfermé dans une chambre. cellar.”

8. La sorciere dit -C'est pas grave. Je vais te The witch said, “When all the show will be finishgau
transformer. Tu ne pleuras plus quand tout le | won't cry any more. It doesn't matter. I'm going to
spectacle sera fini. transform you.”

9. La petite fille dit -D'accord. The little girl say%K”.

10. # Quand la petite fille va avec la sorciere dans# When the little girl went with the witch in anethlittle
une autre petite chambre, la sorciére mit un autedlar, the witch put another object to do soméorpt
objet pour faire de la laine.

11. La petite fille voulait essayer. The little girewted to try.

12. Elle s'asseoit sur le petit tambourin et puis elleShe sat on the little stool and she tried, buttahre herself
essaya mais elle se piqua avec l'aiguille et quatrigh the needle and four drops of blood fell frofeeping
gouttes de sang tomba de son doigt. Beauty's finger.

13. Elle tomba sur le carrelage et la sorciére dit f8lien the floor and the witch said,

14. -Ha, ha, ha, ha! Ca l'apprendra cette petite fille'Ha, ha, ha, ha! That will teach her a lesson.”

15. Et puis un jour, plus tard, un prince viendra... m®8adays later a Prince will come...
16. # -Oh, oh, il y a un danger, dit le prince. # “Um there's a danger”, says the prince.
17. 1l coura jusqu'a l'autre coté de la forét. He riitha way to the other side of the forest.

18. # Le prince vu dans le canal un dragon qui vola hé prince saw a dragon which came up to the princ

o
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jusqu'au prince. flying.

19. Quand il vu le dragon, le dragon le suit en volafihe dragon followed the prince, flying all the waythe
jusqu'au chateau. castle.

20. Il batta le dragon au chateau. He fought the dragadhe castle.

21. ll planta I'épée dans le cou du dragon. He pusWwisrd in the neck of the dragon

22. Le dragon fut tombé dans le canal. and the dragibimfo the canal and sank.

# He married the princess happily ever after witieking
23. # Il avait mari la princesse pendant que le roi l@gatched the prince and the queen dance and thde thk
regarda, pendant qu'ils dansent pendant la fétgarty was going on.

24. And they lived happily ever after.

25. They even had some children.

But you never know if it starts all over again in
26. Disneyland...

Loic's “Sleeping Beauty” example shows that the ngpilingual is able to produce an oral
translation in a literary register as young as frears old. The example enables us to analyse and
compare Loic's acquisition of narrative competandas two languages. At first glance, we can see
that his narrative competence has improved comptreeikample 48, which was recorded ten
months earlier. It is possible that the differebedween inventing a story oneself (example 48) and
retelling a traditional fairy tale that has beerafdgein oral form and seen in audio-visual form
(example 105) also have something to do with tis.will now look closely at example 105 in
order to identify and analyse Loic's language. E€lements discussed in an example will be
underlined. Italics signal and inappropriate usaigehoice of word. * signals an incorrect form.

Loic's use of the past historic tense is extrenméhresting. It indicates that he has understoed th
importance of the narrative register, and the miaggunction of this specific tense. His correct

conjugations of the past historic (12) outnumbes imcorrect conjugations (6). The correctly

conjugated verbs are all from the first group, ithest regular French verbs, except one, 'mit' (line
10) which is the past simple form of the irreguthird group verb 'mettre’. The incorrectly

conjugated verbs are from the second group of aegarbs:

106)

17. *coura (should be ‘courut’)
18. & 19. *vu (should be 'vit')
and the irregular third group:

107)

19. *suit (should be 'suivit")

20. *batta (should be 'battit")

and an interesting mistake with a regular firstugreerb:

108)
22. Le dragon *fut tombé dans le canal.

Tomber is one of the French verbs which is congdatith the auxiliary 'étre’, giving, for example,
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il est tombé' in the perfect indicative tense. éjatespite having correctly conjugated ‘tomber' as
'tomba’ in the past simple in lines 12 and 13, loéakes the mistake of conjugating (correctly) the
auxiliary 'étre'. Considering his age, and the faet he has not yet received formal instruction in
the use of the past simple, these mistakes arly easused.

In English, the task is easier, since the samegangile tense is employed in narratives as in other
forms of speech. The only complication could bephst simple forms of irregular verbs, but this is

not really a problem for Loic, who correctly usdsirtegular past simple forms. On two occasions,

it appears that he doesn't know the irregular peple form of the most appropriate verb, so he
avoids the problem by rewording:

109)
21. He_putis sword in the neck of the dragon.

Here, Loic uses the verb 'put’ instead of 'drove’ ior '‘plunged’, or which would have been more
accurate translations of ‘planta’, but which hesfiubg doesn't know.

110)
18. The prince saw a dragon which came up to timegyrflying.

Here, despite knowing the past historic form of thench equivalent, 'vola', Loic apparently
doesn't know, or can't access at the moment okspgdhe past simple form ‘flew'.

There is a similar occurrence in the French versidmere Loic probably doesn't know the correct
past simple form of the verb he wishes to use (sgiem= se maria), so he tries a different
approach, which results in an error:

111)
23. Il *avait marila princesse....

In fact, the verb 'épouseré would have been mopeogpate and, if he had thought of using it,
possibly easier to conjugate in the past simpld,iasot a reflexive verb.

The use of the past simple form of the French \dirb’ leads Loic into tense confusion:

112)
9. La petite fille_dit-D'accord.
10. Quand la petite fille vavec la sorciére...

Since the past simple form of 'dire’ in the thietgon singular is identical to the present simple,
Loic's repetition of 'dit' in lines 7 to 9 appeardause a switch to the present tense. He quickly
reverts to the past simple (and an irregular onthad) as he continues line 10:

113)
10 ....la sorciére mitin autre objet....

The confusing past simple 'dit' also causes Loiswitch to the present tense in his English
translation:
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114)
8. The witch said..
9. The little girl_says.

But, again, he quickly reverts to the past tense:

115)
10. When the little girl went

This same occurrence is found in line 17;

116)
16. A: — Oh,oh, il y a un danger, ¢kt prince.
16. B: “Uh, oh, there's a danger”, sdlge prince.

Again followed by a return to the past tense:

117)
17. A: Il *coura..
17. B: He ran.

Loic's knowledge of fairytale vocabulary is preggod. He correctly uses the terms 'roi, reine,
princesse, prince' and 'king, queen, princesscetirchaudron' and ‘cauldron’, 'sorciere’ anathhit
‘dragon’, 'forest’ and 'forét’, 'castle’ and 'clditeHe has trouble with the 'rouet' and 'spinnvhgel’,
although | am certain he had heard the Englismrépg wheel' in stories before. To replace his
lexical gap, Loic gives a functional definition, mh differs slightly across languages,
demonstrating the question of translation equiuaten

118)
10 ...un objet pour faire de la laine.
...another object to do soretton

Does Loic believe that 'laine’ and 'cotton’ aredhmme thing? Or does he choose an English option
from the same lexical group, with similar propestidbecause the real translation equivalent of
'laine’, and the more appropriate 'fil / threadé anavailable to him? Another word that poses
problems in the French version is ‘tambourin’ (Ii2¢, which means 'little drum’, where the English
version gives the unproblematic 'stool’. Perhagps dlose resemblance between ‘tambourin’ and
'tabouret’ (the correct translation of 'stool’)aaas for this. Or, it is possible that Loic is éadl
thinking of a little drum, since the children hamge which they like to sit on.

Sometimes Loic's vocabulary is more precise, artdlda for a fairy tale, in one language than the
other, as in line 3:

119)
3 A: Le roi enferma sa fille dans une petite chaanbr
3 B: The king locked his daughter in the cellar
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Line 13 provides us with a lovely example of cuddunfluence in the choice of vocabulary:

120)
13 A: Elle tomba sur le carrelage
13 B: She fell on the floor.

Here, Loic's French version conjures up imagesefd¢h homes, where floors are commonly tiled,
and the floor is often referred to as 'le carreldgethe tiles'). Although Welsh houses are more
often carpeted than tiled, we mustn't forget thathie English version of the story, the princess ha
been locked in a cellar, which would most likelytbed too! Line 22 provides us with an example
of the influence of Loic's individual home enviroant, since we live next to a canal:

121)
22 A: Le dragon fut tombé dans_le canal
23 B: The dragon fell into the carahd sank.

In line 8, Loic produces an inappropriate transtati

122)
8 A: ...C'est pas grave...
8 B: ..lt doesn't matter.

It would have been more appropriate to use a phsasé as 'don't worry' or 'it's alright' or
‘everything will be alright'. ‘It doesn't mattes' the correct translation of ‘c'est pas graveomes
circumstances, but not really appropriate in tlustext, where the witch appears to be comforting
the princess. Loic's confusion no doubt stems fifluenFrench usage of 'c'est pas grave' in the same
pragmatic context and with the same function as'tdeorry’ or 'it's alright', that is, when
comforting a child.

Another indication of Loic's acquisition of the raive register is the attampted use of narrative
style in the construction of some sentences. Famgie:

123)

1 ...there livedh king and queen...

4 A: et par la fenétre est venue une sorciére guaf un chaudron

4 B: Through the door came a flash of lightning apgeared a witch.

The structure prepositional phrase + verb phraseun phrase, has a stylistic storytelling effect,
whereas conversational French and English wouldhbee likely to put the noun phrase in front
position and the prepositional phrase in end pmsitThe French version is acceptable, although
“est rentrée” would be preferable. The use of “eshue” could be an example of lexical
interference from English. The English version seadittle strangely. We would be more likely to
say “Through the door came a witch, in a flashigtithing” or “Through the door came a flash of
lightning and a witch appeared”. Perhaps by addisgcond VP + NP to the English version, Loic
was trying to generate a sentence that was too leanfigr his level of acquisition. Or maybe, the
fact that he was translating from French to Engiiabsed the English version to be influenced by
the word order of the French version, in which cag®eared a witch” is an example of syntactic
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interference from the French “est venue une satier

In addition to the use of the past simple, faitg teocabulary, and storytelling style, both version
are recognisable as fairy tales thanks to Loiegsaidormulaic sequences. We will discuss this in
section 2.3. We will continue our analysis herethva discussion of the influence of MAPNI in
Loic's narration. First it is important to mentitwic's exposure to the story. He had seen two
different cartoon versions of 'Sleeping Beautyobefproducing his own illustrated version. At his
maternal grandparents' home in Cardiff, he hadatepky watched an English language Abbey
Home Media DVD of 'Sleeping Beauty' during our gigek-long visit in January-February 2008.
At about the end of August, early September 2008:'t father brought home the Disney animated
version of 'Sleeping Beauty' in a format that gpéymitted its viewing in French. Loic produced his
version on ¥ September 2008, and it appears to have been nicfdeby both versions. For
example, the witch in Loic's story appears throtighdoor, as in the Abbey Home Media version,
whereas in Disney's version, she appears in thdlen@ the room. Her appearance is accompanied
by a flash of lightning, as in both animation vers. Loic's prince fights a dragon, and kills ithwi

a blow of his sword to the neck, as in Disney'ssicgr, whereas he fights a giant in the Abbey
Home Media version, and kills him by making himl fato a deep crevasse. In both animations we
see the dragon and the giant fall into what appeae dry moats, or deep crevasses. Loic's dragon
falls into the canal, which is either a lexical-g@fer, or an indication that he possibly imagines
himself in the role of the prince and locates tbioa in his own familiar environment. (Our home
is not a castle, but we live very near a forest...)

It is also possible to detect the influence of Rdaahl's 'Revolting Rhymes' version of ‘Cinderglla’
which was given to Loic in August 2008, and whishvery different from the traditional tale, as
indicated in the first lines:

I guess you think you know this story.

You don't. The real one's much more gory.
The phoney one, the one you know,

Was cooked up years and years ago,

And made to sound all soft and sappy
Just to keep the children happy.

Mind you, they got the first bit right

And so does Loic; lines 1 -2 are the traditionaftsto the 'Sleeping Beauty' story. However, from
line 3 we can detect the influence of other stofiémderella’, who is locked in the cellar whilerh
step-sisters go to the ball, in Roald Dahl's RewglRhymes version, and 'Rumpelstiltskin’, in
which the king locks the miller's daughter in @ldiroom with a spinning wheel and orders her to
spin straw into gold. The witch who appears cagyher cauldron, seems at first to be sympathetic
with the princess. She asks her why she is crymghe same way as the fairy godmother asks
Cinderella, and Rumplestiltskin asks the milleesighter, and she then promises to 'transform’ the
princess as if she were indeed Cinderella's faogingother. This scene does not figure in the
traditional version of 'Sleeping Beauty' and Logems to have produced an amalgam of several
different stories at this point in his narratiomit's version actually adds to the drama of theysto
by introducing the notion of the cruel father (imsgd by the wicked stepmother and the cruel king),
and the ambiguous witch, who appears to be kikihdgehe princess “C'est pas grave / It doesn't
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matter”, and promising to transform her in a wag tbader imagines will be helpful to the princess.
Whereas, is in fact, the witch turns out to be wttlafter all and reverts to her true 'Sleeping
Beauty' role of causing the princess to prick hegdr on the spinning wheel and fall down as if
dead.

2.3 The Role of Formulaic Language in Narrative Traslation
Hypothesis 2b). Formulaic language helps the ofiildo translate stories.

Wray's explanation of the balance of analytic amdistic language processing from birth to
adulthood (Wray 2002:133), could lead us to hypsideea parallel development of the manner in
which bilingual children approach translation a&aring the first, holistic, processing phase, ifiro
birth to age 2) the bilingual child might tend tartslate formulas, or entire sequences, which are
stored whole in the bilingual memory. During the@®d phase, (age 2 to 8), of analytic processing,
the child may break up sequences in order to psoaed translate them. As a result, the child may
have to produce a greater effort to generate netesees from their components and the language's
grammar, with a translation of components, rathantsequences, taking place. In this case the
child will be confronted with the difficulties ofnalytically translating fixed formulas and idioms,
for example. In the third phase of language pranggsge 8 to 18), the child might then gradually
return towards a more holistic translation stratedych, in phase 4 (adulthood) would involve a
balance between the translation of equivalent sempseand equivalent components.

In this section we will examine some of the corpsamples from Part 2.2 with the same
methodological framework that we used in Part 1(We will continue the alphabetical
classification used in 1.4.)

We will look first at evidence of formulaic sequesdan Meriel's narration of 'Toutes les couleurs',
and we will begin by returning to the phrase disedsin the previous section :

H)

2. J'ai les fesses tout verts.

3. J'ai la bouche toute rouge.

5. J'ai les pieds tout marrons.
12. I've got my bottom all green!
24. 1 got my feet all brown!

These productions have a very formulaic feelinghem. We can test this intuition by checking it
against Wray and Namba's criteria already mentianed.4. In both languages, they receive a
“strongly agree” judgement with E) since this is formulation used most commonly by Meriel to
convey this idea; “strongly agree” also appliesljaas it is highly probable that Meriel encountered
these precise formulas before in communication witter people, both at school and at home. The
sequences both have scope for morphological vamniaéis demonstrated in line 15:

15: and then I'm gonna get my mouth all, all

And lexical variation, as demonstrated by the déifeé body parts and colours that are inserted into
the 'gaps’, as well as the different pronoun amd &greement in line 9:
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9. t'as les pattes toutes jaunes

Evidence that this frame is formulaic for Merieltae time of her narration, also comes from her
repetition of the frame and the way in which iggers interference from French during Meriel's
English narration (lines 19, 20, and 27). Exampterhes from the same story-telling transcription,
but the examples are not directly related to theatime aspect of Meriel's language. The example,
nevertheless illustrates formulaic sequences icodise:

1)

21. C: Hang on a minute. Aren't you supposed ttellieg me this story in English?
22. M: Yeah, but | can't remember. | got my feégtal

23. C: Hang on a minute. Aren't you supposed ttellieg me that story in English?
24. M: Um | can't remember.

On two separate occasions, | use the same seq(étaney on a minute...”) to interrupt Meriel's
code-switching and to bring her back to EnglishtrBanes, she replies with the same rejoinder (“I
can't remember”). This pattern and the repetitisnhighly indicative of formulaicity. Both
sequences are frequently used by us in similaatstis (E). My “Hang on a minute” sequence also
lacks semantic transparency (B). My second sequéhcaren't you supposed to be...”) contains a
'gap' that can be meaningfully completed with arordy phrase or clause that fits the formulaic
frame. It is actually a sort of request for a chamg behaviour, so in this sense it performs a
function (D). Meriel's “I can't remember”, was, the time, her preferred way of saying “I don't
know”, and here it also seems to mean, “I canit'dso it receives an agree judgement on criterion
J: By my judgement, this wordstring is formulaicutbit has been unintentionally applied
inappropriately.

We will now return to our analysis of example 106jc's bilingual narrative, 'La Belle au Bois
Dormant / Sleeping Beauty'. The most obvious indisaof the fairy tale nature of Loic's stories is
the use of traditional formulas (criterion A: gramumncally unusual; criterion D: performing the
functions of introducing and ending narrativestezion H: Loic has encountered these formulas in
fairy tales.)

J)

1 A: Il était une fois, il y a trés longtemps...
1 B: Once upon a time, a long time ago...
24 B: And they lived happily ever after.

25 B: They even had some children.

While we can note that 25B may have been betteresegpd 'and had children of their own' or ‘and
had lots of children’, Loic does not include therfeh version of 24-25 B at all, (‘lls vécurent
heureux et eurent beaucoup d'enfants'). Eitherdrét &know this formula, or he forgot to use it to
end his first version, and remembered only whenglthe translated second version. Loic also uses
‘happily ever after' in line 23, but here it is nited appropriately and sounds a little awkward
(criterion J)

K)
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23 He married the princess happily ever after...
The following formula sounds a little strange, too:

L)
8 A: ...Tu ne pleuras plus quand le spectaclefi@ra
8 B: ....When the show *will be finisheglou won't cry anymore.

The English version demonstrates syntactic interfee from French in the construction of the first
conditional, and this is a common mistake in Losgeech. (E.g. “How old will Meriel be when T'll
be seven?”). But, it is not only this that makes thterance sound odd. It is because Loic has
borrowed a formulaic sequence from another sourddAPNI and has applied it inappropriately
here. (criteria H and J) (My attempts to identifiegsely the source of this formula have been
unsuccessful, although Loic's father is convincedidard it in a ‘Superman’ cartoon.)

Line 17 A seems to be a translation of 17 B, ebeugh it was produced first:

M)
17 A: Il *coura jusqu'a l'autre c6té de la forét.
17 B: He ran all the way to the other side of the$t.

A more natural French expression of the notion wdg, 'll traversa la forét en courant'. Loic's

transfer of the English structure into his Frenarsion is an indication that this sequence is
formulaic for him. A similar occurrence in line 18hich has already been discussed in section 2.2,
example 110, also demonstrates the formulaicityisfsequence:

N)
18 A: Le prince *vu dans le canal un dragon quavokqu'au prince.
18 B: The prince saw a dragon which came up t@thmee, flying.

The fact that he uses the sequence ‘came up pwittee', suggests he is trying to translate a 'khun
of language:_'vola jusqu'gorince’, which might be better translated by lee/fup tothe prince'.
Perhaps Loic is not familiar with the phrasal vélsbup to' and only knows ‘come up to', and since
it is the notion of moving towards someone whichingportant, more so than the means of
movement, then he prefers to, or can only, tra@stathis way.

In line 14 we come across a formula learned from WA that was discussed in section 1.3,
example 73:

0)
14 A: ...Ca l'apprendra cette petite fille.
14 B: “...That will teach her a lesson.”

This example serves to reinforce the judgemenhisfsequence as formulaic. Not only does Loic
use it repeatedly, on many different occasiondgiean E), but he also attempts to transfer it to
French as it is, rather than using a more apprpreguivalent expression, such as, 'Ca lui servira

by

de lecon a cette petite fille'. Here we can supploet idea that during the second phase of
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acquisition, Loic is moving towards a more anabjtjgrocessing, breaking down strings and trying
to translate component by component, rather thaskisg a holistic translation equivalent.
Furthermore, we can question the semantic apptepgas of the formula here, since it is unclear in
Loic's story why the princess needs to be taudggson (criterion J).

The last example in this section, although notibgaany relation to MAPNI, is interesting because
it indicates how difficult it can be for childrea translate, and correctly understand, idioms:

P)
[N] L (4;6) (Eating lunch. To DadPapa, tu peux me couper la pardl€@rns to MumMummy, can yowcoupeme la
parole? (laughs)Do you know what that means? It means ‘shut up’!

It is so difficult for Loic to translate this idiorthat he code-mixes, something he only does
extremely rarely. Also, he has misunderstood thammg of the idiom, which conveys the notion of
interrupting or cutting in on somebody while theg apeaking. Loic thinks it is funny to ask his
parents to ‘cut' his 'speech' since we are sititripe table, in a context where we often cut @ th
children's food for them to eat, in response taests such as, 'Tu peux me couper ma viande?' or
'‘Can you cut up my meat?' His misunderstanding abbbresults from a pragmatic association of
somebody who interrupts being told to 'Shut up'th®yperson they are interrupting.

Conclusion to Part Two

In Part Two, we looked at the question of transtatby young bilinguals. We explored the
mechanisms involved in translation and the notiohshatural and native translators. We then
analysed some corpus examples of the childremislaton in conversation and the translation of
songs, rhymes and stories. The study of natunaskation and natural translation acquisition, seems
to interest researchers in the field of translasardies because of the insights it may bring & th
translation process that may be of help to profesdi translators and those who train them.
However, we can question whether professional kagms should aim to reproduce a “natural”
translation, by trying to understand natural tratish processes in order to proceed in the same
way, as seems to be the underlying justificatiobath Harris' and Toury's arguments, much in the
same way as we can question applications to sdemguiage teaching of insights drawn from the
study of first language acquisition.

The children in this study provide us with someerasting examples of natural translation,
including some evidence of formulaicity which wed diot discuss here. | preferred to focus on
evidence of formulaicity in their narrative trartgba, since the subject of this paper is the rdle o
MAPNI in children's output. The study of formuldicin their daily translation could constitute an
area of further study. The study of their narratiranslation will become more interesting as the
children grow older and their bilingual processlmgcomes more complex. It will be particularly
interesting to observe the effects of literacy lois process, and the analysis of language that will
take place at school.
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CONCLUSION
Summary of the paper and discussion of the hypothes

In this paper we have looked at the relationshigvben musical, audio-visual, poetic, and narrative
input (MAPNI) and the simultaneous acquisition @fotlanguages by three natural bilingual
children. Our study was divided into two parts.tihe first part of the paper, we looked at the
context of the children's bilingualism, their casttavith each language, and the nature of the corpus
We outlined some important elements in bilingualigifingual acquisition, and the role of input in
the acquisition of two languages. We then lookethatature of MAPNI, before examining corpus
extracts demonstrating the influence of this inputbilingual acquisition. This examination
provided some evidence in support of hypothesisantagh proposed that a lot of the L2 input the
children re-use in their own output comes from roaisiaudio-visual, poetic, and narrative sources.
We also demonstrated the important role played BPMI in providing a context for establishing
joint attention, and helping very young childreneoter into communication. From this we can
conclude that MAPNI indeed contributes to the dleitds acquisition of two languages, and more
particularly their acquisition of English while ihg in a monolingual French community. The
reasons for this are related to the link betweenettposure to, and the nature, of the input, aed th
way it is used as a context for communication. MABBEems to provide children with both here-
and-now type input, such as descriptions of ongaityity, and notions that are distanced from the
child's own experience. It enables them to explmecepts, and the means of expressing those
concepts, from the comfort of their own environmeaacompanied by their caregivers. MAPNI is a
way of learning about the world which allows forildhren's need for repetition, predictability, and
relevance to their own lives.

We ended Part One with the identification of foraialsequences in some corpus examples, thereby
confirming hypothesis 1b) which proposed that mathhe input from MAPNI is formulaic. We
suggested that MAPNI, being rich in formulaic laaga, provides a useful and meaningful context
within which children can encounter formulaic seqees which they can then re-use themselves in
their own output, whether that output be in therfaf everyday dialogue, or whether it be forms of
musical, poetic, or narrative output, or in thalerplay and acting games. It is highly probabkg th
the formulaic richness of MAPNI is one of the thsnifpat makes it so appealing to children, and
relevant to their acquisition of language. If wasiler small children to have a dominantly holistic
approach to language processing, then it is n@risimg that they pick up on the highly formulaic
aspects of MAPNI and use them towards the buildipgf their own linguistic repertoire, thereby
helping children to achieve the satisfaction ofirtteevn needs and desires, to exhibit both their
individuality and their membership of the sociabgp they are a part of. Imagine, by way of
illustration, a game of 'Pokemon’ taking place lesmva group of 5 to 6 year-olds in the school
playground. Being able to 'play Pokemon' is celyagmhanced by having had personal experience
of the 'Pokemon' cartoons and maybe collections;adtoys, although probably not dependent on
it, since children's imaginations can fill in angpg in knowledge. It is, most importantly, an
opportunity to integrate the social group of pearg] can be the context within which a child can
demonstrate his individuality by inventing his oefmaracter and acting out that role. During this
whole process the children participating in the gawill be drawing on, and experimenting
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creatively with, language they have encountereduin all kinds of MAPNI, and not just
'Pokemon’ cartoons.

In the second part of the paper, we looked at thielren's acquisition of translation competence.
After looking at some of the theoretical issueates to the subject, we analysed some examples of
the children's translation taken from the corpugt &amination seems to confirm hypothesis 2a)
that the mental exercise of translating MAPNI ciimites to the acquisition of translation
competence, in so far as it exposes the childreéhetgossibilities and limitations of the process,
well as providing a context within which to try th@éand at a form of translation which can differ
greatly from the daily reformulation they seem t&fprm so naturally. The presence of so much
formulaic language in MAPNI means that the tramstatask needs to include a holistic processing
element, taking into account the best way to da#l wsomplex linguistic sequences, or concepts
which require multi-word signifiers, that may na@wve exact equivalents, or may have a conceptual
translation equivalent whose component parts daesgmble those of the original. The ability to
translate a formulaic sequence also depends omdpaviclear and correct understanding of its
meaning, and this is not always easy for childddgpothesis 2b) which states that formulaic
language helps children to translate stories, dap@aovholly confirmed, then, since the presence of
formulaic sequences may actually complicate thestedion process and lead the young translator
into error. However, it is possible to propose thats the presence of formulaic sequences in a
narrative translation that make it so convincir@natural, and so much fun to listen to.

Possibilities for future research
The acquisition of narrative competence and translkion competence

It would be interesting to pursue the study of¢hédren’s acquisition of narrative competence and
translation competence by setting up situationshich the children were asked to tell a story from
an illustrated book without text, first in one larmge and then in the other. Their use of different
translation tactics could be analysed as well asrdthe of formulaic language in the creation of a
narrative and its translation.

The fine line between code-switching and natural ainslation

Another translation-related topic which has scapefdrther investigation, is the close examination
of reformulative code-switching. There seems toabéne line between translation and code-
switching in bilingual ordinary discourse. It mighé interesting to study this distinction with the
help of contextualised corpus examples. Since itepetand imitation can participate in language
acquisition, and in a bilingual situation, they d¢ake the form of a code-switch, it might be useful
to establish exactly how this process contributdsiltngual language development.

The acquisition of culture through MAPNI
MAPNI is an expression of children's culture, fongiia basis from which children can go on to

discover other manifestations of their own and heultures. The investigation of the encounter
with, and the acquisition of, culture through MAPINIa possible area of future research. The study
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of bilingual children, MAPNI, and formulaic languagthe three main elements in this paper, can
contribute to a discussion of the intertwined telahips between language, culture, and identity.
Aspects that could be examined include, the unalerulture-specific nature of MAPNI; the
bilingual child as a 'meeting place of two cultungsidi and Py); the forging of bilingual/bicultdra
identity and the role of MAPNI in that process; ttantribution of formulaic sequences to a child's
sense of belonging to a group and the origin areb ug these sequences. The list is far from
exhaustive, and a lot still remains to be explored.

Observation of my own children and the way thely gald play, combined with an intuitive sense of
pattern, convinces me that the role of MAPNI isevigéaching. The little examples they provide me
with daily to the link between what they have heamnd seen in MAPNI, are like so many clues on
a great and elaborate detective hunt, or piecaspoizzle to be put together. So many clues remain
to be discovered and examined, so many pieces tadded, but the big picture is gradually
emerging, and | can already guess what it's gargadk like.
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APPENDICES

Appendix 1: Lists of the children’s contact with their two languages

The children regularly see other English-speakiientls, sometimes with their children, :
Valerie, Lally and Tara 2003 -2006 (Fr to girlsiggo Val)

Nicola and Amy : 2004-2006 (Eng)

Cindy, Jade and Annabel : since 2004 (Eng)

Shane and Caroline , and Armel since 2006, (Erghtme, Fr to Caroline, both to Armel)
Anouk and Yumi since 2007 (English and French)

Chronology of each child’s care/school context.

Loic
Age 0-0:;5 Principle care-giver : motherrglsh
0;5-2;0 Child minder part-time , 2.5 toayd a week - French

2,0-3:4 Home with Mum and Meriel (from age 2) -English, regular attendance at
playschool one or two mornings a week, occasionaligle days- French. One or two mornings a
week at Mums and toddlers group —French with otHenglish with Mum.

2 ;5 and 3 ;3 holidays in Wales without Dad -Eslgli
3;5—-4;1 School four mornings a week — Frelébgdnesdays at home with Mum.

4:;1 -4 ;3 School four mornings and four aftem® a week -French , coming home for lunch-
English. Wednesdays at home with Mum.

4;3 — 4;5 Holidays: four weeks in Cardiff, threghout Dad, then two with Grandpa in France

4; 5 —4;9 School two whole days with canteen avw days coming home for lunch. Wednesdays
at home with Mum.

4;9 - 4,10 5 weeks in Wales and England withoad D
4;11 - 5;2 School four days a week with cant®éednesdays at home with Mum.
5;2 —5;4 Holidays at home with Mum and visitsifr English-speaking family and friends

5;4 — 6;2 School four days a week with canteen &ones home for lunch once a week).
Wednesdays at home with Mum.
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0 -0;9 at home with Mum and Loic ; one or twornings a week at mums and toddlers group
fromage 0 ;5

0;9-2;2 One ortwo mornings then one day ekvet playschool- French

2:;2- 2;7 Two whole days a week at playschwad, mornings at school — French; Wednesdays at
home with Mum.

2;7-2;8 5 weeks in Wales and England withoad D

2,8 - 3,0 School three mornings and one whalg with canteen; Wednesdays at home with
Mum.

3;0 — 3;2 Holidays at home with Mum with somatgisrom English speaking family and friends.
3;2—4;0 School two full days with canteen and tmornings. Wednesdays at home with Mum.

Owen

0;0 -0 ;8 at home with Mum and Meriel, plus oméveo mornings a week at mums and toddlers
group

0:;8-1;0,5 Two whole days and two mornings akaat childminder -French

1,0,5-1;2 5 weeks in Wales and England witHoaud

1;2- 1,9 At home with Mum

1,9-2;6 Two full days at playschool — Frerdfednesdays at home with Mum.

Holidays
June 2003 3 weeks in Wales with Dad L. 0 ;3

Feb 2004 1 week in Wales without Dad L 0 ;10

July 2004 ? weeks in Wales without Dad L 1 ;3

Nov 2004 10 days in Florida with Dad L1 ;7

December 2004 1 week England and Wales with Ddd; 8.

Sept 2005 3 weeks Cardiff without Dad L 2 ;81 03

Nov 2005 1 week Ireland with Dad L 2 ;7 M ;

Dec 2005 1 week Wales withDad L 2;8 M 0 ;6

May 2006 4 days in Carnac with Cindy and girls3,1 M 0;11
June-July 2006 4 weeks in Wales, 1 with Dad, ;834 M1 ,0-1

April 2007 1 week in Penlan with Cindy and gitls4;0 M1;10 OO0;3
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July —Aug 2007 3 weeks in Wales without Dad ;B4M 2;1 O 06
Jan —Feb 2008 5 weeks in Wales without Dad L 4MI®2;7 O 1;1
March — April 2009 4 weeks in Wales, three withbDaid L 5;11 M 3;9 O 2;3

Visits from English-speaking family and friends

April 2003 Grandparents 1 week LO ;0

Aug 2004 Grandparents, Rosina and Joshua, Juh) 8tel Virgil L 1 ;4
June 2005 Grandparents 1 month L 2 ;2

Sept 2005 Justina 4days L2:;5 MO0 ;3

Feb 2006 Ben, Debbie and boys 4 days L 2NuQ ;8

Dec 2006 Grandparents 4 weeks L 3;8 M1 ;6

March 2007 Granny 2 weeks L3;11 M 1,9 O20;

July 2007 Granny5days L4;3 M2;1 O0;6

Aug 2007 Grandpa 2weeks L4;4 M2;2 TO0;

Aug 2007 Seb and Roisin and children 2 days

Sept 2007 Grandpa2weeks L 4;5 M2;30¢

Dec 2007 Granny 2 weeks L4;8 M2;6 O0;11

August 2008 Granny and Grandpa 3 weeks L 5;4 M@;2;7

Appendix 2
Transcript of video recording: Reading magnetic leters 'First Words' book with Owen (2;5)

1. O: It's working?

2. C: Yes, hello, right, where're you gonna put thed

3. O:there mmm It's not there, not there, not theo¢ the animal, not this [one] hmm this (turns gabauh
it's the frog, not the [horse?] oh there he isndyrage) oh it's the cow, no, it's the dog, ohtitsdog,
yeah it's the dog, got it, the dog got it, the dogit

> hmm

: and and the cow (....) the cow; It's this?rtsthis?

' no, it's not that one

: what's what's the blue one

: this one goes here

: this one goes here

: What's this?

that's a W

ohaw

:we need a C and an O to make cow

: (??)a cow. That's a (it ??7?)

00000000000
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15.
16.
17.
18.
19.
20.
21.
22.
23.
24.
25.
26.
27.
28.
29.
30.
31.
32.
33.
34.
35.
36.
37.
38.
39.
40.
41.
42.
43.
44,
45,
46.
47.
48.
49.
50.
51.
52.
53.
54.
55.
56.
57.
58.
59.
60.
61.
62.
63.
64.
65.

N0N00N00N0N0N0N0N0N0N0N0N0N0N0N0N0N0N0N0N0NO0NONON0N0N

: no, you have to look look at all the letters
. letters

: find the C and the O

:and the O

Q SY, oh there's the C

: there's the C
: oh there's the O
: there's the O

put it in the middle

there

what's that cow doing?

uh uh uh eating this

What's he eating? She, what's she eating?

: this this ¢a (points) this grass
: this grass and, where is
: and the dog is

and the dog is what, darling?

. ee's eating this

and what's the dog eating?

: this (points)

a bone

: a bone (???)

and where's the cow? Where is she?

what's that?

Ji'sabear

yeah and what are these?
a bees
and what's the bear eating?

: (???) a with the feet

what's this? What do bears like eating?

Uum!

- where are his big teeth?
: thas the theres

: where are your big teeth
: thecrocodile (Eng Pron)

show me your big teeth

. (opens mouth wide)

are you a crocodile?

: yeah! A crocodile

are you?

: (??7??) (blows)
: the crocodile has a long tail
: a long tail

and a big mouth

: a big mouth

: with lots of teeth

. lots of teeth

: and the bear likes eating honey
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: it's there! (points to picture in book) um (Itefa??7?) the animals (turns the page) there ee is!!

: ah ah mouth, oh the tleeocodile (Fr.) a mouth the mummy an' me! Oum (gobbling sound)
: the crocodile has got big teeth
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66. O: likes eating 'oney

67. C: Honey hhoney

68. O: 'oney

69. C: Hhhhoney

70. O: Honey

71. C: good boy! Honey, honey

72. O: honey

73. C: do you like honey, Owen?

74. O: yeah (I) like honey

75. C: do you? What else do you like?

76. O: um sandwich

77. C: do you like honey sandwiches?

78. O: umunney sandwiches

79. C: What do you like in your sandwiches?
80. O: saucisson

81. C: saucisson!

82. O: yeah

83. C: What else do you like in your sandwiches?
84. O: um ... pain

85. C: what? (really didn't understand because wasp#aing it)
86. O: pai... | eating the pain

87. C: bread?

88. O: yeah bread

89. C: bread. bread and saucisson sandwiches
90. O: bread an sauci..sson..san(???)

91. C: and what do you like for dessert?

92. O: petit filous!

93. C: petit filous!

94. O: (laughs)

95. c: shall we have sandwiches for our lunch? Shalhawe sandwiches for our lunch, hmmm?
96. O: there he is (pointing to book again)
97. C: would you like a sandwich for your lunch, Owen?
98. O: there he is
99. C: there he is, yeah
O: Where, where ou is is (sounds like id id ot Htit he has a cold so it's hard to tell) the cdls?here
the cow and the dog

100. C: hmmm

101. O:the cow, the dog and the animals (turns pagejrbethe frog
102. C: and what's this?

103. O: this...

104. C: what's that?

105. O: tha a coignk

106. C: a coignk, it's a duck

107. O: a duck

108. C: yeah

109. O: a fox

110. C. fox, good boy, what about all these animals tve? What's that? There's an
111. O: a elephant, and a giraffe, a bird

112. C: and what's this here?

113. O: a snake and a bird

114. C: and what does the snake say?

98 N°2, 2011



115.
116.
117.
118.
119.
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122.
123.
124,
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127.
128.
129.
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131.
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134.
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136.
137.
138.
139.
140.
141.
142.
143.
144.
145.
146.
147.
148.
149.
150.

151.
152.
153.
154.
155.
156.
157.
158.
159.
160.
161.
162.
163.
164.
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: shhshsh

: yeah and what does the elephant say?

: phsshhphsshh (high pitched hiii)

. does he? (laughs)

: what's the elephant doing, mummy?

: he goes (trumpets)

: (trumpets)

. (clears throat)

. (clears throat)

: (coughs)

: (coughs)

: that's just me coughing, you don't have to cdpyklephant
: an elephantough cough (said like a high pitched animal call)
: what other animals are there in this book; ohatg this?
: what's this?

look

:a cat!

: and what's the cat playing with?

: the ball

: that's right, and what's this?

:a bird

: where is the bird?

. (points to picture)

: the bird is sitting in..in the

: the grass

: the grass?

. in the grass

: oh. And what's this?

:uh a solell

a what?

: a soleil

: a soleil?

:yeah

:asun

: (sings) Mr Sun, sun Mr golgen sun, iydeeiy [itgdbehind] a tree; it's this one? this one?
: yeah, very good Owen it is this one, yeah thexactly the right one, (Owen has put the right
tter in the right place) well done, ooh whatatth

apig

: what's he doing?

: ploosh, ituh splush

: sploosh

: sploosh

: he's rolling in the

> water

: the water? That's very dirty water. | don't khits water, what is it?, it's all brown
: brow

. It's the mud.

:it's the mud

: He's rolling in the mud

: He's rolling in the mud

. Is he happy?
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165. O: Is he happy, yes he's happy
166. C: he's got a big smile on his face, hasn't he?
167. O: yeah!
168. C: he likes rolling in the mud
169. O: what's the uh what's the other
170. C: what's that one? what's this one here?
171. O: a bird
172. C: a bird, what kind of bird
173. O: blue
174. c: a blue bird?
175. O: No
176. C:no, it's a hen
177. O: it's a paint
178. c: a what?
179. O: a paint
180. C: a paint?
181. O: yeah its on the on the on the bird
182. C.: paint on the bird?
183. O: yeah (the hen has dark tips on her feathers)
184. C: those are her feathers
185. O: theher feathers
186. C.: she's sitting on her nest. What can you seleeimést?
187. O: blue (or plume?)
188. C: what are these? what's this here?
189. O: egg
190. C: yes! The hen is laying eggs and she's sittingesmest. Do you like eggs Owen?
191. O: yeah | like eggs
192. C: do you? Do you like boiled eggs with soldiers?
193. O: soldiers
194, C: yeah, do you like egg sandwiches? Oh! Whatsdhe? (magnetic letters) We don't need that
one, do we?
195. O: nah not that one
196. C:. oh, here we are again. We can put this one here
197. O: yeah put this one here
198. C.: shall we go and have some sandwiches?
199. O: uh no the cows and the dog and and the anithalsnimals, no the animals
200. C: you want me to film the animals
201. O: the animals the frog, and duck and the animals
202. C: finished!
Appendix 3
Transcript of video: watching 'Sleeping Beauty 2" vith Meriel (3; 11) and Owen (2;5)

NogscwbhE

O: A naughty cat again

M: a naughty cat

O: c'est a naughty cat again

M: There's that naughty cat again....oh, who's?thahink it's Jacques.
C: Jacques? The mouse? What's happened to him?

M: He turned in a man
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8. C: The fairy godmother's turned him into a man!
9. M: there's that naughty cat again

10. C: there's that naughty cat again

11. O: there! A dancing

12. C: they're dancing?

13. O: yeah

14. C: they're building something, aren't they?
15. O: there, look

16. M: What are they building?

17. C: 1 don't know

18. O: it's a swing

19. M: a house, maybe

20. C: Aswing? A house, maybe, yeah...oh
21. M: ow

22. O: ow

23. C: What did he do then?

24. M: Just like me...because me got a very big bump

25. C: Oh yeah, you bumped your head as well didn'?y@mu've got a bump.

26. Hervé: Est-ce que tu aurais du Paracetamol

27. C: Oui. Tu as mal quelque part?

28. O: There's that cat again

29. C: Attends

30. H: J'ai mal a la téte

31. O: that cat again

32. C: Je vais te chercher ¢a. Sit down Owen (leawesabm, children continue watching saying nothing..
33. ...

34. O: c'est a naughty cat again (repeats until | sahy

35. M: and there's a black one as well

36. C: Is there? There are two cats...Look at him @aidpe still thinks he's a mouse
37. O: c'est un mouse

38. C: oh

39. M: oh

40. O: oh

41. ...

42. C: oooh, (laughs)

43. O: ooo (laughs) (repeating what character daidCaca, you caca!
44. C: Are you sure that's what he said?

45. O: yeah. A naughty cat again (repeats until | ssghy c'est un naughty cat mummy
46. M: No, it's the godmother

47. C: the godmother, that's right

48. O: What's make that noise? What's making noise& Aagise, mummy.
49. C: A cat noise?

50. O: yeah, hein, not a cat noise.... a naughty caihag naughty cat

51. C: yeah?

52. O: yeah, a naughty cat! (laughs) a naughty canagai

53. C: Oh, where're they all going? Oh the fair. JagdDh look, puppets!
54. O: a puppets...oh! A elephant!

55. C: an elephant

56. O: it's a mouns thing, a mouns thing pour a caan’t understand) ascolo a schopping
57. C: Shopping?

58. O: (can't understand) go to shopping
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59. C: what?

60. O: (can't understand) go to shopping

61. C: going shopping?

62. O: yeah

63. C: who's going shopping?

64. O: the meow

65. C: the cat? Going shopping?

66. O: yeah oh it's a elephant oh it's dancing, ittscaey

67. C: yeah they're dancing

68. O: oh a naughty cat again

69. C: oh, oh dear

70. M: (can't hear) his head, he's gonna eat his head

71. C: he's gonna eat his head?

72. O: plouf! On the water

73. C: splash

74. O: splaf

75. C: splash

76. O: splaf on the water

77. C: splash in the water

78. O: yeah oh ah (scream)

79. C: oh he's going on the big wheel. Uh oh the cttdse as well..oh he can't get away from thatazat,
he?

80. M: yes, he can, look

81. C: uh oh uh oh

82. O: uh oh uh oh aaah aaah ahhh he's falling dowh @waaahhh

83. C: oh dear, a stampeding elephant

84. O: haaahhuh, c'est comme ¢a...mummy

85. C: how's he going to help?

86. O: he's stopped, stops, stops

87. C: how is Jacques going to help Cinderella?

88. O: huh! Uh! It's a daddy it's a daddy

89. M: it's gonna turn him in Jacques

90. C: oh no the king!

91. O: ah it's gone now

92. C: hooray

93. O: hooray

94. C: well done Jacques

95. O: well done Jacques

96. M: haha ha

97. O: hahaha....a naughty cat again, a naughty cat aga

98. C: he's being taken away now, isn't he, that cat;

99. M: Why?

100. C: because that lady really likes him, she wantstp him..

101. O: who's the cat? What's the cat?

102. C: Jacques saved the day...oh!...oooh.

103. O: (can't hear) it's run away

104. C: hooray, fireworks

105. O: fireworks

106. C.: that's pretty

107. M: We('ve) already seen fireworks

108. C: have we?
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109. M: yeah

110. C: do you remember?

111. M: with Shane

112. O: with Shane

113. C. that was a long time ago, wasn't it?

114. M: Yeah

115. C: you remember it, do you?

116. M: and when we were a very tiny baby

117. C: well, you were two

118. O: a tiny baby

119. C: no, you were three

120. M: yeah

121. C: only just though, it was nearly a year ago. jd like it?

122, M: mm, | were a bit scared and a bit cold so wegphbitanket on me

123. C. a bit scared and a bit cold, because it wasalaéght, wasn't it, we had to wait until it was
night time so was really late, do you remember?

124. M: Yeah

125. O: a naughty cat again a naughty cat again

126. C: not that naughty cat again...oh what's going on?

127. O: what's going on?

103 N°2, 2011



