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PREFACE

A number of years ago the writer of this volume, being
then in charge of the model department of a training school,
undertook a series of experiments relating to the teaching
of language in its various aspects. At that time he searched
diligently for literature treating of the psychology of lin-
guistic development, but aside from a few incomplete
studies by. Preyer and others he could find little that proved
of much service. It scemed to him then that it would be
worth while to carefully observe a child from the beginning
of expressive activity on until he acquired a mastery of his
mother tongue in its vocal and auditory forms, and en-
deavor to determine what psychological principles were
illustrated in this development. Soon the opportunity
was presented to make such observations, not only upon
one child, but in due course upon several children, with the
result that it has been possible for the author to gather con-
siderable material upon various phases of mental develop-
ment as revealed in linguistic function. In the first part
of the present volume it has been the aim to organize this
material, to compare it with that gained by others working
in this field, and to indicate in detail the principles of mental
development which may be deduced from it, and which

seem to explain it.
vii



viii PREFACE

In the beginning of this investigation it was the inten-
tion to carry it along only until the childrea specially ob-
served reached the school age, when they would begin to
study the language arts. However, this point having been
reached, it seemed that they had but just entered the
most interesting and important stage of linguistic develop-
ment, viewed from the standpoint either of psychology
or of education. So,it was decided to keep on with the
observations and experiments until the older children
particularly had acquired facility in reading, writing,
spelling, and composition. . The author did some of the
experimental teaching himself, and the rest was done under
his direct observation. At the same time the linguistic
progress of a number of the companions and schoolmates
of these children, who were taught by somewhat different
methods, was noted; and the organization of the material
gained in this way, and its interpretation from the stand-
points of contemporary educational and developmental
psychology, comprises most of the second part of the vol-
ume. During the past year especially the author investi-
gated the methods of language teaching in schools at home
and abroad, and he has incorporated the results of his ob-
servations, with criticisms, in the last chapters of the
book.

It will be apparent at a glance that an attempt has been
made to cover a large field, so that a view of linguistic de-
velopment as a whole might be gained. Of necessity,
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many details, in themselves of interest and importance,
alike for psychology and for education, had to be omitted,
and general principles only developed. It has not been
easy to avoid dwelling too long upon minutiz, considering
the scope of the task to be accomplished; and the author
has doubtless not succeeded in all cases, though he has
endeavored so to do. The material collected would have
permitted of a more minute treatment of most topics, and
if it seems desirable this may be undertaken later.

With a view to assisting the reader in grasping readily
the more important principles discussed, a liberal use
has been made of sectional and marginal headings, and
summaries at the close of each chapter. It has been the
constant aim also to be temperate in the citation of illus-
trative examples, so that one might not lose his way amid
a confusion of concrete instances.

The volume has been carefully read in manuscript by
Professor W. C. Bagley, and by the author’s colleagues,
Professor Walter F. Dearborn and Mr. Frederick W. Roe,
to each of whom many thanks are due for helpful sugges-

tions and criticisms.
M. V. O'SHEA.

MADISON, WISCONSIN,
August, 1907.
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PART 1

NON-REFLECTIVE PROCESSES IN LIN-
GUISTIC DEVELOPMENT

CHAPTER 1
PRE-LINGUISTIC EXPRESSION
1. Reflex Expressional Activity

It is frequently remarked by students of mental develop- The unditer
ment that when the child sets out upon the journey of squai
life, he finds himself in possession of a quite effective mode
of revealing his simple needs. His earliest vocal expres-
sion, as poet and philosopher and scientist' have ob-
served, is a cry, in which there is little if any modulation
or intonation or ‘‘ distinctive timbre.” It is only a wail
or “squall ” which he employs in an undifferentiated way
to express all of his experiences. But really the infant
may be said to have but one sort of experience — dis-
comfort — which moves him to express himself. During
the first days he is ill-adjusted to his new environments,

! Sigismund, who was one of the first systematic observers of infant
development, makes this observation in his “Kind und Welt”: “Sobald

das Kind zur Welt geboren ist, fangt es an gellend zu schreien.”
B 3
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and his cry ! is his instinctive method of directing attention
to his distress. And it is probable that at the outset the
varieties of discomfort which he experiences, or the sources
thereof, are not distinguished one from another; hunger
is not discriminated from rough clothing, for instance,
nor colic from cold.

gehgeinmg 4 But in due course — usually before the fourth week is

paigiss. completed > — the trained ear can detect certain slight
variations in the primordial squall, special needs being
denoted by characteristic intonation or timbre. It is
possible as early as the fifth week, speaking generally, to
distinguish the hunger squall from that expressive of
other kinds of discomfort, so that an observant mother
can tell whether her babe should have food, or medicine,
or the services of the nurse simply. Perez reports a child
who as early as the fifteenth day revealed hunger by a
special modification of the original cry; but most observers
have noted the beginning of differentiation of the primi-
tive wail at a somewhat later period. Mrs. Hall® noticed
a peculiar timbre in the voice of her nine-weeks-old child
when he was impatient, a different one when he was

! The poets have attached a variety of significations to the primitive
cry. Some have said that it is a shout of joy, others that it is a protest,
‘ others that it is a song of triumph, and so on. But students, as Preyer,
Tracy, and Major, for instance, regard it as a purely reflex act, without
meaning so far as the infant is concerned.
? See, for instance, Major, “First Steps in Mental Growth,” p. 284.
? See the Child Study Monthly, May, 1896-April, 1897.
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hungry, and a still different one when he was appealing
to her for aid or care. Darwin ' thought his boy volun-
tarily modulated his voice in the eleventh week to indicate
that he desired a certain object. Compayré? has not ob-
served a clear differentiation of the various cries until
toward the sixth month. President Hall ® noted sixty-three
variations in his son’s vocal expressions before he was
five months old., It is probable that the cry of hunger
and that of colic are earliest individualized; the latter is
seemingly more vehement, more violent than the former, or
than any other; but it is not possible to detect a marked
difference in the elementary vocal qualities, as intonation,
cadence, and so on.

Leaving aside the matter of precise dates, it is enough
for us here to recognize this first step in linguistic develop-
ment, — the particularization of the original squall to
express particular needs. It has already been indicated
that out of the general cry of discomfort the hunger cry
quite early emerges so that it can be distinguished by the
mother or governess. As development proceeds, various
specialized cries gradually make their appearance; and
while it is impossible to tell just the day when the cry of
fear, for example, appears, still there is no mistaking it
as early as the beginning of the third month at the latest.

1 “Mind,” Vol. II, p. 101.
2 “Later Infancy of the Child,” pp. 72-73.
3 Ped. Sem., Vol. I, 1891, pp. 132-133.
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Preyer ! thought his son Axel could employ particular
sounds in his fifth week to express hunger, pain, cold,
joy, and desire. Darwin could not detect any difference
between the cry of hunger and that of pain before the
eleventh week in the case of one infant, and a little later
in the case of another, although in the sixth week he noticed
a soft murmur indicative of joy, which he ascribed to the
development of recognition. Some observers have re-
ported hearing the cry of anger as early as the sixth week;
but it is probable that this is generally differentiated at a
somewhat later date. For a considerable period the child
seeks help, in his instinctive way, when he is in need,
but he does not assume an aggressive or combative or
angry attitude toward his environment; he is rather de-
pendent and suppliant. So, too, it is doubtful if vocal
expressions for joy in any true sense appear until the ex-
pressions for hunger, colic, fear, and it may be anger,
are individualized. The infant seems to have ready-
made a mechanism for expressing discomfort, but he
must wait upwards of two months before he can
reveal pleasurable feeling vocally, even in an elementary
way.

It is significant that during the first few weeks one in-
fant’s cries cannot be distinguished from those of another
so far, at any rate, as the ordinary ear is concerned. The

1 See his “The Development of the Mind of the Child” (translated
by Brown), Vol. II, p. 1o1.
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cry is quite devoid of individual color or timbre, a point
mentioned by Garbini and Egger. It is best represented
by the symbol &, though some regard it as more complex.
Preyer, for instance, represents it by # (as oo in book)
and @ (as @i in fair), making it ud, ué. Garbini locates the
cry of the newborn child between fa* and ja?, and it remains
here for two or three months. Wilson® represents the
cry on the musical staff as follows: —

s,

A A A
ol L\ b Ny
[ o
F = s'f memercomn ) S s ) Eoe|
[ { H =) 1 - L L) 1
LX 1 — 1 = H b | B |
</

,Hew - 6 THew - 6 Heu - 6

During the first week or two the original sound & is
modified mainly in respect to volume and intensity to ex-
press different experiences; but before the second month
the infant begins to add to his repertoire, and once started,
he gives himself to it for many months. The process of
development is earliest manifested in differentiation of the
original ¢ sound, producing other vowel sounds of both
higher and lower range, a point noted by Lukens,? Tracy,?
Ament,* Meumann,® Allaire,® and others. Then as he

1 See “Prehistoric Art,” Report U.S. Nat. Mus., 1896, p. 516.

2 “A Preliminary Report on the Learning of Language,” Ped. Sem.,
Vol. III, pp. 424—460.

3 American Journal of Psychology, Vol. VI, pp. 69-93.

* “Die Entwickelung von Sprechen und Denken beim Kinde,” p. 211.

5 “Die Entstehung der ersten Wortbedeutungen beim Kinde,” p. 11.

® “Des Premiers Rudiments du langage infantin,” Bull. Soc. & Anthr.
de Paris, 1890, pp. 485-490.
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goes on he gradually introduces consonantal sounds, labials
first, without doubt ; then probably the gutturals, the easier
of them; then the dentals, and finally the nasals.! Of
course, these several varieties of consonants are not rigidly
marked off from one another as the child masters them, but
in general he probably executes them in the order given.?
They are always combined with the original & or some of
its differentiated forms. Preyer, Pollock, and others have
attempted to indicate in detail the child’s progress in de-
veloping new sounds and in combining them; but it is
extremely difficult, if not impossible, to do this successfully.
It may be noticed that in attempting to express the sounds
made by an infant an adult will inevitably interpret them
in terms of the necarest literal representatives of his own
speech. Perhaps no adult can even listen to an infant
with an absolutely unprejudiced ear; he is likely to hear
through the medium of his own usage. The child’s early
vocalizations differ so markedly from the adult’s in vol-
ume, cadence, intonation, and so on that to attempt to
express them in symbols which are used to indicate the
quality and movement of the mature voice is practically
certain to convey a wrong impression to the reader. I
have tested a number of adults in the execution of the
sounds which Preyer, by means of literal representation,

! See the author’s “Dynamic Factors in Education,” Chap. IX, for a
detailed presentation of this point.

?See Tracy, “Psychology of Childhood,” pp. 119-157, especially
p. 127, for evidence bearing on this point.
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ascribes to his son Axel, and I am confident they all
went wide of the mark.!

But while we cannot graphically represent these sounds
exactly, or analyze them fully as they grow more complex,
we can still make out what they mean in a general way.
Of course, we are aided in our interpretation by the child’s
bodily attitudes, his facial expression, his intonation, and
the like. It is a commonplace of modern psychology
that the fundamental emotions are revealed in character-
istic motor attitudes and complexes; and the vocal are
probably always congruent in meaning with the general
motor expressions. If the mother does not at the outset
recognize the angry cry as such, she will soon learn to
understand it through the accompanying facial and bodily
demonstrations. Again, a child as early as the third month

! Mrs. Moore says, touching this point: “At the close of the fourth
month it was my impression that the child had made well-nigh all the
sounds which occur in the language. Yet I had the exact record of but
few which had been pronounced as isolated sounds, or as short syllables,
and so distinctly as to render their identification easy and certain.”
“Mental Development of a Child,” Monograph Supplement to the Psy-
chological Review, No. 3, 1896, p. I15.

Egger found it impossible to express in the letters of the alphabet
many of the sounds he heard from the fifth week on. It may be of in-
terest to recall in this connection that Stanley Hall (see notes on the
“Study of Infants,” Ped. Sem., Vol. I, p. 133) declares he distinguished
sixty-three different sounds made by one of his children before he was
six months old. T have tried often to perform this feat in my observa-
tions, but I have found it impossible to unravel the tangle of sound com-
binations and be sure of the elementary sounds to any such extent as
reported by Dr. Hall and others.
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will sometimes protest through voice and body against
being put into his cradle from his mother's arms. Also,
if parent or nurse comes within range of his vision, he will
“beg” to be taken up. The agitation of his arms, legs,

143

and features and the ‘ pleading ” tone in his voice indi-
cate his desires clearly enough, and it is not long before the
parent can tell from the vocal expression alone that he
wishes to be taken. By the sixth month or so the ‘ teas-
ing” quality becomes differentiated so that it can be
easily recognized; and specialization goes on until by the
close of the first year one may be in a room apart from the
child, but hearing him tease it is possible to tell whether
he is pleading to be taken or to be given some object he
desires.

Attempts have been made by some writers to show that
in the beginning all children use similar combinations of
sounds in expression of similar experiences, the implication
being that they must travel over the same route in acquir-
ing language. This suggests the story, credited to Herodo-
tus, of the experiment of Psammetichus, king of Egypt.
He placed his two children under the care of a shepherd
who was not to utter a sound in their presence, but who was
to note the first word they spoke after a period of total iso-
lation from human associations. This word happened to
be bekos, the Phrygian word for bread, and the king con-
cluded that the Phrygian must be the parent of all lan-
guages. But most observers have noticed that the earliest
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combinations used by children in our day are formed by
combining the consonantal sounds denoted by m, p, and
b with the original vowel & sound, making md-md, pd-pd,
and bd-bd. All children use them without any objective
reference at first, but the parents and nurse seize upon them,
and attach them to particular objects; and by employing
them in this manner, they impress them on the infant.
But when we get beyond these few combinations, there is
no general agreement. Miss Shinn * found her niece utter-
ing “nd-nd-nd”’ as a protest, or expression of unwillingness;
but S. used this combination at seven months when he was
in the best of spirits, and his caretaker attached it to her-
self, as her name was Anna. Then the children who fol-
lowed S. were taught nd-nd-nd, as the caretaker’s name,
through the action of the caretaker herself, and the parents
and brothers and sisters, in repeating it and attaching it
to the caretaker. Axel Preyer ? used ““ affa ”” when anything
disappeared from vision, and later he used ‘“ #o, t-tu, jiu’;
while Miss Shinn’s niece ® used for the same sort of ex-
perience, “M-gm” or “ Ng-gug.” Instances might be
multiplied indefinitely to show that the objective reference
of particular combinations is at the outset entirely indi-
vidualistic, except for the few cases indicated, and even in
these it is determined by the action of the particular social

1 «Biography of a Baby,” p. 225.
2 See Preyer, o0p. cit., p. 131.
8 «“Biography of a Baby,” p. 226.
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environment, and not by any purpose or plan on the
child’s part. People take what he produces in a spon-
taneous way, give it a meaning, and then teach it to
him.

It should be emphasized that in the early weeks vocal
expression always denotes some need of the organism.
It is an indication of discomfort of some sort.! The feel-
ings accompanying a congruent relation with the environ-
ment are apparently yet very weak, unless mere animal
satisfaction — a kind of passive or possibly negative condi-
tion — can be called feeling. This animal contentment
is revealed in what some have called grunting, though it is
hardly defined enough for this. It seems to be the most
general and characterless sound which the child utters.
An infant of three weeks who has had enough of the right
sort of food, and who does not suffer from colic or cold or
too rough or too tight clothing sleeps almost continually
between feeding times, and it is only immediately after a
full meal that he gives expression at all to his feeling of satis-
faction. He is at this period only a subjective creature,’
having little or no desire for expression so long as all goes
well with him physically. He shows no awareness of an

! Compare Moore, 0p. cit., p. 57.

? Compare with this statement the views of the following: Baldwin,
“Mental Development, Methods and Processes,” pp. 15-34; Guibert,
“Mental Evolution,” in Bull. Soc. @ Anthr. de Paris, 1892, p. 714 et seq.;
Valentin, “Psychology of the Child,” Revue des Etudes Philos. et Soc.,
March, 1898.
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environing world of persons or even of things to be com-
muned with. He manifests no tendency to share expe-
rience through any medium of expression. His vocal is
but one phase of general motor excitement. Squalling is
always accompanied by agitation throughout the muscu-
lar system, never by relaxation or absence of movement
in legs, arms, and features.

2. Beginnings of Purposeful ' Expressional Activity

Toward the close of the second month (some observers
make it a little earlier) the infant begins to attend through
both sight and hearing to the world about him. The
mother’s face is perhaps the first object really to attract
attention, though a candle or handkerchief may momen-
tarily arrest the infant’s wandering eyes. But there is no
doubt of his * studying ” his mother’s features. His eyes
are kept upon her face for many minutes at a time, and you

1 From one point of view instincts and reflex actions are, of course,
purposeful. They serve to indicate organic needs, and to influence the
environment so as to have these needs attended to. But it is hardly
necessary to add that in the child’s own consciousness instincts and reflex
actions are without purpose; he does not conceive ends which he strives to
attain through definite, correlated activities. The term ““ purpose ” should,
it seems, be applied only to those activities which the individual performs
consciously for specific ends, which in the course of his individual experi-
ence have come to appear valuable to him. Reflex action, then, may be
useful but hardly purposeful; phylogenetically it may have been purpose-
ful at some point, but ontogenetically it is really mechanical. It is the
product of ancestral, not of individual experience; it is a matter of physi-
cal heredity as completely as the form or structure of any part of the
soma, which makes the term “purposeful ”’ inapplicable to it.

The appear-
ance of
awareness
of the envi-
ronment,
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can observe them sweeping around from one prominent
point to another, but keeping within the facial boundary
lines. The muscles of arms and legs are relaxed; and while
engaged in this exploitation, the infant expresses in his
motor attitudes what in the adult we would call uncertainty,
curiosity, and wonder. But it is significant that no sound
of any sort escapes him, unless he becomes frightened. It
seems evident that an attitude of wonder or uncertainty
is not favorable to vocal expression. There is neither ac-
tive sympathy with nor antagonism toward the environ-
ment, and so there is no occasion for expression. In such
a case, the child is arrested in his reactions, since it is not
as yet apparent what is to be done with reference to the
immediate situation. In this connection there may be
stated a principle which will be often illustrated concretely
in the following chapters; namely, that all possible varieties
of expression are indications of an active or dynamic alfi-
tude of the individual toward his environments. In the
beginning, as intimated above, vocalization is just one
phase of a general motor reaction upon situations; and
when measured in terms of energy expended, or motor
systems involved, it is always but a minor part of the total
expression. But with development the vocal elements in
expression lend to become more and more prominent, and the
general motor accompaniments in many reactions gradually
subside, at least after the fifth or sixth year. The vocal
elements alone come gradually to serve the purpose of the
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original total motor complex. But this point must be
worked out in detail as we go on.

Soon after the beginning of the attentive attitude toward
the mother’s face the smile appears. This is the first genu-
ine expression of agreeable or pleasant feeling in reaction
upon the objective world, and the child employs it as a
sort of greeting to those who care for him. Mantegazza,'
in his study of expression, divides human life into distinct
periods, the first of which is infancy and childhood, char-
acterized by good-humor and consciousness of perfect
health. Now, it is certain that during the first six weeks
there is no expression of good humor, as I have intimated
above. Mantegazza should have included in his scheme
a period which is characterized by general curiosity or
wonder, and not at all by good humor. But putting this
question aside, it may be said that the infant’s smile seems
to be an expression of confidence in the parent; at least the
parent never fails so to interpret it. It is always an occa-
sion for rejoicing when the first smile is detected, for it
denotes to all who behold it the birth of a new attitude in
the child. It is probable that the first true smile is the
expression of a marked change taking place in the child’s
adjustment to his environments. It suggests a developing
objectivity in consciousness, the beginning of an awareness
of a social world without to be taken account of and
adapted to or manipulated in some manner. Sigismund

! See his “Physiognomy and Expression,” p. 118.

The advent
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made the first epoch in the child’s life to extend from birth
to the first smile, and other students, like Schultze,' for
instance, have adopted a similar view.

At about this period, contemporaneous with the appear-
ance of the smile, the first step in the development of lan-
guage proper is taken. The child makes an effort, ap-
parently a conscious or deliberate effort, to respond through
vocalization to those who entertain him. One can see him
at this period smiling back into his mother’s beaming coun-
tenance, and uttering purring sounds and grunts and
fragments of laughter. It is at this time that he begins to
purse his lips and command his tongue, seemingly irying
to make sounds. Egger must have had this period in mind,
though he locates it considerably earlier than the time here
given, when he speaks of the transition from cry to voice.
All the fundamental characteristics of language are pres-
ent in these first attempts at speech. They never occur
except when the child is in a pleasant mood; and in the
beginning at any rate they require the presence of persons
for their stimulation. But after a time (Mrs. Moore says
as early as the eighth week?) the child “ coos” and
“ crows ” and “ plays ”” with vocal sounds merely for the
pleasure he gets out of the exercise as an end in itself, with-
out reference to the needs of communication. Miss Shinn *

1 See “Die Sprache des Kindes,” Leipzig, 1880.
2 0p. cit., p. 115.
3 0p. cit., p. 225.
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remarks of her niece that as “ she came to ten months old
she was a greater chatterer than ever, pouring out strings
of meaningless syllables in joy or sorrow with marvellous
changes and inflections.” Many observers speak of the
spontaneous  babblings ” of children from six months
on, the term itself suggesting a playful use of vocalizations.
This has been marked in the children I have observed,
and I regard it as of primary importance in linguistic
development. .

As the child develops, the amplitude of his spontaneous
expression continually increases; but up until the eighth
or ninth month his speech is not modelled in any particular
upon the special patterns presented in the formal adult
speech used in his environment. Preyer thought his
child imitated him as early as the fourth month; but the
majority of observers have not noticed linguistic imitation,
at any rate, earlier than the period indicated. Before this
tirne the child is unable to use conventional words, unless
we should call some of our exclamatory sounds words.
However, in the matter of infonation, modulation, accent,
which depend upon the particular emotional value of par-
ticular experiences, the child of six months comes quite
close, within his range, to the models presented by the
adults with whom he is associated. When he is greatly
pleased, his exclamations ring out merrily; when he wants
to be taken, his call is stern, commanding, impelling;
when he is frightened, his cry is full of alarm, and so on.

The late ac-
quisition

of conven-
tional
words.



16 LINGUISTIC DEVELOPMENT AND EDUCATION

Given any fundamental feeling and the child is an adept
in all the arts of expressing it, save in the single matter
of the employment of formal, conventional, verbal sym-
bols. Even when he begins to use conventional symbols,
he subplements them very generously with gesture and
intonation, making these latter aids do for verbal comple-
ments and inflections and modifiers of all sorts. This is
what enables the novice to accomplish so much with such
a small stock of conventional termsh and with scarcely
any grammatical differentiation whatever. An observer
of a year-old child may see illustrated every hour the prin-
ciple involved in Preyer’s statement, — that his son in the
beginning of his linguistic career employed the word atta
to express eleven different meanings, each being distin-
guished from the others by intonation and gesture.!

! It may be remarked in passing that the chief thing in training expres-
sion, leaving aside formal language for the present, is to awaken dominat-
ing feeling; to develop emotional attitudes and establish them securely,
and then the whole expressive apparatus — face, arms, hands, voice,
posture — will codperate in revealing it so that it may be correctly inter-
preted by one’s fellows. Our modern conception of human nature, on
the expressive side, as presented by James, Lange, and their followers,
regards emotion and its appropriate expression as but phases of a unitary
process. We cannot to-day speak of emotion as having any existence
even apart from motor realization. However this may be, we note, as
we follow the child in his development, that as feeling becomes differen-
tiated he finds ready at hand an elaborate mechanism for expression. It
is probable that the expression of joy, of confidence, of friendship, of
curiosity, of fear, of anger, of desire, and so on, cannot be improved in
the young child by any amount of training. These modes of expression
seem to have been perfected throughout ages of racial practice, as modern



PRE-LINGUISTIC EXPRESSION 17

3. First Efforts at Interpretation of Expression

Thus far mention has been made only of the initial stages
in the child’s revelation to those about him of his more vital
experiences. Before proceeding further along this line
we need to glance at his method of responding to, or inter-
preting, the expressions of others. It was intimated above
that for the first three months the child is quite indifferent
to his social environment; he makes no response thereto
save in the crudest instinctive manner. There being no
social environment for him, there are no expressions to
interpret. But upon the advent of the objective epoch
already alluded to, when the world without commences to
claim the infant’s attention, the expressions of the alter
begin to play an important rdle in his reactions. As early
as the fourth month a child can be made to react in a terri-
fied way at the sound of a loud, harsh command. I have
many times made the experiment of producing a mod-

writers like Darwin, Mantegazza, Baldwin, Dewey, and others appear
to maintain; and we need have little concern about them directly. Our
concern must rather be with the attitudes and reactions of which they are
severally the expression. We do not refer here, of course, to the expres-
sion of ideas pure and simple. Heredity has equipped the individual
with the means and methods of expressing adequately emotional expe-
rience; but she has left him rather destitute of effective means of portray-
ing intellectual experience, at least when it attains to any considerable
degree of complexity. Articulate speech alone is adapted well to this
purpose, though gesture and pantomime are of some service in revealing
simple intellectual content, as is shown in the use made of it by children

and primitive men, and blind deaf-mutes, like Laura Bridgman and Helen
Keller.

Response to
vocal timbre,
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erately loud noise, with a hammer or similar object, close
to a four-months-old child to see if it was-the loudness
simply that produced fear, and I have found that a severe,
“cross ”’ voice of less volume than the stroke of the
hammer will ordinarily exert a more marked disturbing
effect on him. There appears to be a genuine reflex re-
sponse to the guality or timbre of a voice, as contrasted
with mere noise; and this is quite striking in the reactions
of the child after the fifth month. I can call “ baby ” to
K. in such a way as to produce a joyous, smiling reaction;
or I can say it, Withgut'changing my facial expression ma-
terially, so as to alarm her, and produce distress; and the
principle seems to be universal in its application. The
infant’s concern with the vocal expression of his mother,
say, is in its emotional significance, not in its intellectual
content, so that he must take account of timbre rather
than of the sounds as abstractions or symbols. A con-
siderable period elapses before the child begins to be atten-
tive to vocal expression as symbolic of objects or phenom-
ena. In the course of development he shifts from concern
wholly in the beginning with vocal quality to concern in
the end mainly with conventional words or symbols.

The child seems to find meaning in the “voice” earlier
than in any other mode of expression. One cannot frighten
one’s three-months-old babe by making ugly faces at him,
notwithstanding the view advanced by some that very young
children are afraid of big teeth and eyes and unkempt hair.
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Again, an infant will often not discriminate between the
features of his mother and those of another woman; but
he will detect a strange person by the way in which she
holds him. And he appears also at a very early age to
distinguish the voice of a stranger from that of his mother,
though it is difficult to detect just when this sort of discrimi-
nation appears. But while the infant seems to be somewhat
tardy in acquiring eye-mindedness to personal expression,
he develops with extreme rapidity in this respect, once he
gets under way. When a child of seven months becomes
impatient and boisterous, one can often pacify him by look-
ing at him with a disapproving countenance. He shows
a remarkable apprehension of his mother’s feeling as re-
vealed through her attitudes and facial expression; and
his appreciation grows ever more subtle as development
proceeds. Many observers speak, in effect, of young chil-
dren studying the faces of those who have charge of them,
and before they are a year old they become adept in inter-
preting the signs displayed thereon. It seems that, begin-
ning with the sixth month, or thereabouts, and for many
months thereafter, the child gets his cue to our attitudes
more largely from our faces and voices than from our con-
ventional language, though in time he comes to rely mainly,
though not wholly, upon the latter.

Summarizing the principles developed in the preceding
pages, we have the following: —
1. The first eight months or so of an infant’s life may be

Summary.
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regarded  as a pre-linguistic period, during which he neither
uses nor interprets conventional language.

2. The infant’s early vocal expression is reflex, and for the
first two weeks at any rate is an undifferentiated squall, prob-
ably expressive of some sort of discomfort. :

3. Between the second and fifth weeks the primitive squall
begins to be differentiated to denote special forms of discom-
fort, as colic, cold, hunger, fear, etc. From this point on, dif-
ferentiation progresses rapidly, so that soon all of the child’s
vital experiences may be revealed in specialized ways.

4. The infant’s vocal register is at the outset limited to the
sound indicated in a general way by a or udé. With develop-
ment he goes up and down the vowel register for some time
before he can execute consonantal sounds. The first of the
latter to appear may be denoted in a general way by m, p, and b.
The labials are probably first executed; then follow in order
the gutturals, —the easier of them,—the dentals, and the
nasals.

5. The first articulate words used by most children are
denoted in a general way by md-md, pd-pd, bd-bd, which,
through the action of the social environment, are attached to
definite objects. Further than this there does not appear to be
any agreement in the combinations they employ to denote par-
ticular experiences.

6. The motive for all the infant’s vocal expression is to
secure relief from some discomfort.

7. Purposeful expressional activity does not appear until
the infant begins to be aware of an environing world of people
and things to be reacted upon. The advent of this period is
somewhere near the third month, and is signalized by the birth
of the true smile.
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8. The first step in language proper is taken when the infant
responds with vocal effort to his mother’s salutations. At
first he “coos” only when he is stimulated by the presence of
his mother’s face; but soon he “plays” with vocal sounds
whenever he is left to himself, thus in effect practising for con-
ventional speech.

9. But conventional words are not employe dbefore the
completion of the first year ordinarily. The child spon-
taneously makes combinations, and the alter gives them mean-
ing by attaching them to particular experiences.

10. The child of a year old isan adeptin the use of grimace,
gesture, intonation, etc., as aids in expression, thus compen-
sating for his small stock of conventional terms.

11. In training expression the aim must be to have the child
enter fully into the situation to be portrayed, when the reflex
expressive mechanism will function effectively.

12. In the child’s early efforts at interpreting the vocal ex-
pressions of others, he relies wholly upon vocal #imbre, at the
outset, and this is in time supplemented by facial expression,
and general motor attitudes. He does not, during the first
year, respond to words as symbols.



Voice Play.

CHAPTER I1
EARLY REACTION UPON CONVENTIONAL LANGUAGE
1. Spontaneous Vocal Activity

I~ the acquisition of conventional language as a means
of expression the child must gain a mastery, as we say,
of verbal characters that have only a symbolic connection
with the objects or phenomena to which they relate. How
does he make a start in the conquest of these symbols?
Certain principles already mentioned must be kept in mind
in discussing this question. In the first place, nature has
endowed the individual with a marked tendency toward
vocal activity. Long before he can imitate conventional
verbal forms he can and does indulge himself in a wide
range of spontaneous vocal combinations. This primor-
dial babbling, as Sully calls it, goes on quite irrespective
of the particular vocal complexes used in the child’s pres-
ence. The voice play of the English child, the German
child, the French child, and the Italian child is the same

‘ riotous ”

in essential features. Their vocalization is a
or “wild ” display of energy, as Kussmaul* would say,
without reference to conventional linguistic models. This

! See his “Die Stdrungen der Sprache” (Leipzig, 1885), p. 46.
22
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might be called the period of spontaneity (using Preyer’s
term) in linguistic development; though in speaking of it
as a period it must be understood that it is not possible to
set definite boundaries to it; to say just where it begins
and where it ends. But yet spontaneity is the chief
characteristic in vocal activity from the fifth month, say,
to the third birthday or thereabouts, though it probably
persists, in ever diminishing prominence, until the
period of linguistic maturity is reached.

There can be no doubt that the child finds pleasure in
verbal exercise as an end in itself, which is in all likelihood
due in some part to his consciousness of achievement —
of conquest. As Groos puts it, the child experiences joy
in being a cause, and this is probably felt, in an indefinite
way, as early as the fifth month. Later, when he can say
readily, and without tripping — ¢ Peter Piper picked a
peck of pickled peppers,” etc., he behaves as though he
had accomplished a difficult feat, much as when he runs
a mile faster than a competitor, or makes a record in climb-
ing a tree, or solving a puzzle. That is to say, achieve-
ments in linguistic action are, in the pleasure they give,
not unlike achievements in any other direction. The child,
then, will play at vocalizing for the same reason funda-
mentally that he plays at jumping or climbing or pound-
ing. Happily, through this exercise he calls into play a
great variety of coérdinations of his vocal mechanism, and
puts it in trim for executing later the conventional words
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and phrases current about him. It should be added that
this tendency toward linguistic play is augmented when the
child associates with children of about his own attainments.
One may hear young children vying with one another to
see who can produce the most intricate and elaborate com-
binations, much as they compete in yelling, or running,
and soon. H., who did not see much of children until she
was three, showed less interest in linguistic play during
this period than the brothers and sisters who came after
her. But even in her case the parents and nurse would
catch up her accidental combinations, especially those that
were amusing, and play with them, and this would have the
effect to encourage her to greater vocal effort. But adults
are not usually, it seems, as good stimulators of children in
respect to this or any other allied activity as playfellows
of similar age and abilities.

It should be emphasized that in this vocal practice the
outcome is not the fusion of object or action and its
linguistic symbol; it is rather the development of vocal
facility. One may hear a young child just gaining control

113

of his vocal apparatus rehearse a word, as “ mamma,”’

for several minutes at a stretch. He may be, and I think
usually is, alone! during these vocal gymnastics, and all

1'When I say the child is usually alone when he is engaged in lin-
guistic play, I do not mean that he is “talking to himself,” as the governess
reports. The volume and tone of his voice at such times indicates that
he is, probably unconsciously, calling to some one at a distance.
I have been much impressed with the call tones in all the young
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the evidence indicates that he is engaged in linguistic
practice merely — fixing securely a motor series of a special
kind. When he acquires facility in the execution of a given
word or expression, he gradually abandons drill on it, and
applics himself to new tasks. This principle seems to
apply, though to a continually lessening degree as develop-
ment proceeds, to every stage of linguistic development.
The individual seems always to rehearse new words and
expressions which he will have occasion to use in daily life,
even in later years when he takes up a new language.
This practice seems to be more or less mechanical in the
early years; it is as though, when the child hears strange
words (though not too strange or too far removed from his
present linguistic achievements), there is a tension in his
vocal system until it gets adapted to the easy rendering of
the new combination. Then the tension is released, and
so the practising activity gradually ceases.

It will be granted, no doubt, that if the child did not

child’s linguistic activities, except when he is responding to some one who
is directly before him and looking into his eyes. One may listen to a
child babbling in a distant room, where he is alone, playing happily with
his toys; and his voice has continually that peculiar timbre or intonation
or whatever it should be named that characterizes the tones of an adult
when he is calling to some one at a distance. The child is not addressing
his toys; his talking is incidental, playful, without being the special object
of attention; and in a more or less reflex way it takes on the characteris-
tics of the call. All early linguistic activity has something of the inter-
jectional, or exclamatory, about it, as we shall see later; but the call
tones are sui generis.
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vocalize in this spontaneous and excessive way he would
never learn to use the conventional speech employed in
his environment.! Sully speaks of this as a * rehearsal ”’?
for the use of language later on. Most students of mental
development, as Groos, Hall, Baldwin, and others, regard
play, linguistic or otherwise, as a preparation, at least in
part, for the serious enterprises of mature life. It is a
principle of universal validity in mental evolution that as
the individual proceeds his activities become shaped ever

~ more largely by the needs of adaptation to the environing

world. At the outset his actions are determined largely
from within; and the process of development is in a
measure one of selecting out of the original activities those
which are most serviceable in adjustment; and this method
of development holds in the acquisition of linguistic forms
as in all else. In the beginning of vocal experience,
as we have seen, the infant is quite indifferent to the par-
ticular combinations employed about him; but by the
close of his first year he shows that he is inclined to give
some little attention to the simpler combinations he hears,
and he strives in a crude way to reproduce them.

In his first efforts at linguistic imitation the child copies

*In his “Dynamic Factors in Education,” Chap. IX, the author dis-
cusses in some detail the general principle of the development of volun-
tary out of spontaneous action.

3 “Rehearsal ” seems hardly the right term, since the child does not

practise speech in just the way it will later be employed. Gymnasticizing
would denote the process more accurately.
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general vocal activity only. That is, when people talk to
‘him, he reacts in vocalizations, but not in any pattern of
sounds that is spoken to him. He imitates the general
activity of voice-making, but not special word-making. No
matter what I say to K. at fourteen months, she responds
at once with a wealth of babbling, but with no attempt
to copy my words. We can conceive that the child hears,
more or less appreciatively, varied sound elements in the
speech of adults, but he does not hear them in any special
sequential relation to one another. Vocal activity in the
adult sets agoing vocal activity in the learner; but once the
latter gets started he loses sight entirely of the particulari-
ties in the speech of his model, and he runs on in his own
way.

K. at eleven months could use several words resembling
in a way the conventional forms used by her parents, as,
for instance, & (hat); b#, bk (bow wow), the words used
by those about her for dog when speaking to her; 14, ¢4
(tick tock), the sounds used to designate a watch or clock.
She apparently acquired these words by imitation, sup-
plemented by the reaction of the people about her upon her
crude approximations. She had also a few words of her
own coining which were attached spontaneously to ob-
jects, and these her elders took up, and they became fixed
in her vocabulary for a considerable period. A word
resembling Ndobbin was employed for every sort of thing
which she used for food. The word came originally

The lin-
guistic
ability of
the year-
old child.
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from an accidental combination of sounds made while
she was eating.! By the aid of the people about her
in responding to this term and repeating it she “ selected ”
it and for a time used it purposefully. She employed it at
the outset for a specific article of food; then her elders
extended it to other articles, and this aided her in making
the extension herself. Once started in this process, she
extended the term to many objects associated with her
food, even objects as remote from her original experience
as dining room, high chair, kitchen, and even apple and
plum trees. She had seen fruit picked from these trees
and put into people’s mouths, and this would usually
excite the use of the word. These instances are typical
of much of the child’s linguistic activity during the first
two years at any rate; and the principles involved are ap-
plicable to a greater or less degree at every point through-
out the entire period of language learning.

In this connection it may be noted that the year-old child
can use his limited stock of abortive words only when in
immediate contact with the objects or actions which they
denote. When K. sees her bottle, for instance, she can
name it in her way. At other times, however, she may be
hungry, but she can reveal her need only by means of her
original cry. She either cannot image her bottle; or if

! Allaire (0p. cit.) reports a sound, nga, nge, made early by his children
in connection with tasting, but I am not familiar with any other instances
of a similar character.
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she can, the image cannot revive the special vocal com-
plex which the object itself readily reinstates. I do not
forget that there is a principle of wider applicability in-
volved here. All of the young child’s voluntary activities
are determined very largely, if not entirely, by the stimuli
directly impinging upon him. Absent objects or situations
do not exert much if any influence upon his behavior,
probably because the power of imagery is but very slightly
developed, evidence of which is found in all the child’s
reactions.!

It should be noted that the child’s first imitations are con-
cerned primarily with the motor processes, of the lips prin-
cipally, required to make words, or to perform actions with
reference to objects. This gives him his consonantal
elements which become joined to one or another of the
elements in the vowel range which he can execute. It is
so with b# for ““ bow wow ’; #4 for ¢ tick tock,”” and so on.
H.’s first word for gas, lamp, gas fixture, candle, match —
any lightable thing so far as she knew it, was a combi-
nation made by an & sound joined with expulsion of breath
required in blowing out a light. The child seizes upon some
characteristic activity which he can see performed in reac-
tion upon any familiar thing, and this when he repeats it
means this thing to him; and in time he may extend it to
various objects more or less closely connected with the

! Certain phases of the principle in question are considered in the
author’s “ Education as Adjustment,” Chap. X.
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original object. If the people around him respond appro-
priately, he tends tosettle upon this symbol and convention-
alize it for his own use for a time. Sometimes these home-
made symbols are retained for a long period, regardless
of the terms used by his elders. They are retained until
the child discovers in some manner that other terms would
be more serviceable, or until the parent or teacher restrains
him from employing them. The child is not at first keenly
ear-minded when the eye will help him to the means of
designating an object or repeating a word. When you
speak to him in strange terms, he always attends closely
to the movements of your vocal apparatus: he looks at
you as attentively as he listens fo what you say. As he
goes on in linguistic development, however, the ear-minded
attitude becomes gradually supreme because of the neces-
sity of his reproducing subtle verbal combinations when
the eye is unable to detect very easily how they are executed.

2. Linguistic Invention

The invention of new verbal combinations for the pur-
pose of communication, which Krauss, Hale, Chrisman.
and others think is characteristic of all children in the
course of their linguistic development, is a quite different
matter from linguistic play. The latter, like all play, is
an end in itself ; or it is one form of competitive activity.
But in the invention of a language, in the true sense, the
child always has a definite use to which his linguistic terms
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are to be put. Children gather into cliques, and then
devise some novel passwords or keywords which are
understood by their own set, but are as Greek to the bar-
barian. H. has a few terms and phrases which she uses
in communicating with her girl friends when her brothers
are about, and she does not wish them to be let into the
great enterprises which she has in contemplation. It is
probable that some of the specimens of ‘ secret languages ”
mentioned by Chrisman ! could not be satisfactorily ac-
counted for in this way, but yet doubtless most of them had
their origin in the need of devising some means of com-
munication which would be exclusive. Of course, muti-
lated words, such as occur in * baby talk,” cannot be
regarded as original or invented, since they are purely
accidental variations arising from the effort of the child to
reproduce a copy. He does the best he can, and believes
he is hitting the mark. Baldwin? it is true, makes this
variation in imitation the basis of invention; but while in
language it does result in the production of new forms,
yet the individual is ordinarily unaware of his deviation
from his copy, and as a general thing he does not use his
invention with any consciousness of its originality, or with
the purpose of employing it in a different way from that

! See the Century Magazine, Vol. LVI, pp. 54-58; also Science, Vol.
XXII, p. 303.

? See his “Mental Development; Social and Ethical Interpretations,”
Part II, Chaps. III and IV.
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in which the copy is used about him. Further, he aban-
dons it as soon as he acquires the ability to reproduce more
exactly the conventional forms of the mother tongue. Itis
doubtless true that most children find pleasure in the pro-
duction of variations upon some of their familiar words.
Their purpose seems to be to test their ability to be original.
The performance of an unusual act affords pleasure in
linguistics as in other matters. H. learning the word
dessert, to illustrate, plays with it for a time and exhibits
it in a dozen or more variations, — dissert, dishert, désot,
des’sert, and so on.}

Chrisman’s view that secret language is a ‘ thing of child
nature ” seems to be true in only a very limited sense;
children rarely work out a linguistic system de novo. I
have not been able, either, to find the three distinct periods
in language learning, which Chrisman mentions, the last
of which, falling between the eighth and fifteenth year, is
the *“ secret language ” period. I have observed, however,
that when the child begins the study of foreign languages,
he constructs more or less accidentally, though in some cases
deliberately, novel combinations made up of elements de-
rived from the mother tongue and the strange tongues.

1In a later chapter I shall discuss the influence of analogy in lin-
guistic invention — in the inflection of unfamiliar words on the basis of
familiar ones, and more rarely in the making of words, practically de novo,
in following out a principle of construction apparent in words that are
known — booktionary, sorrified, magnicious, horsebacking, pianoing,
wind-ship, eye-curtain, lessoner, etc., are examples.
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The new linguistic activity stimulates in some degree the
tendency toward linguistic play, the situation being not
wholly unlike what it was when the child was a novice in his
own tongue.

3. Interpretation of Conventional Language

It was suggested above that in the interpretation of
conventional language the child is greatly aided by the skill
he has inherited in making out the significance of vocal
timbre and featural expression. The parent’s first words
to her child are expressions wholly of emotional states,
and he gets his cue as to meaning from her intonations, her
bodily attitudes, and the play of her features, and not at
all from the words as mere symbols. But in the course
of time, according to a process sketched elsewhere,' the
auditory factor alone — the word — comes to assume the
suggestive function originally performed by intonation,
etc., and to awaken the feelings and reactions which were
originally awakened in other ways, and in this manner it
acquires meaning.

But how does the child learn to interpret words that
relate to objects and situations apart from the mother?
The principle is illustrated in the following instance. The
mother says to her child, “ baby up? ”” and she assumes the
attitude of jumping up herself; or, better still, she tosses

! For a discussion of the process in question see the author’s “Edu-

cation as Adjustment,” pp. 210-223.
D
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the baby up, using the words at the same time. Soon,
of course, the words become associated with these definite
activities and suggest them when heard. It should
be added that it is difficult to determine just when
words as pure symbols, without any aid from intonation
or gesture, are able to awaken definite and appropri-

ate ““ideas”

and reactions. It is, however, a matter of
common observation that in speaking to a two-year-old
child, say, regarding even quite familiar objects and
actions, people generally make generous use of all the ex-
pressive aids.

The child’s range of interpretation of conventional lan-
guage will never exceed his range of vital, concrete ex-
perience; and, as a matter of fact, it lags behind some
distance. Mrs. Hall! observed that her son at five months
would turn toward the mirror at the sound of the word
“ baby,” and would look toward the speaker at the sound
of his name, “ Albert.” But it is not clear that he under-
stood these terms as conventional symbols. It is possible
that he would react in the same way upon other terms if they
were used under precisely the same circumstances. No
matter what K. may be doing at any moment, I could get
her at six months of age to look at me by speaking almost
any word if it were uttered as a call, or with interjectional
tone. On the other hand, I could pronounce the word
‘“ Katherine ” any number of times in regular discourse

! Child-Study Monthly, Vol. 11, p. 587.
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with her mother or brothers and sister, where intonation
was an unimportant factor, and K. would not notice it.
The point is that normally a six-months-old child will
hardly respond definitely to any conventional words used
strictly as symbols. Every word reacted upon in a uniform
way at this period must be richly supplemented with in-
tonation, grimace, and gesture; and these latter factors
are what will give it meaning to the child.

Keeping in mind this principle, I have found that at
ten months the range of K.s interpretation of conven-
tional language seemed to include the names of father,
mother, nurse, brothers, and sister, “ baby,” ‘“doggie,”
“ horsie,” “ bottle,” ¢ baby down stairs,” ¢ dry clothes,”
“tick tock,” “baby up,” ‘comb hair,” ¢ pitty-pat,”
‘“ give papa some.” In the case of V. the range at this
period did not go beyond the names of the members of
the family, and possibly ““ dog ”” and “ bottle.”” His lin-
guistic development has been much slower than his broth-
er’s or sisters’. On the other hand, S. appeared to know
what was meant by the terms ‘ piano,” ‘ out doors,”
‘“ don’t cry,” in addition to most of those understood by K.
It should be repeated, though, that it is impossible to say
with definiteness just when a symbol as such is understood,
or just what understanding the child has of it. Certain
it is, however, that his understanding becomes defined and
amplified very gradually upon repetition of experience;
and it is also certain that his understandings have to be
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constantly modified, and extended or cut down as his ex-
periences increase. His first associations-are apt to be
exceedingly partial; and relatively unimportant and irrele-
vant characteristics of abjects which are often before the
attention when the word is learned are seized upon and
accepted as the meaning of the word in question. Miss
Shinn* says that her eleven-months-old niece ¢ securely ”
understood fifty-one names of people and things, and
twenty-eight action words. Humphreys,® too, says that
when his child was eight months old “ she knew by name
every one in the house, most of the objects in her room,
and the parts of the body, especially of the face. She also
understood simple sentences, such as “ where is the fire? ”’
etc. Now, it seems improbable, to say the least, that so
many words, as pure conventional symbols, could be cor-
rectly interpreted. It is more likely that the cue to the
meaning of most of the words was gained from gesture,
tone of voice, and facial expression. Again, some of
Trettien’s correspondents ® say their children understood,
as early as the eighteenth week, such expressions as
“ where’s papa?” But the only word understood prob-
ably is “ papa.” The child will ““look about ’’ just as

113 1

readily for * papa” as for ‘“ where’s papa?’ Indeed,
it is probable that a four-months-old child would “ look
around ” in response to any word uttered with all the pre-

1 0p. cit., p. 236. % See Trans. Am. Phil. Assn., 1880, p. 8.
% See his “ Psychology of the Language Interest of Children,” Ped. Sem.,
June, 1904, Vol. XI, pp. 113-177. Also Reprint, p. 16.
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cise expressive accompaniments attending the use of
“papa.” At any rate, whatever may be true in respect
to the term ‘‘ papa,” it seems certain that comprehension of
“ where’s 7 as a distinct symbol is a matter of long, very
long, experience in differentiation and specialization of asso-
ciation; and the principle is universal in its application.

The principles developed in this chapter respecting the
child’s early reaction upon conventional language may be
stated in brief as follows: —

1. Nature has endowed the child with a strong tendency
toward spontaneous vocal activity, or voice play. This is
revealed in his incessant babbling in the early months.

2. This spontaneous vocal activity prepares the way for
voluntary speech later on. In his voice play the child practises
most of the sounds he will be called upon to make later on,
but he does not execute them in the sequences presented in the
conventional forms used in his environment.

3. At first the child pays no heed to the particular verbal
combinations employed about him; but by the close of the
first year he shows that he is becoming attentive to linguistic
forms. He makes an effort to reproduce the fundamental
elements of the simplest words he hears that relate to the
most concrete and vital of his experiences. He early discovers
that advantages of various sorts flow from the use of conven-
tional forms (though he does not know they are conventional),
and this leads in due course to his imitating these forms pur-
posefully.

4. The year-old child can use only a few conventional
words, — not more than twenty-five at the outside, probably, —

Summary.
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and most of these are mutilated, so that only the parents or
nurse can recognize them. The child of this age employs
some words which he used first in a spontaneous way, and the
people about him conventionalized them, and established them
for the time being in his vocabulary.

5. The child’s first verbal imitations are concerned pri-
marily with the motor processes, of the lips primarily, required
to make words, or to perform actions with reference to objects.

6. Linguistic invention should be distinguished from voice
play. The latter is an end in itself, while in invention the
child deliberately constructs novel combinations for the purpose
of communication, when the conventional language will not
meet his need.

7. Children seem always to find pleasure in playing with
words to see in how many ways they can execute them; but
this is hardly linguistic invention. )

8. It is probable that children but rarely invent a system
of linguistic symbols.

9. The mother’s first words to her child are expressions
wholly of emotional states, and he gets his cue as to meaning
from her intonation and the like, and not at all from the mere
words as symbols. But as a result of association and abridg-
ment, the word comes in time to have the power of reinstating
the feelings and reactions which were originally aroused in
other ways. According to the same fundamental process the
child gains an understanding of words that denote objects
and situations in general.

10. The year-old child understands but few words as sym-
bols, and these always relate to concrete objects with which he
has had vital experience. These words are probably never
understood in their full and precise meaning at the outset.



CHAPTER III

PARTS OF SPEECH IN EARLY LINGUISTIC DEVELOPMENT
1. Sentence-words

A NUMBER of students of infant linguistics, as Holden,'
Humphreys,” Tracy,® et al., have endeavored to determine
the relative frequency of the several parts of speech in the
child’s language during successive periods in his early
linguistic development. They have made lists of all
the words spoken by a number of children between the
ages of fifteen months and three years approximately,
classifying them according to the standard grammatical
categories. Following this method of treatment, Tracy
has calculated that of five thousand four hundred words
employed by twelve children from nineteen to thirty
months of age, and reported by several investigators,
6o per cent are nouns, 20 per cent are verbs, g per cent are
adjectives, 5 per cent are adverbs, 2 per cent are prepo-
sitions, 1.7 per cent arc interjections, and o.3 per cent
are conjunctions.

! On the “Vocabularies of Children of Two Years of Age,” Trans.
Am. Phil. Assn., 1877, p. 58 et seq.

? “A Contribution to Infantile Linguistics,” Trans. Am. Phil. Assn.,
1880, p. 5 et seq.

3 “Psychology of Childhood,” Chap. V.
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Now, it will be apparent upon a little reflection that this
method of treating the child’s vocabulary is external and
formal. The classification is based upon the structure of
words regarded ab extra, rather than upon their function in
expression. Tracy, and all who use his method, take a
logical or grammatical, not a psychological, point of view.
To illustrate the principle in question, when K., at eleven
months, says hd (hat), she always sees the object and
thrusts her arms toward it, indicating plainly enough that
she wishes to reach it. The word is uttered in an impulsive,
or perhaps interjectional way; and all her expressions show
that she has active desires with reference to the thing desig-
nated. She is not simply naming it in a static, or purely
denotative manner. Looked at from this standpoint, the
word is seen to be more than a mere noun in grammatical
usage; it does duty for an entire sentence in a highly
generalized form.! It is the * undifferentiated linguistic
protoplasm ” out of which in due course various sentential
organs and members will make their appearance, according
to some such general method of differentiation, possibly,
as a complex animal organism, as the chick, for instance,

! See, among others, Sully, “Studies in Childhood,” p. 171; Lukens,
“Preliminary Report on the Learning of Language,” Ped. Sem., Vol. 111,
Pp- 453-455; Dewey, “The Psychology of Infant Language,” Psych.
Rew., Vol. 1, pp. 63-66; Egger, Observations et reflexions sur le develop-
ment de Vintelligence et du language chez les enfants, Paris, 1877; H.
Ament, Die Entwickelung von Sprechen und Denken beim Kinde (Leip-
zig, 1899), p. 163; Meumann, Die Entstehung der ersten Wortbedeutungen
beim Kinde (Leipzig, 1902), p. 31.
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evolves from the undifferentiated germ-cell contained in
the egg. So far as one can tell, K. employs her word
hd (and this is typical of all the words she uses at eleven
months), to convey such a notion, as, *“ I want that hat” ;
or “‘ take me to the hat”’ ; or ‘I want to put that hat on.”
It is probable that her attitude is not expressed by  see
that hat’” merely, for she is exceedingly dynamic with
reference to it. She is not content to look at it simply,
or to induce me to look at it; she desires to do some-
thing with it, and her modes of expression are cal-
culated to affect me so that I will aid her in attaining her
ends. It seems, again, that she does not have the atti-
tude indicated by “May I have the hat?”” or “ 1 wish I
could have the hat,” for she does not yet recognize clearly
any power or authority to which she must thus appeal in
realizing her desires. She is not pleading; she is demand-
ing or commanding. But the special point to be im-
pressed is that her word ¢ denotes more than a mere sub-
stantive relation with the object; it denotes, in a general
way, of course, all that can be indicated, though in a more
particular and definite manner, by the grammatical ele-
ments which in adult analytic speech we designate as
noun, verb, adjective, pronoun, and preposition.
Sometimes the adult reverts to the infantile method of
linguistic expression, and makes single words do for sen-
tences. For instance, he says “ hat? ”’ to the waiter in the
restaurant, at the same time looking up at the object which
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hangs where he cannot get it, and intoning in a special
manner. This single word, used in this peculiar situation,
and supplemented by gesture and characteristic vocal
modulation, discharges the function of an entire sentence.
The psychology of the matter is clear enough; the waiter
has learned from previous experience that such a tone of
voice and such a pose always denote a need, and the
one word particularizes the need. The notions expressed
in conventional language by “ I want my ” may be indi-
cated plainly by appropriate motor attitudes; indeed,
these attitudes can in such a case express the whole
thought without the use of any word. If the situations we
encountered in life were never more complex than in this
instance, it is probable that man would not have invented
parts of speech. Primitive races, as Romanes,! Whitney,?
Sayce,® Miiller,* Powell,” Brinton,® Bosanquet,” and other
students of primitive languages have pointed out, get
along with single-word sentences. It seems to be well
established that linguistic evolution on the phylogenetic
side has proceeded by continual differentiation of primi-

1 “Mental Evolution in Man,” p. 294.

? See the Encyclopadia Britannica, gth edition, Vol. XVIII, pp. 766—
722, article on “Philology.”

8 Ibid., Vol. XI, pp. 37-43, article on “ Grammar.”

¢ See his “Science of Thought.”

$ See, among others of his writings, his essay on the “Evolution of
Language,” Trans. of the Anthr. Soc. of Washington, 1880, pp. 35-54-

¢ “Essays of an Americanist,” p. 403 et seq.

7 ¢ Essentials of Logic,” pp. 82-86.
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tive sentence words, this differentiation resulting in com-
plex languages in parts of speech, and in their varied in-
flected forms.! So the infant’s expression, on the verbal
side, is a highly undifferentiated one; and the process of
development consists, for one thing, in continuous differen-
tiation. This method of development — continual differ-
entiation with specialization of function — has universal
validity in mental ontogeny, holding as well for linguistic
as for other activities. .

It is apparent why, classifying the child’s vocabulary
ab exira, we find that three-fifths of his words are nouns,
the names of things, as Mrs. Moore,? Mrs. Hall,* Kirkpat-
rick,* and others maintain. We tend to overlook the pro-
nominal, verbal, adjectival, adverbial, prepositional, and
conjunctional function of the first words; as I have in-
timated, we unconsciously infer this function from the
child’s attitudes, gestures, facial expressions, intonation,
and so on, and we disregard the part the interpreter plays

! LeFevre (see his “ Race and Language,” p. 42) has attempted to show
that in phylogenesis all the grammatical categories have developed from
the primitive cry. The cry of animals, even, contains the roots of human
speech. There is the cry of need which gives rise in time to our inter-
jection, and later to the elements of the sentence. The warning or sum-
moning cry in turn gives rise to our demonstrative roots, and is the origin
of the names of numbers, sex, and distance.

2 “The Mental Development of a Child,”” Psyck. Rev., 1896 (Mono~
graph, Supplement No. 3).

3 “First Five Hundred Days of a Child’s Life,” Child Study Monthly,
Vol. II, p. 607 (March, 189%).

* “Fundamentals of Child Study,” p. 236.
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in reacting upon infant speech. But viewed from the
standpoint of the child’s use of his words in his adjust-
ments, it is evident that they are never at the outset merely
nominal in function.!

Mrs. Hall thinks objects are at first apprehended as
wholes, without regard to their qualities or their action,
but this seems extremely doubtful. It appears rather that
the gqualities of any object, as food, for instance, which
determine what use he can make of it, will be uppermost
in the child’s consciousness in his reactions upon it; and
in naming it at any time he will really, so far as his own
mental content is concerned, be designating these quali-
ties of the thing and not the thing in itself, whatever this
may be. To illustrate, S. at twelve months liked buttered
zwieback, and whenever he saw any on the table he would
call out bock, bock, though he did not care for the plain
variety. Surely his reaction must have been incited by
and had reference to the peculiar gustatory quality of this
special article. Indeed, the child’s mental states must
usually, if not always, be concerned primarily with the
sensory and kinsthetic values of objects, which would
occasion a predominant adjectival attitude toward them.
As we shall see presently, in the course of development
one’s experience with anything will gradually become
«

generalized into what we mean by the term “ object”’;

! Compare with this statement Dewey’s view, “Psychology of Infant
Language,” Psych. Rev., I, pp. 63—66.
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and then when he refers to it he will have a feeling first for
this generalized something which he may designate, and
then go on to specify certain particular experiences he has
had or should like to have with it.!

/" But the young child’s attitude toward things must al-
ways be determined in view of qualitative, rather than

v

merely nominative attributes; and at the outset the actional
condition of a thing is regarded as but one of its attributes.
When H. at nine months sees the kitten running after the
ball, or her father taking gymnastic exercise, to illustrate,
she indicates plainly that her interest is in the action of the
thing she notices. At this early age she does not, of course,
abstract the action from the object and regard it as a thing
apart; but she is affected differently by the object when it
is at rest from what she is when it is in motion. Her feeling
for action as an individual something develops gradually as
a generalization of a large number of experiences, wherein
particular objects are seen executing a variety of activities.
This results in establishing the conception, or the feeling,
that there is in an object something over and above that
which is displayed in any of its activities. In this general
manner object, action, and quality are differentiated, at
least in feeling; and our analytic language aids the child

' T do not mean that we can form a notion of a thing apart from any
of its qualities, states, or actions, but nevertheless with repeated expe-
rience with an object we seem to gain a sense of its existence independent
of any particular quality, state, or action. Doubtless this sense is in some
part verbal, but it is more than verbal.
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in making the differentiation. The effort to employ differ-
entiated speech imitatively assists in the definition of ele-
ments in the child’s original undifferentiated ideas.

2. Nominal and Verbal Function

1t is probable, as already intimated, that the child’s early
interests centre entirely in things as qualitative and dy-
namic; and, confining our attention here to the develop-
ment of nominal and verbal function,we have seen that it is
only through the gradual establishment of certain feelings
of uniformity in a vast body of varied experiences that the
individual comes to feel any object as distinct from its
qualitative and dynamic aspects. So that in the young
child’s consciousness noun and verb, viewing the matter
functionally, cannot exist independently; the use of sub-
stantive terms, speaking grammatically, always implies
predicative characteristics. When the child makes his
own terms, they always denote objects acting; just as do
individual terms in primitive languages. Only in our own
analytic adult language, which has been slowly developed
to express intricate and highly differentiated intellectual
content, are substantive and predicate function more or
less completely differentiated. Now, when the child me-
chanically imitates the forms of this highly differentiated
language, some persons say that he must have back of
them the same differentiated thought that the adult has,
but in this assumption they certainly go wide of the mark.
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In illustration of this point, take a case like the follow-
ing: I give K. the term “ runs ” for her brother cutting
across the lawn. I repeat it on several occasions, and I
find that soon she will point to the brother running, and
exclaim, uns! What is the mental content back of such
an expression? Manifestly her consciousness is engaged
with this object in certain continually changing attitudes;
but, as intimated above, as her experiences with her brother
and other objects running increases, she will tend to feel the
significance of the activity of running aﬁart from any con-
crete or particular embodiment. But these same objects
present themselves from time to time under other and
different conditions, each of which will, in due course,
come to have a degree of individual reality. Then, in order
to express any particular characteristic of an object, the
child gradually comes to feel that he must first designate
the objects without reference to any special attribute; and
then he must have some means of designating the precise
condition or attribute which is now in consciousness. If
these objects always appeared in the same réle, if he was
always affected in the same way by them, the child would
not need to have one term for substantive and another for
predicate in describing his experience with them; a single
term would serve adequately as noun and as verb, and
also, it may be added, as modifiers.

It has been said by several observers that, viewed ab
extra, the child’s nearest approach to the use of the noun
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pure and simple is found in those expressions which, from
one point of view, may be regarded as exclamations or inter-
jections. To illustrate, S. hears a barking dog at a dis-
tance, and he exclaims b% ! bu!(dog). He makes no effort
to get the object, or to get away from it. His eyes, his in-
tonations, his bodily attitudes, all show surprise and won-
der, however, but with no tendency to definite action. Now,
in this expression is he simply n#aming an object — either
the dog, or the barking as an independent auditory thing?
The strict nominal attitude is a static one, and while in this
case reaction is held in check for the time being, neverthe-
less the individual is in a dynamic attitude toward the
object. He is on the qui vive to detect what should be
done in reference to it. If one should attempt to express
the child’s attitude in a sentence, it would probably be
something like this: ‘‘That’s the dog; should I run to
mother? ” ‘“ What’s that noise? Should I call some one
to protect me? >’ The point is that the child’s exclamation
is the expression of much more than a simple nominal
attitude toward an object. It should be added that, as
development proceeds, the individual normally falls into a
more and more static relation toward many familiar ob-
jects, and so in his linguistic reaction he may reach the
point where he can simply designate them; that is, he can
employ the substantive in its grammatical function strictly.
Again, a child early finds pleasure in the ability to recog-
nize and name objects, as Groos has pointed out, and he
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always wishes to have others share his achievements with
him; so he may, and probably does, often employ his words
for the purpose of winning applause, rather than imparting
an idea by predicating anything about an object. That is,
he uses his terms in a simple, denotative way, without
attempting to express his experience with the objects
denoted.

Before the completion of the second year, usually, and
in some cases as early as the eighteenth month, the child
begins to express himself in elliptical sentences, as, giving
two of H.’s expressions, ‘ doggie-high ” (the dog is jump-
ing over a high fence); ‘ Nann-come ’’ (I want Anna to
come and help me). Now, are the expressions, of which
these are typical, an indication of that complexity of mental
process which we are making the basis of true differentia-
tion in speech? Viewed from without, they appear to be;
but in reality they seem often to be mere mechanical imi-
tations, with no subjective differentiation to correspond
to the external, differentiated form. I have often said
“doggie-high ”’ to H., and she may be, and probably at the
outset is, just copying my words. In her own conscious-
ness there may be but little more differentiation with re-
spect to this particular situation than when she employed
the single word ‘ doggie ” in reaction thereupon. Chil-
dren from a year and a half on for a number of months
constantly illustrate this principle in their speech. They

learn, as an auditory and vocal unity, an expression like
E
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“ birdies fly,” and they use it not only when they see a bird
flying, but also when it is sitting on a limb or picking worms
from the ground. That is to say, the term fly, when first
used, may not denote a clear and definite particularization
in mental function; and it will not carry true verbal func-
tion until the child employs it for the purpose of describing
a particular aspect or attitude of birds and other objects,
and which he can and does distinguish from other attitudes
or aspects.

The principle is that such an expression as “ birdie fly ”
in the child’s speech may be regarded as a single term ca-
pable of describing a bird in a variety of attitudes. The
child is not aware that he is using a substantive and a
predicate; he imitates as a unity,’ an expression which in
adult speech denotes differentiation in feeling at least of
object from action. The only way we can tell for sure
when substantive and predicate have become differentiated
in the child’s speech is when he uses them appropriately
in situations where he could not have imitated them just
as he employs them; as when, dropping some bits of paper

1 Preyer observed his son Axel at twenty-seven months saying mage-
nicht (mag es nicht) and tannenicht (kann es nicht). Any observer may
notice the same phenomenon, and often quite late in linguistic develop-
ment, after the child has been in school for several years.

Professor Bagley, in a private note, says: “My own girl at the age of
thirty months used the term ¢ Tanobijeu’ whenever she wished her younger
brother to get out of her way. After studying over the matter, we finally
discovered that she had caught up and shortened a phrase that some
older children had used — ‘Tend to your own business.””
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over the hot-air register, he sees them sail upwards and
exclaims, “ paper fly.”” Here action is apprchended apart
from the special thing with which it was originally con-
nected, and a beginning is made in regarding it as a char-
acteristic that may be possessed by many different things.
In due course “flying” or “to fly” will denote a certain
thing felt as having reality apart from objects as such. The

same may be said of ‘‘ running,” “

jumping,” “ shouting,”
and so on ad libitum.

The prominence which some grammarians ascribe to the
verb in linguistic expression may warrant its receiving a
little special attention at this point. Before the twenty-
fourth month, as a rule, the child uses sentences of two or
three words, but the verb is quite often omitted, and from
my observations I should say that the novice can get along
very handily without it. To illustrate: K. at twenty-five
months will say, ‘“Mamma — milk” (Mamma, I want
my milk; or, Mamma, have my milk brought in). Taking
my glasses in her hand, she will say, “ Baby — nose”
(I want to put them on my nose). Watching her nurse
prepare her bath, she will repeat many times, ¢ Baby —
bath.” One may count instances of this kind literally by
the hundred every day in the life of an active child, from
his second to his third or fourth birthday. The copula is
quite generally omitted in the beginning. A three-year-
old will say, “My — (or me or perhaps /) hammering;”
(I am hammering); ‘“Me — running;” “Me — playing

Omission of
the copula
in early
sentence
construc-
tion.



52 LINGUISTIC DEVELOPMENT AND EDUCATION

horse,” and so on ad libitum. So he will ask, ¢ Where —
papa going?” “ Where — papa been?” - ‘“ Where —
my book?” “My dog — running?” and so on. Helen
Keller says in her autobiography that when she was seven
she used such expressions as these: ‘‘ Eyes — shut;
sleep—mno ” (“Their eyes are shut”” — speaking of pup-
pies — “ but they are not asleep ”’), “ Strawberries — very
good,” and so on.

It is not difficult to understand why the child should
thus do violence to the sentence forms of our speech. He
can convey his limited range of thought adequately with-
out the copula; being an adept at gesture and intonation,
he can make these latter discharge the office of the former.
His expressions always relate to very definite, concrete
experiences, within the range of vision of himself and his
auditors, so that he can make himself understood even
with an imperfect handling of our linguistic tools. But
when he comes to treat of more remote and abstract situa-
tions, where most details of the idea to be conveyed must
be suggested by symbols instead of by gesture, then he
will feel the need of having command of a larger stock of
linguistic aids, and of employing them in a precise conven-
tional manner, else he cannot make himself intelligible.

So far as actual need is concerned, the child could
doubtless go on for a long distance, say up to the sixth or
seventh year, ordinarily, neglecting the verb, and particu-
larly the copula in his sentences; but with the logical forms
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of the adult constantly ringing in his ears he comes to adopt
them as a matter of convention at the outset, and not be-
cause he feels they are of special service to him. The
parent and governess and teacher are incessantly putting
the standard forms before the novice and forcing them upon
his attention, and as a consequence he abandons his own
original, abbreviated, gesture-symbol forms, and takes up
with the conventional models. Just observe a child say-
ing, for instance,  Doggie — high ” (the dog jumps, or
is jumping, over a high fence), and notice the parent re-
peating after him, ““ Doggie jumps high,” and asking the
child to follow him. This is going on incessantly in the
first years of language learning; if the parent is not dictat-
ing conventional forms, then the brothers and sisters and
playmates are. The conventional forms are flying about
the child all the time, even though the speakers are un-
conscious of his presence, and it is inevitable that he should
in time come to imitate these forms in a more or less me-
chanical way. So he is not let alone to do as he chooses
linguistically; the social milieu resorts to various devices
to get him to abandon his primitive linguistic forms before
he feels the need of anything better. Not only are the
standard usages constantly thrust upon him by all charged
with his care and culture, but the people around him make
generous use of ridicule to hasten his progress in adopt-
ing the standard modes. Observe an eight-year-old boy
making fun of his three-year-old brother for some of his
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childish phrases, and the importance of this force in urging
the child to abandon his original expressions, though they
serve him well enough, will be appreciated.

3. Interjectional ' Function

Thus far mention has been made only of nominal and
verbal function in the child’s earliest sentence-making.
It might have been better to have begun with the inter-
jection, since this, viewed from one standpoint, is the first
part of speech to appear. It may be observed, however,
that Meiklejohn ? and others say the interjection is no real
part of the language, since it does not enter into the or-
ganism of the sentence. But the students of infantile
linguistics have retained the interjection as a part of speech ;
and, according to Tracy’s summary, the vocabulary of the
average child of about two years contains less than 2 per
cent of interjections. Salisbury® maintains that in the vo-
cabulary of his child at thirty-two months there were only
five interjections out of a total of six hundred forty-two
words. The table given by Kirkpatrick * shows about the
same phenomena as Salisbury’s. Now, these classifica-

11 do not here distinguish between interjectional and exclamatory
function, though in strict grammatical treatment this should doubtless
be done. Professor Owen makes this distinction: the interjection is a
sentence element, though it is not strictly a part of the sentence. The
exclamation may be expressionally self-sufficient.

2 See his “English Language,” Part I, p. 6o.

8 Educational Review, Vol. VII, pp. 287-290.

4 See his “The Fundamentals of Child Study,” p. 236.
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tions are made strictly b extra, according to the formal
grammatical categories. But, regarding the matter psy-
chologically, there is an interjectional element in most of
the child’s early words, as Mrs. Hall ! appears to have ob-
served, for she noticed that the language of her child from
the two hundred thirty-third to the three hundred fourteenth
day was an “interjectional onomatopoetic race language.”

The principle in question may be illustrated by citing
B.s use of kee (kitty). Whenever he uttered it, in the
beginning, there was always something of the “Oh!”
quality about it. The kitten was for some weeks a fresh
surprise every time he beheld it, and he used his word
with much feeling. He might with propriety have used
“Oh!” in place of kee. One who observes a child as he
learns new objects cannot escape the conviction that his
expressions all have, for a time at least, an interjectional
element. It is interesting to note in this connection that
anthropologists, as Aston,? e.g., maintain that human speech
originated in certain natural cries,—hisses, shouts; grunts,®
—and these in time became interjections. Interjections
were in the beginning, then, the only parts of speech; all
others were included in them. Whether this position can

! O0p. cit., p. 6or.

? See the London Journ. Anthr. Inst., Vol. XXIII, pp. 332~362.

® When gesture is relied upon largely in expression it is necessary to
have some means of attracting attention, and then the rest can be done

by hands, face, and body. Hence the prominence of grunts, cries, etc.,
in the speech of children and primitive people.
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be defended or not, it is at least evident that interjectional
speech comes very easy to the young, and it is prominent
up until the adolescent period. One may hear chidren
(boys especially, I think) from five to twelve incessantly
using expletives such as Gee Whiz! Giminy Crickets!
and so on through a long list. They are all employed, it
seems, in expression of strong feeling, or to emphasize an
idea put forward first in conventional fashion; it is possible
that the fondness of boys for the use of ““strong” lan-
guage in their conversation may be explained by this prin-
ciple. The child’s attitude is usually in some measure
interjectional, even if he does not use the particular forms
recognized by formal grammar. He can use ‘‘horse”
with interjectional function about as readily and effec-
tively as “Oh !” or “ Whew!” or “ Hurrah!” 1In the
course of development this exclamatory or interjectional
coloring of the child’s language gradually declines, after
the age of seven or eight, say, so far as ordinary speech is
concerned, though throughout the whole period of child-
hood, and to a less extent during youth, interjectional func-
tion is much in evidence. As intellection increases, inter-
jectional activities decrease. Thus one result of develop-
ment is gradually to confine interjectional function to the
conventional terms.!

! Professor Bagley suggests that the interjection is an instance of the
undifferentiated sentence-word functioning after the sentence has be-
come organized.



CHAPTER 1V

PARTS OF SPEECH IN EARLY LINGUISTIC ACTIVITY
(Concluded)

1. Adjectival and Adverbial Function

LET us glance for a moment now at the place of qualify-
ing and particularizing terms in early linguistic activity.
The term “ modifier ” suggests differentiation in mental
content, and we should not expect to find limiting terms
and phrases employed, intelligently, at any rate, until the
child’s thought had attained a considerable degree of com-
plexity, so that he would feel the need of some particulariza-
tion in his expression. Of course, his appreciation of par-
ticular properties of objects is implicit in his reactions upon
them — in his attitude toward his kitten, for instance —
long before he employs qualifying terms. He shows that
he regards his kitten as “ nice,” for illustration; but still
the notion of niceness as a general attribute of things is not
yet differentiated. Two processes must go on pari passu
in order that the child may feel the need of terms to func-
tion as modifiers. For one thing, there must take place
continual differentiation in the mass of impressions which
are received from any particular object; and then there
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must be generalization of similar experiences with objects,
giving types of experience which may each be designated
by modifiers, and attached to objects according to the type
of experience which they yield.

Of course, qualifying terms may very early be used
which have the outward aspect of modifiers, but inwardly
they do not function as such. They are the resultants of
mere mechanical imitation. Take, for example, H. who
at two and a half years would say, when running to greet
her father returning to the house, “nice papa.” She had
been taught this formula, and it probably was the expres-
sion of no different mental content from when she said
“ papa ”’ simply. So she would ask for a “ nice story ”’;
but what she wanted was ¢ story, not some special kind of a
story — a mice as distinguished from some other kind of a
story that she had heard; she did not employ nice as a
particularizing term. Again, I say in the presence of S.
at nincteen months, “ nice mamma,” at the same time
stroking her hair. He imitates my action and my words,
but manifestly he uses both words as a single term. Doubt-
less the stroking suggests to him some of the mother’s
special qualities denoted by nice, but even so, his concep-
tion must be extremely dim and undefined.

The de- The principle is that at the outset the child views the
veldpment Y . A . T

of particu.  Kitten, to keep to our illustration, in a certain very con-
larizing

functicn . Crete, totalized way, without differentiating the notions of

niceness, of gentleness, of playfulness, and so on. But
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as experiences with the kitten and other domestic animals
(including human beings, possibly) increase, these ideas
gradually gain a certain degree of individuality. The
attribute denoted by #nice, for instance, is, of course, always
experienced in connection with some definite thing; but
as the number and variety of such things are augmented,
the characteristic of affording pleasure of a special sort,
to which is attached the conventional symbol #ice, being
common to all, it acquires a kind of reality and importance
of its own, although it is impossible to tell how far this goes
in any special case. When this stage of particularization
is reached, the child can begin to use the modifier in an
intelligent manner. He can say, ‘“ I have a nice doggie,”
and the adjective will indicate that a particular character-
istic of his dog has come to clear consciousness in his reac-
tions. As evidence that he appreciates the quality as such,
he can apply the term appropriately in reference to other
objects, where he could not mechanically have imitated its
use. INice, then, has become a true particularizing term;
and the principle is universal in its application to the
natural history of all modifiers appearing in the child’s
vocabulary.

It is apparent that a term like the one in question is in-
cessantly changing in respect alike to its precise content
and to the range of its application. As development pro-
ceeds, extensions are made in one direction, and excisions
in another. Experience is constantly operating on the
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term, and the transformations it undergoes depend upon
the peculiar character of the experiences. Here is a home
in which the children hear the term applied frequently
under a variety of circumstances; both physical and
ethical situations are described by it. But here, again, isa
home in which the term is used infrequently; the members
of the family rarely assume the attitudes toward their en-
vironments denoted by this term. The children from these
two homes will have quite different ““ apperception masses ”
for the employment of this adjective; and the principle
applies to the developmental history of all qualifying terms.*

It may sound commonplace to say that the adjectives
which are earliest used relate to the impressive character-
istics (depending upon the child’s peculiar experience)
of the objects with which he has direct, vital relations.
Special qualities of different articles of food are among the
very first to become differentiated and designated by sepa-
rate terms,” so that the adjectives appearing first in the
vocabulary, in a mutilated ‘form, of course, are such as
“nice,” “sweet,” “bad,” “hot,” “good,” “cold,” and
the like. Some of the terms descriptive of the child’s
experience with food, as “ nice,” ““ good,” etc., apply also
to experiences in other situations, and it happens that these

1T discuss this matter in detail in Chap. VI.

2 Tt will be granted, of course, that long before the child uses conven-
tional terms to denote the qualities of food, for example, he indicates his
appreciation by gesture and facial expression, with characteristic inter-
jectional expression of rich variety and complexity.
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special terms become more prominent than any others.
Large as well as noticeably small objects early catch the
child’s attention, and the adults in his environment intensify
his natural tendency in this respect by putting stress upon
large or tiny things in stories, and in all representations
and descriptions of the child’s surroundings. So “ big,”
‘“ great,” ‘“ awful,” and the like, early acquire prominence
in his vocabulary, as do “little,”” “ small,” “ tiny,” and
similar terms. So if one should go through with all the
types of experience of the child at different stages of his
evolution, he would find that intelligent adjectival function
depends directly upon the degree to which particular attri-
butes of objects become differentiated from their general
characteristics because of the new relations which the
individual, as an inevitable consequence of his develop-
ment, comes gradually to assume toward them, and also
because of the attributes which the social environment
keeps urging upon his attention.

Terms denoting abstract moral qualities in things ap-
pear in the vocabulary last of all, even when such terms
are imitated in a mechanical way.! It is quite impossible
to tell what is the precise extent and content of an abstract
term as the child employs it at different stages in its develop-

! All observers of child linguistics give instances in illustration of this
principle; but see Chamberlain (Ped. Sem., Vol. XI, p. 278). His child,
in her third year, used the word “sinecure” without the slightest idea of
what it meant. See also Hall, “The Contents of Children’s Minds on
entering School.” (Heath & Co., Boston.)
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mental history; but still the evidence all indicates that
complex moral qualities are not appreciated until rela-
tively late in development, so that the terms designating
them are not intelligently employed until the last stages of
maturing. This is not to say that adjectives denoting
moral qualities in adult speech are never early used with
moral significance; indeed, such terms as ““ good,” *“ bad,”
“ horrid,” ““ ugly,” “ mean,” “ nice,” ‘“ naughty,” and the
like, are applied to persons as well as things as early as the
third year. But they are always used in a very concrete,
even physical way. The young child has had some un-
happy physical experience with his playmate, and he calls
him “ bad,” or “ ugly,” or *“ mean,” or ‘“ horrid ”’; but as
he develops he will normally come to use these terms
to denote more and more general social and ethical
attitudes of persons; to designate ‘qualities of heart,”
as well as, or perhaps rather than, more muscular
traits.

In her ninth year, H., who had been much read to, and
who had herself at that time read quite a number of books
of fairy tales, fables, myths, and nature stories, and even
a few novels which her parents were reading — with this
linguistic experience, she occasionally used in her conver-

¢

sation such a term as ‘excellent” or “ genuine.” She

would say, speaking of a character in one of her books,
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he was an “ amiable ”” or ““ genial ” or “ excellent ”’ per-

son. Now, when I would test her understanding of one
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of these terms, I would find usually that she had in mind
some definite act described in one of her books, and she
had remembered this term as applied to the particular
character in question, and had seized upon it without
any adequate notion of its true significance, which
would be apparent when I would ask her to apply such
a term to one of her playmates. At the age of ten she
has only a very general and quite incomplete conception
of the characteristics denoted by ‘‘ honorable,” say. It
will require the experiences of many more years before
she can react to or employ this term with a sense of its
true and varied significance, as this has been determined
by a long process of racial development. In the making
of the term in phylogenesis, some such stages have been
passed through, in growing from concrete and material
to ever more general and ethical reference, as the child
passes through in his acquiring the ability to employ it
correctly and efficiently to connote ethical quality.

What has been said of the development of adjectival
function applies practically without modification to the de-
velopment of adverbial function. The only word needing
to be added here is that the adverb appears considerably
later than the adjective, and even when learned it is used
less frequently, as all children’s vocabularies indicate.
According to the observations of the writer, the term
earliest used adverbially is one denoting place,— here
in “here I am.” There and where are used early also.

The de-
velopment
of adverbial
function.
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Mrs.Moore ! thinks these antedate all parts of speech except
interjections and nouns. But, unless under exceptional
conditions, it is probable that with the possible exception of
“ here,” “up,” “down,” ‘there,” and * when,” they
appear later than the more concrete adjectives relating to
quality of food and prominent characteristics of dogs,
playthings? etc. As we might expect, adverbial function
at the outset is confined to the immediate, concrete, physi-
cal experiences of the child, and relate to time and place
principally. S., in his fifteenth month, being on the sec-
ond floor of the house and in his father’s arms, points to
the stairs, at the same time urging his body in that direc-
tion, and says, dow (down). So he will point to ob-
jects and say da (there), uk (up), and ke (here).
“More,” ‘“out,” “now,” ‘ where,” “away,”” and
possibly two or three other adverbs, are found in the
vocabularies of children before the close of the second year,
though they may not at the outset be used with precision,
according to the traditional standards.

2. Prepositional and Conjunctional Function

From what has been said in previous sections, it must be
apparent now that the part played by connective terms in
adult speech is carried to a large extent by gesture in child
linguistics. Connective function is almost wholly lacking

1 0p. cit., p. 129.
2 Cf. Hall, 0p. cit., pp. 604—606.
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in the young child’s expression, probably because hismental
content is not sufficiently differentiated and complex to
really require relational terms in its expression. At any
rate, he can get on for some time very well without them.
When a child of seventeen months says, “My—go—
snow”’ (I want to go out in the snow),and a little later when
he comes in exclaiming, ‘“My—come — snow ”’ (I am
coming from the snow) — he is not focally aware of the
difference between going f0 the snow and coming from
it. In the mental content of the moment, snow occupies the
all-important place; his attention is filled with his expe-
rience in the snow. In the first instance, he longs to have
these experiences repeated, and his sentence, ‘“ My — go —
snow,” will reveal his desires completely and definitely
to his caretaker. In the second instance, his “My—
come — snow "’ also meets the needs of definite expression;
here his impulses concern the imparting of his experiences
to his caretaker, and these experiences do not include,
prominently, at any rate, the relation expressed by the
preposition as functioning in adult speech. The verbs
“go” and ‘““come,” used in this special connection,
discharge prepositional function, in a general way, at least,
a principle exhibited in all primitive language, according
to Miiller, Sayce, Powell, Romanes, and others; and fur-
ther, with the child’s relatively undifferentiated experience,
and with his facility in gesture, as suggested above, he

may readily convey his notions without prepositional
F
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terms.! Only very slowly do such terms as “ upon,”
“ through,” ““ over,” “ beyond,” “ among,” etc., come to
occupy a place in the child’s vocabulary. This is due,
doubtless, to the fact that at first his thought is of #hings
with their attributes, and not of the relations between them.
However, as experience becomes ever more complex, rela-
tions come to be ever more strongly felt; and as there
develops an urgent need to express precisely experiences
involving relations of the sort indicated, then these prepo-
sitions begin to find their way into the child’s speech.
It may be added by way of qualification that the imitative
tendencies of the child lead him often to use connective
terms before he feels the need of them; but it is probable
that such terms are not imitated as readily as those relating
to the more concrete facts of experience.

One cannot easily detect the emergence of prepositional
elements in early speech. Their individuality is at first
not at all marked or distinct. It is as though they were
still a part of the organism in which they were originally
imbedded. H., at nineteen months, says, as a typical ex-
pression, ¢ Papa — go — ii — University,” the 2 here being
evidently a mutilated form of the preposition “ to.” At the
outset it was lacking altogether; but by the twenty-sixth
month it had become differentiated completely from the

! Dearborn, in his “The Psychology of Reading,” p. 84, says that
connective words made the greatest demand upon perception in his
experiments upon reading pauses.
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verb. We catch it here in the nineteenth month in its
embryonic form; and so far as I have observed, all prepo-
sitions have a somewhat similar history, which seems to be
much the same in principle in phylogenesis as in ontogene-
sis. Powell,' commenting on prepositional function in the
Indian language, maintains that prepositions are often in-
transitive verbs. When an Indian says, “ That hat table
on,” we are to consider the “ on”’ as an intransitive verb
which may be conjugated. * Prepositions may often be
found as particles incorporated as verbs; and still further,
verbs may contain within themselves prepositional mean-
ings without ever being able to trace such meanings to any
definite particles within the verb. . . . Prepositions may
be prefixed, infixed, or suffixed to nouns; i.e. they may be
particles incorporated in nouns.”

<

In some children’s vocabularies “ up” and ‘ down ”
are given as about the first prepositions to appear, and they
are said to be used properly by the eighteenth month or so.
The child says, ¢ upstairs ” (I want to go upstairs) and
“ downstairs.” Now, one who will carefully observe the
early use of these words, cannot fail to detect that they are
not employed with exclusive prepositional meaning. In
the beginning, the child says ““up,” and makes this expres-
sion definite by extending his arms upward, by straining
upward with his body, by looking upward, and by so em-
ploying his voice as to leave no doubt respecting his de-
1 0p. cit., p. 46.
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sires. His word really seems to denote the place he wishes
to reach, and the method of reaching it, although neither
of these elements is focal in attention, as we can imagine
they might be in the case of an adult who sat down and
reflected upon getting upstairs. The child’s consciousness
might be said to be motor as well as ideal when he is ex-
pressing himself in this way. The word is just one phase
of a complex ideal and motor attitude, and it is impossi-
ble that it should be used with strict prepositional value.
Before this word can be employed as a preposition merely,
a number of other words will need to be used intelligently
with it in the sentence, each to carry phases of the meaning
which it now carries alone.

In her twelfth month, K. would throw objects from her
high-chair to the floor, and would exclaim, “ down!”
This term seemed to denote mainly the racket made by the
objects when they struck the floor. Prepositional relation
was surely not a prominent element in the child’s con-
sciousness on such occasions. A little later she would take
the object in her hand, and at the moment of releasing it
she would exclaim, “down!” and blink, evidently antici-
pating the noise to follow, which was the thing dominant
in consciousness. Later on she would use the term when
she wished to get out of her high-chair, but here also it
had much more than prepositional meaning. Her con-
sciousness could be expressed in adult language by the fol-
lowing, perhaps: “Unfasten me, so that I can get down on
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the floor and play.” It is improbable that the child uses
such words as ““ up ”” or “ down ”’ with strict prepositional
meaning, or adverbial meaning either, before his third
year, and I should prefer to make it a year later. In the
fourth year one may hear expressions like the following:
“T am going down the street,” “ I climbed up the stairs,”
etc., in which we doubtless have examples of genuine
prepositional function. The original terms ‘“up” and
“down” have persisted, but much of their early meaning
has been drawn off from them and loaded on to other terms
in the sentence; and this, in principle, is the history of

» ¢ in’n etC-

such prepositions as “on,

It should be pointed out that there are prepositions which
are not used except with prepositional meaning pure and
simple. They describe relations which the child does not
apprehend until he has made good headway in differen-
tiating the parts of speech and constructing the sentence.
Before such terms as ‘“toward,” “among,” “against,” “not-
withstanding,” and the like are employed, he has aban-
doned his primordial sentence-words, and in their places
he uses constructions with substantive, predicate, and modi-
fiers, so that any one term now discharges special, dif-
ferentiated function. When S., in his fourth year, says,
“I threw it foward the house,” he shows that he has
reached the prepositional plane, so to speak, in linguistic
development. It may be added that the principle here in
question applies to development in respect to all the parts
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of speech. To illustrate with our adjective nice, already
often cited, this is first used as a sentence-word; but a
term like wiriuous is never employed until the sentence-
word period is outgrown, and the word discharges adjec-
tival function alone.

The ap- It will not be necessary to elaborate on the statement

5::3: * that conjunctions appear late in the child’s linguistic de-

Ii‘;‘f’ e velopment. It is questionable whether the mental pro-
cesses of a child of two, say, are integrated to the degree
required for the purposeful use of the conjunction.
Development results in the gradual integration of expe-
rience, the establishment of more and more complicated
relations among notions; and this makes necessary the use
of conjunctions in expression. Probably the earliest sort
of integration has reference to objects acting simultane-
ously in the same way. In the beginning the child will
say, ‘‘Baby — go—stairs” (Baby is going upstairs);
“Papa —go —stairs” (Papa is going upstairs). But
early in the third year, one may hear such an expression as
this: “ Baby and papa going upstairs.” Objects acting
simultaneously and congruently seem to be coérdinated in
the child’s consciousness considerably earlier than are the
acts they perform or the qualities predicated of them.
One may hear children after the third year say, “My run
and fall and get up again,” and “Mamma is nice and
good,” and the like; but such expressions appear later
than the first type mentioned. Baby and papa, going up-
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stairs together, are apprehended in a single act of attention,
so they tend to stick together in representation, and in
expression they require to be named together. But there
is not quite the same necessity for cotrdination in succes-
sive actions performed by the same object, though of
course with development they tend constantly toward
integration, and by the fourth year it is plain that fusion
has been achieved. The child then joins with the conjunc-
tion two or three of his own acts, as well as those of his
parents, his brothers and sisters, his dog, and so on. And
what has been said of the codrdination of actions applies
also, without modification, to the codrdination of attributes.

The first conjunction appearing in the child’s speech is
unquestionably and. As for the order of the appearance
of the other conjunctions, one cannot speak with certainty.
Probably or is the second to be used with strict conjunc-
tional meaning. The child says, “ Baby have apple or
peach?” This expression was forced upon H. early be-
cause of her being required to choose between eatables,
the parent saying,  Take this or that.” The young child
hears or used a great deal: “ Hurry or I will go;” * Look

Conjunc-
tions earliest
employed.

out or the baby will fall,”” and so on ad lLibitum. Of course, -

the mental functioning required for its intelligent employ-
ment is quite a bit more complex than in the case of and;
and it is apt to be employed as a result of mere imitation
at the outset. Itis undoubtedly true, as a general principle,
that the appearance of any conjunction depends primarily
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upon the complexity of the thought which it is employed
to express, though imitation is always a factor to be reck-
oned with, leading as it does to the mechanical use early
of a term much heard from the lips of parents and others.
Because is such a term. Quite early one may hear the
child saying, ““’cause I do,” ““’cause I must,” “’cause I
want to,” and so on; and it is probable that his thought
is not complex enough really to demand these expressions.

I have endeavored to determine just when such words as
“except,” ‘““although,” “unless,” “lest,” “in order that,”
“nor,” ‘“whether,” “or,” and so on, appeared in the vo-
cabularies of my children, but I find it is impossible to
speak with certainty about the matter. Of this T am con-
fident, however, that none of these terms is employed with
precision before the fifth year. V., at six-and-a-half, does
not use any of them correctly, so far as one can detect.
But H., at nine, uses them all fluently. It is probable
that these terms have forced themselves into her vocabu-
lary largely because of their prominence in her reading.
She has, of course, heard them in the speech of the people
about her, and she has been reacting upon them for years;
but so far as auditory language is concerned, relatively
unimportant elements such as these are lost in the wholes
of which they are members. However, they are likely
to gain some measure of individuality when reading is
begun, though they are likely to forfeit it again as the
reader gains in facility in reacting to larger and larger
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language units. It may be added that a child of five
seems to be able to express himself definitely and fully
enough without resorting to any of these conjunctive aids
that imply quite complex ideational integration. If he
did not find these terms ready to hand, and if they were
not continually impressed upon him, I think he would not
miss them, at least not until he should be placed in situa-
tions where he would be required to express involved
thought very connectedly and precisely.

3. Pronominal Function

The absence from early speech of anything which could
be called a pronoun has attracted the attention of all
students of linguistics, and of psychologists and philoso-
phers as well. Philosophical literature is full of specula-
tion concerning the development of self-consciousness in a
child, indicated by his use of the personal pronoun. The
philosophers, many of them, have said that the child does
not distinguish self from others, the ego from the alter,

” “you,” “yours,”

until the terms “ I’ “ my,” * mine,
“he,” “ him,” “ his,” begin to appear in his vocabulary,
which most observers have found to be somewhere about
the twenty-first month, though a few have not noticed
it until the beginning of the third year. Ament detected
it in the twenty-first month, Schultze in the nineteenth,
and Mrs. Hall as early as the seventeenth. It is sugges-

tive in this connection to note that primitive languages

The late
differen-
tiation of
the pro-
noun.
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show great confusion in the use of the pronoun. Brinton !
maintains that in aboriginal American languages there is
no distinction between persons in the pronouns; ‘I,”
“thou,” and “he” are not discriminated, a single sylla-
ble serving for all persons, and also for both singular and
plural numbers. In some primitive American languages,
however, there is a great variety of pronouns, used to de-
note not only person and number, but various conditions
and aspects of the person or persons designated, as that
they are standing, sitting, or lying, alone or with others,
moving or stationary,” and so on. According to Powell,?
“The Indian of to-day is more accustomed to say this
person or thing, that person or thing, than he, she, or it.
Among the free personal pronouns the student may find
an equivalent of the pronoun ‘I, another signifying ‘I
and you,’ perhaps another signifying ‘I and he,” and one
signifying ‘ we,” more than two, including the speaker and
those present, and another including the speaker and those
absent. He will also find personal pronouns in the sec-
ond and third person, perhaps with singular and dual
forms.” The pronouns are not in all cases completely
differentiated in these languages, but are incorporated in

1 See his “Essays of an Americanist” (Philadelphia, 1890), p. 396.

% Powell says that in Indian languages genders are not confined to sex,
but are methods of classification primarily into animate and inanimate,
which are again classified according to striking characteristics or attitudes

or supposed constitution.
3 0p. cit., p. 43.
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the verb as prefixes or infixes or suffixes, and as such they
designate the person, number, and gender of both subject
and object, and in the conjugation of the verb they play an
important part.

How is it now with the child? Is pronominal function
in his case discharged by the verb or some other part of
speech? If so, what need gives rise to the differentiation
of special words to carry pronominal function? In dis-
cussing these questions it should be said at the outset that
from the beginning the child, in his reactions, distinguishes
himself from others and from things. Of course, he does
not make this discrimination reflectively; but neverthe-
less he does not confuse himself with foreign objects when
he is in need of food, say; though, as President Hall * has
shown, he may not recognize his fingers and toes as his
own. But when he is hungry he does not give his food to
another, thinking that the other may be himself. As early
as the sixth month he exhibits in his reactions a certain
realization of the opposition between ego and alter, for he
will squall if another takes his bottle, or even if the mother
shows overt partiality to another child. This apprecia-
tion is very keen at a year and a half; though the child
does not yet use terms that denote distinctions in persons.

When a vigorous year-old child wishes to be taken in
your arms, no one who sees and hears him can doubt that

! See his “Some Aspects of the Early Sense of Self,” Amer. Jour of
Psych., April, 1898, Vol. IX, pp. 321-395.
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his discrimination between ego and alter is very clear. All
that can be denoted by “I” is éxhibited by the child,
though in a generalized, impulsive, non-reflective fashion.
Again, when you see a child of this age scream and strike
at his brother who appropriates his food or playthings,
you cannot doubt that he possesses a rudimentary, un-
differentiated sense of ““ mine.” When, again, this same
child offers his father a taste of his sugar plum, and
exclaims, ‘“Ndobbin? Ndobbin?” he is certainly
acting out the question, “ Will you have some sugar?”
The you as contrasted with I is involved in the child’s ac-
tion, though he can utter not a syllable to denote the dis-
tinction. Further, when the child’s brother performs
tricks for the babe, and the latter turns to the father or
other person, and pointing at the brother laughs at him and
gabbles about him, in a reaction of this sort the idea of
he, or possibly #, is apparent. There is a third person in
the case, who is not now in vital relations with the speaker
and auditor. He is being talked about, not to. In this
Jatter situation the child shows in his reaction — not
reflectively— an appreciation of all three persons in their
grammatical relations to him, so to speak.

We have seen elsewhere that in the course of expressive
development verbal symbols come gradually to take up the
function which was originally discharged by gesture and
pantomime; and the principle obtains in respect to pro-
nominal as to other varieties of linguistic function. In the
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beginning, the child designates persons and things by ges-
ture, and pronominal function in this stage might be said,
perhaps, to be demonstrative. Even when he wishes atten-
tion turned upon himself, he indicates it by characteristic
bodily attitudes and contortions and vocal demonstrations,
saying, in effect, ‘“ This person requires your attention.”
But as development proceeds, concrete demonsirativeness
in linguistic function declines, and pure symbolization in-
creases; and in the matter of pronominal function, it re-
sults that terms are gradually introduced which merely
designate, leaving the matter of particular reference to be
inferred from contextual relations. This is true, of course,
of racial as of individual evolution; to the primitive mind
all expression must be very objective and explicit; but
with mental development, simple suggestiveness becomes
ever more effective. In other words, language becomes
ever more abstract, which means relieved of concrete, de-
monstrative junction.

In his evolution into pronominal function, the child
passes first from the pantomime to the nominative stage.
He gives its name to everything to which he alludes, includ-
ing himself. If his elders address him as  baby,” then he
always uses this term when referring to himself in any way;
or, if his proper name is used, then he employs this on all
occasions. So he says — a phenomenon observed by every
student of the matter, T think — ¢ Baby wants baby
milk; ”” or “ Baby hurt baby hand,” and so on ad libitum.

From pan-
tomime
through
the nomi-
native to
the pro-
nominative
stage.
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In the same way, he says, addressing his father, “ Papa
take baby.” Similarly, when speaking of his brother, he
will say, “ Stanley putting on Stanley coat.” V. con-
tinued in this nominative stage until he was past his
fifth year; then with great swiftness he went over into the
pronominative stage. Within his linguistic range, he used
pronouns with considerable freedom by the time he was
six-and-a-half, though he still got the cases of his personal
pronouns mixed at times, and he could not use the rela-
tives correctly; his whats and his thats, for instance, gave
him trouble. H., S., and K. were well into the pronomina-
tive stage by the time they were three-and-a-half; and by
six they had overcome all their difficulties in this respect.

Why does the child pass through the nominative on
his way to the pronominative stage in linguistic function?
For one thing, the name of a person is far more definite
and uniform than his pro-name, and so all persons in speak-
ing to the child use the former and avoid the latter, as
Preyer ! observed. To illustrate, a father:addressing his
child will say, “ Papa wants this or that;”’ or ““ Papa will
do this or that,” and so on ad libitum. The mother, speak-
ing of the father in the presence of the babe says, ““ Papa
loves baby;” or * Papa has come home,” and so on.
Now, every one who mentions the father when the babe
is concerned, uses this term invariably; and the same is
true in principle of the baby himself, and the mother, and

1 ¢The Development of the Intellect” (translated by Brown), p. 202.
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brothers and sisters, and every object mentioned. If the
pronoun were used, see the confusion (from the learner’s
standpoint) which would result. When I referred to
myself I would designate myself by “I” or “my” or
“me”; when the mother addressed me directly she
would designate me by ‘“ you” or ‘‘ yours ”; when she
spoke to the babe about me she would use “he” or
“him ” or “his.” Here are eight symbols for the same
object, looked at from the child’s standpoint, and it would
be a long story to tell how he must orient himself with ref-
erence to each and all of these terms for the same individual.
As you watch him moving forward in his integrating activ-
ity, you see him adopting first one form and then other
forms of the pronouns. At the outset he makes his one
form do duty in all cases. ‘“ Him is a nice boy,” * Me
wants to go to kim’s (or perhaps ke’s) house,” are illustra-
tions. We shall go into this in greater detail in the chap-
ter on Inflection; but it may be noticed here that the
young child cannot readily accommodate himself to the
notion of having different forms of his words apply to the
same uhchanging thing — unchanging so far as he can
see. So parents, more or less intuitively, avoid the pro-
nouns in speaking to young children, and this has the
effect to retard the appearance in the vocabulary of pro-
nominal forms.

Then, the pronoun, as used in conversing with a child,
lacks individuality, warmth, color. Try talking to your
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year-old child in pronominative terms, and see how much
weaker is your speech in personal suggestiveness. On the
other hand, to continue the nominative stage too long is
equally objectionable; it seems * babyish.” The opening
mind needs to be assisted in its grasp of things by all pos-
sible concrete aids; but once it has got a hold it knocks
out the ladder by which it has ascended. This seems to be
a principle of universal validity in mental development,
and is one of the forces incessantly at work transforming
the individual’s interests and abilities, in linguistic as
in other activities.

:‘fh; :::12; ~ This will be the best place, perhaps, in which to glance

mentinthe at the forms of the pronouns which are used most frequently

ﬁf,in‘;f P* at first. I said above that one form of the personal pro-
noun is often made to do duty for all cases; but what is
this form? Mrs. Hall’s * boy used his first; Rzesintzek ?
says that the possessive form mine is first used, while von
Pfiel * thinks that the pronouns denoting second person
are first mastered, then those denoting third person, and
last of all come those denoting the first person. In Cham-
berlain’s * account of the linguistic development of his
child, I and my appear very frequently after the be-
ginning of the third year, but the other forms are not in

1 0p. cit., p. 606.

2 Zur Frage der Psychischen Entwickelung der Kindersprache (Breslau,
1899), p. 35.

8 Wie lernt man eine Sprache? p. 5.

¢ «Studies of a Child,” Ped. Sem., Vol. XI, pp. 264~291.
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evidence. Preyer! observed that his son, Axel, in his
thirty-second month, used I, meaning by it
In the thirty-third month came such expressions as ‘ das
will ich !> “ das micht ich.” However, before this, in the
twenty-ninth month, the objective form of the third per-
son was used, ““gib mir,” and  bitte heb mich herauf.”’

“ you.”

The boy often used the third person, though, in designating
himself, as when the father would ask, “ Wo is¢ Axel 2
the latter would respond, ‘“ Da ist er wieder.”

These citations will perhaps suffice to indicate that there
is no certain and invariable order followed by all children
in the employment of the personal pronouns. In myown
observations, my has been the first form to be adopted.
In every case it came before I. It was used in such rela-
tions as the following: my want to do this or that; my
feel bad; that is my pencil or apple, or what not; take
my to bed or out of doors. The form mine came consider-
ably later than my, and I still later. The situations in-
volving the use of #y appear to be more concrete than those
involving I, and it seems reasonable that it should first
appear; and once it gets started it will serve for me, mine,
and / for a time. The use from the beginning of all forms
of the pronouns, as given in some of the vocabularies, ap-
pears to me very remarkable, and quite in contrast to the
child’s usual method of procedure in similar situations.

Why does the child not settle upon one form perma-

10p. cit., p. 202.



Summary.

82 LINGUISTIC DEVELOPMENT AND EDUCATION

nently? For the effective reason that his social environ-
ment will not permit him so to do. His parents, once he
gets to using pronouns at all, keep putting the conventional
forms before him whenever he uses a form incorrectly;
his brothers and sisters and playmates make fun of him
for his lack of conformity to environmental standards, and
the teacher tries to habituate him in the use of the standard
forms, and gives him rules for his guidance. These are
all-powerful corrective forces, and no child can long resist
them, except in respect to the least important matters.
Then simple imitation, where the child more or less un-
consciously copies the models in his environment, is of
immense importance in leading him to appropriate the
various forms employed about him. It is suggestive to
note in this connection that when an adult tries to write or
speak a foreign language with which he is not very familiar,
he experiences much trouble in mastering the cases of
his pronouns; and of course this principle applies to
other parts of speech than pronouns.

Summarizing the principles concerning the parts of speech
in early linguistic activity, we have the following: —

1. There are two methods of classifying the words in the
child’s vocabulary at any stage of his linguistic development:
(@) according to their grammatical form; () according to their
function in expressing his thought.

2. Treating the young child’s vocabulary according to the
latter method, we find that his words are always at first sentence-
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words. The principal work of expression is done by gesture,
pantomime, grimace, intonation, etc.

3. In primitive language most words are sentence-words,
made definite by gesture, etc. Occasionally one finds sentence-
words in adult speech.

4. The child is at first concerned primarily with the guality
of objects as he has experienced them, and his expression relates
mainly to these qualities.

5. At the outset, substantive and predicate function are
not differentiated. Even the exclamation, as employed by the
child, carries substantive and predicate meaning.

6. True substantive function appears gradually as a result
of the development of the feeling that things exist apart from
any of their particular manifestations or attributes. However,
the child usually imitates the forms of differentiated speech
before his mental content becomes sufficiently differentiated to
necessitate their use.

7. The young child, in his early sentence construction,
universally omits the copula, its function being discharged by
gesture, and left to inference by the auditor.

8. Some observers have found but a very small proportion
of interjections in children’s vocabularies. They have, how-
ever, viewed the matter ab extra, for most of the child’s early
speech is interjectional in character, though not in outward form.
With development, interjectional function is gradually con-
fined to the special terms conventionalized for this purpose.

9. The purposeful use of the modifier, with strict adjec-
tival and adverbial function, implies considerable development
of particularizing activity. At the outset, adjectival and ad-
verbial function is discharged by grimace, intonation, etc.

10. Adjectival function is developed through a process of
»
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generalization of experiences of one kind or another with objects,
so that in time qualities are conceived to have a kind of reality
apart from the objects. Nice, forinstance, comesto denote a cer-
tain sort of experience without reference to any particular thing.

11. The adjectives first used are those descriptive of con-
crete experiences with food, and other objects with which the
child has vital relations in daily life. Adjectives relating to
social, ethical, and moral qualities appear last of all.

12. The development of adverbial function follows the same
course in principle as the development of adjectival function.

13. The young child does not use prepositions or conjunc-
tions, probably because his mental content is not sufficiently
integrated to require them. His thought is of things and their
qualities, and not to any great degrée of their relations as de-
noted by prepositions and conjunctions.

14. Prepositional function is at the outset discharged by ges-
ture and by the verb, alike in child and in primitive speech.

15. The early use of terms grammatically prepositional may
not be functionally prepositional at all, as in the case of down,
up, etc.

16. Such terms as foward, among, against, etc., are never
employed until the various parts of speech have become well
differentiated from the original sentence-word, and they are
used from the start with strict prepositional effect.

17. Conjunctional function is differentiated later than
prepositional function, probably because it depends upon more
highly integrated mental content.

18. The conjunctions first to appear are and and or. Ex-
cept, although, unless, etc., appear relatively late, doubtless
because the relations which they symbolize are slow in being
appreciated.

¢
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19. The pronoun does not appear until toward the beginning
of the third year. Until this time, pronominal function is
discharged by pantomime, etc. The child shows that he con-
ceives all the notions denoted by the several pronouns some time
before he employs them.

20. The young child prefers to use the name of a person or
thing rather than to employ a pronoun, doubtless because it
is psychologically easier, and also because adults rarely use
pronouns in speaking to him.

21. There is no certain order in which all children use the
pronoun, but my or me usually appears before I.
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CHAPTER V
INFLECTION, AGREEMENT, AND WORD ORDER
1. The Function of Inflection

IN the preceding chapter it was shown that, as the child’s
experience becomes more complex and differentiated, the
sentence-word is gradually felt to be inadequate for the
effective expression thereof; and the several functions
which it discharges in an undifferentiated form begin in
due course to assume an independent réle, and are carried
each by a specialized element or member of - the linguistic
organism, the sentence. The specialization of these
elements is dependent mainly upon the differentiation of ex-
perience; but also partly upon imitation, both reflective and
mechanical. The elements, having gained a certain de-
gree of individual existence, react upon experience, making
its differentiation more definite and permanent. When
the child begins the use of the sentence proper, even though
by mechanical imitation, he nevertheless comes into the
inheritance of a plan according to which all his formulation
of experience will thereafter occur.

Now this process of specialization does not cease when

86
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the parts of speech, as we have discussed them, have all
been evolved. In reality, this is only the beginning of a
long-continued process of differentiation. Several of the
parts of speech must themselves undergo specialization,
according to one plan or another, in order to meet the need
of portraying experience becoming constantly more com-
plex and intricately involved. This is, however, less promi-
nent in our own than in other, particularly ancient, lan-
guages." There will occur to every reader the varieties of
the forms of the Latin and Greek nouns, pronouns, verbs,
and modifiers; though it is probable that pupils in the
schools studying the classics and declining the nouns and
pronouns and adjectives, and conjugating the verbs, do not
appreciate the real significance of these forms, because they
are not compelled to use them for the gaining and portray-
ing of experience, so that they do not realize that each form
is of service in the expression of a particular notion. Look
at the noun, for instance; it has its particular forms to
show the sex of the thing denoted, and whether one or more
are being considered. Further, the function of the thing
in question, or what happens to it, or its relation to other
things, — case relations, —must each be indicated by a
special form of the noun. Thus a noun is in the nomina-

! Sweet, “ A Practical Study of Languages,” New York, 1900, Chap.
VII, says that inflections take the place of prepositions, particles, and
auxiliaries, in analytical languages.
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tive case, speaking generally, when the thing it denotes
is the subject of the individual’s thinking; grammatically,
the ““ subject of a finite verb.” A noun is in the accusative
case, and its form must show where it belongs, when it
denotes the thing which in the speaker’s mind is the goal
of the action of the subject; grammatically, the *direct
object of a finite verb.” A noun is in the genitive case
when the thing it denotes is, in the speaker’s mind, the
source or origin or has possession of some quality or object
to be denominated. A noun is in the ablative case when
the thing it symbolizes bears such a relation to the subject
of the individual’s thought as is indicated by our English
words ““from,” “by,” “with.” Sowemight runthrough with
the other cases, and we would find that each is the result
of a process of differentiation, whereby special conditions,
relations, or properties of objects may each be accurately
denoted by peculiar modifications of the symbols denoting
them. The more primitive languages possess a single
unmodifiable or uninflectable word, for man, say; and
then the speaker using the word is compelled to particular-
ize by means of gesture, intonation, grimace, pantomime,
etc. Thus we see again that, in highly developed lan-
guages, abstract symbols are made to discharge the func-
tion which in primitive languages is borne by hands, face,
voice, and body, as expressive agents. What is here said
of the inflection of nouns applies in principle without
qualification to all the parts of speech.
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2. Inflection of the Noun and the Pronoun

With this word of introduction we may turn without
further delay to the development of inflection in the child’s
speech. Now this development may be influenced by three
factors: (1) increasing differentiation of experience;
(2) imitation, reflective, or mechanical; and (3) habit.
If the child were an accomplished linguist by birth, he
would use an inflected form just when he needed it to ex-
press some particular experience or relation with an object,
but he would not use it before this; nor, on the other hand,
would his use of it be delayed beyond this point. But as
a matter of fact, he sometimes imitates inflected forms
before he can use them intelligently; and at other times
he has need for more precise and effective forms than he
employs, but he has become habituated to the use of a cer-
tain form, and he cannot readily free himself from it. It
is probable that these three factors working together will
account for most, if not all, of the individual’s experiences
in mastering inflected language.

To begin with the noun, there are practically (from the
child’s standpoint) but two cases in English; our use of
prepositions renders other cases needless. The possessive
form of the noun is, according to my observation, never
used as early as the nominative. The latter form serves
all purposes at the start. S., at three, will say, “ Papa has
Papa glasses on;” “ My found Mamma glove;” “ My
have Hawy knife,” and so on ad libitum. It may be noticed
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that adults, in talking to children at this stage of develop-
ment, often use the nominative for the possessive form be-
cause it seems simpler. However, when the child becomes
conscious of the possessive form, —which, as he grows
older, is impressed upon him constantly by his elders,
and which he tends to imitate as it occurs in the speech of
his companions who have learned it,—when he gets the
swing of it in his tongue, he makes rapid progress in em-
ploying it properly on all occasions.

The young child does not experience much difficulty
with his plural forms (of nouns) when théy are regular,
but he easily goes astray on the irregular forms. Was there
ever a child who did not say ‘ gooses ”’ when he first had
occasion to use the plural form? And “ oxes,” ““ mouses,”
“ tooths,” “ mans,” ¢ sheeps,” *“ deers,” ‘‘ leafs,” *“ knifes,”
etc.? H., coming down with the chicken-pox in her eighth
year, exclaimed one morning, “I have fifteen chicken-
poxes; ” and three other children used the same form.
When the child enters school, and begins to write lessons,
spelling, and otherwise, the irregular plurals give him much
trouble. In a child’s spontaneous writing, even after
several years in school, and done without special reference
to spelling, but only to express his thoughts,—in this
writing there will be found a strong tendency to make a
principle of inflection cover all cases. When H. has got
into the way of making the plurals of words ending in |
by “ changing the f to v and adding es,” she then comes to
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‘ chief,” and she treats it as she has others of a similar
make; and this is typical of many difficulties she en-
counters.' It is only after much experience in hearing and
seeing the irregular forms, and especially in using them,
that the child can resist the tendency to make them
regular.

Mention has been made? of the difficulties which the
novice encounters in mastering the forms of his pronouns.
We is mastered only after many weeks of struggle; and ke,
she, us, our, they, his, their, hers, theirs, them, who, its,
whose, and whom, are, in the order given, increasingly
more difficult of mastery. H., at ten, who is accurate and
facile in the use of ordinary linguistic forms, cannot yet
be depended upon to use who and whom correctly on all
occasions. S.,at four, sometimes treats his auditors to the
following typical barbarism, “ Us is all going out on the
lake; ”” though when his announcement is greeted with
shouts from the other members of the family, who may
repeat his words with emphasis, he will usually correct
himself linguistically without special aid from any source,
showing that he has a feeling for the conventional form,
but his original tendencies are still strong upon him.

! Egger, Observations et Reflexions sur le Development de P Intelligence
et du Langue chez les Enfants, troisieme partie, has a good discussion of
several points raised in this chapter. He dwells especially upon the
influence of analogy in determining the child’s speech. Most of the
students of child language have cited instances illustrating the principle.

2 In Chapter IV.

Inflections
of the pro-
noun.
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Slowly, very slowly, through the reaction of the people
about him, reénforced by imitation, will he come to sub-
stitute the conventional for the original form.

It should be remarked that children of three or even older
will often name each member in a group instead of em-
ploying we; thus V. would say, “Mamma, Papa, S., H.,
and me all have candy;”’ or, “ all go to ride,” etc. (indi-
cating by gesture who are included in “all”’). Then the
father will say, “ Yes, we will all go,” and V. catches the
suggestion, though he may not reflect upon it. For this
reason it must be often repeated, which is done incessantly
by every one about V., and so it literally forces itself into
his speech in the course of time. It is apparent why it
should not be taken up readily, for its intelligent use re-
quires relatively elaborate and difficult psychical processes.
The child has been regarding individuals as isolated entities,
each having a name; but now he is required to conceive
of several individuals as a group to be designated, not by
the name of each, but by the novel term “we ”’; and the
principle holds for they, their, theirs, and them. Besides,
the term “we” can be applied only to the group of which he
is a part at the moment, and with each member of which
he has vital relations which make the group a unit. It
requires considerable experience to define these situations,
even with the assistance of imitation; and the same may
be said in respect to the several plural forms of the third
person. A child will enumerate the names of a number
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of individuals who possess a thing in common, rather than
to group them and employ the strange and to him devital-
ized term “their’’ to denote that they as a body possess the
thing or quality in question. From what I have observed,
I should say that the forms of the third are mastered later
than those of the first person, for the reason, probably,
that the relations described by the latter-are more vital,
and so more impressive, and at the same time more easily
grasped than those described by the former. It seems
probable, too, that adults, in speaking to young children,
use the forms of the first person much more frequently
and effectively than they do those of the third person,
and this would result in the child gaining control of the
former more easily than the latter. This last point appears
to be a matter of considerable importance, not only in
reference to the learning of the forms of the pronouns,
but it applies equally well to the learning of the inflected
forms of all parts of speech.

3. Inflection of the Verb

The child’s troubles in acquiring mastery of the con-
ventional pronominal forms are slight when compared
with those he encounters when he attacks the verb. His
feeling for regularity and uniformity, and his tendency
to organize his experience inductively, and to deal with
new experiences apperceptively or analogically, — these
traits which serve him so well in most situations are often a

Special
difficulties
in master-
ing verbal
forms.
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handicap to him in handling his verbs; in witness of which
note the following, gained from four children between the
ages of three and five; they are typical of a large number
of instances that might be given: S. kills a fly and says,
“deaded him.” ‘I speaked right out.” ‘I letted him in.”
“When you get H. all feached.” ‘It will be stealed.”
“I seed him.” “1I rummed after him.” “There is a
man with a hatchet; what is he going #o hatch?” “I
drunked my milk.” “I drinked my milk.” “I eated
my apple.” “My falled down the step.” ‘‘ Budd swunged
on the rings all the time.” ‘“Mamma buyed me a dollie; ”
and later “ Grandpa boughted me a ring.” “S., did you
telled it to Mamma?” * He bited me.” “1 caughted
him.” “ Aunt Net camed to-day.” “S. fighted me.”
“T growed last night.,” “H. maked it all herself.” “I
shutted the door.” “1I finded it myself.” ‘ He gaved it
to me.” “ B. hided it so I can’t get it.” ‘I maked it all
alone,” etc.

The child’s struggles begin with the tense forms of the
verb. He first learns the form expressive of present action,
since at the outset this is the only action that he can bring
before his attention; things past and future are beyond his
ken. When he gets the present form, he clings to it for a
time in referring alike to simple past and to simple future
events. Thus V., at about three years, comes out of the
kitchen, saying, “My— pan —drink —out ” = “I have
been drinking (or I drank) out of the pan.” The idea that
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he had drunk, and not that he was going to drink was de-
noted by his gesticulating toward the kitchen, and show-
ing by his manner that he had enjoyed it. Again he says,
“S. my scratch” (showing a hand marked with finger-
nails)=‘S. scratched me.” Still again, ““ Papa — Uni-
versity.— go — to-day ”’="* Are you going to the Univer-
sity to-day, Papa?” It is probable that all children pass
through a stage when verbs in the present tense are made
to do service for simple past and future tenses. Here
again, grimace, gesture, intonation, and collocation of
circumstances are all employed as substitutes for inflection,
— as compensating factors for paucity of verbal forms.
When the child does begin to use any of the special
conventionalized forms for past time, it seems to be first
the participle form used adjectively in large part. ‘ Papa
— gone? ” and “ Papa going to-day? ” are typical of the
earliest uses of verbal forms. Soon after these expressions,
others are heard like this: “ Dollie — fallen — down =
“ Dollie has fallen down;” but it is evident that the child
is not here expressing a present-perfect-tense idea. His
conception of the situation is not primarily actional in
character; it does not concern an event having occurred
previous to the present moment. He simply observes the
doll in a certain condition, and the fallen down, as he em-
ploys the terms, are principally adjectival® in function.

1 Tt is, of course, possible that down is here used with prepositional
reference. One would need to know just what phase of the total situa-
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Apparently the present-perfect-tense form, coming from the
lips of children for the first five years or so; is descriptive
or qualitative rather than historical or actional, regarded
from the standpoint of the content of the child’s conscious-
ness in employing it. S., at five, says: “Some one kas
taken my hat;” “The apples have fallen on the ground;”
““ The water has run out of the bath-tub,” etc. Now in
these situations, as I have observed him, what he aims to do
is certainly to describe himself in his present condition; he
is without a hat —he is hatless; the bath-tub has no
water — it is waterless; the tree is appleless, and so on,
His expressions cannot be said to denote conceptions of
‘ completed action ” in a grammatical sense. Doubtless
the same principle holds for the past perfect tense, which,
however, is never used, except mechanically, before the
eighth or ninth year, and then only infrequently, according
to my records.* H., speaking of her work at school, says
that when she went to a certain class she “ had forgotien
the paper and pencil.” Now one can tell that she was
thinking of her paperless and pencilless condition, not of
some ““ action completed in past time.” See the principle
tion was most prominent in the child’s attention in order to be certain
of his ground here.

! Constructions employing the perfect participle are rarely used by
children until they get into school and study them; and even then these
constructions do not appear in their spontaneous utterances at all fre-
quently. A simpler form will express their ideas with sufficient definite-

ness, and this is doubtless true of unlettered adults. Instead of a child
saying, “Having dressed myself, I came downstairs,” he will make it
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illustrated in the following expressions used by H. in her
eighth year: “The snow had filled the walks;” “The
teacher had called school when I got there;”  The sun kad
melted the ice off the walks,” etc. The point is that the
child, employing these expressions, is in most cases de-
scribing a situation and not stating a sequence of events
in the past.!

But if this be the case, why does he not employ more
direct adjectival terms, for they are simpler, as *“ The snow
was all melted,” “ The school was called,”” and so on?
As a matter of fact, the child, from four or five on to ten,
say, does prefer these phrases. The past, or even the pres-
ent, perfect tense does not come frequently from the lips
of the young. A boy of five will say, “ I fore my jacket,”
or “My jacket is forn,” ten times, perhaps, where he will
once say, “I have torn my jacket.” This could hardly be
said of a ten-year-old, though the past perfect tense is,
relatively speaking, seldom employed at ten even. It must
be repeated that what a child actually aims to accomplish
in these expressions is to describe a situation as it actually
exists. With regard to tense forms, he can probably not
arrange events in such a complicated temporal pattern as

“I dressed myself,” or “I finished dressing myself.” In like manner, all
the more complicated participial constructions are employed only in for-
mal writing in a manner to be described later.

! Adults, too, of course, use parts of speech interchangeably in their
reference. I say, “Professor Blank has lost his temper,” and my
thought is really adjectival in character.

H
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would be essential to employ the past perfect tense, say,
with the precise function which the grammarians assign
toit. It is doubtful if adults employ it with such function,
at least in their ordinary use of it. The grammarian’s
or the logician’s view is based upon the use of a mere con-
ventionalized form, and not upon the psychological attitude
of the one who employs it.

As to the future perfect tense, I have not heard it used
by a child before he commenced its study in school; and
even then its spontaneous use is rare. This is apparently
one of the forms reserved for maturity. It is probable that
it is not commonly emplc;yed even with grown people of
limited intellectual development. Its intelligent employ-
ment requires complicated mental processes of the nature
of temporal orientation beyond the powers of young per-
sons or of untrained older ones.

At a relatively early period — S., K., and H. by the third
year, V. considerably later — children use with some ease
and accuracy the regular form of the verb for simple past
time. Among the earliest inflections of this character I
have noticed are: played, jumped, tied, kissed, washed,
pushed, climbed, helped, throwed, stopped. When the
learner becomes somewhat used to the regular form
for simple past time, he extends the principle of inflec-
tion to all verbs, as was noted in some examples
given above. For several years, at least, he exhibits
this tendency strongly; and his parents and teachers
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must keep at him constantly to get him to use correctly
the irregular forms.

It may be observed in this connection that the novice
has relatively little difficulty in expressing the continuance
of action in past time, or in future time either, though the
latter is heard much less frequently than the former. Even
while the learner is having trouble with irregular forms of
the simple past tense, he can say with facility, “ I (or he)
was doing this or that.”” Psychologically, this expression
and the one for simple past time appear to be of substan-
tially the same degree of complexity for the child. How-
ever, in using this last mode, he seems to be giving expres-
sion to an adjectival rather than a purely actional mental
content. Possibly both contents are present and fused;
or the content may be predominantly actional at one mo-
ment and adjectival the next, depending upon the phase
of the total situation which engages the speaker’s attention.
It seems to be the child’s intention to describe himself
rather than the activity he was performing; but his de-
scription concerns dynamic rather than static charac-
teristics.

The use of the future tense always comes later than the
past tense, not because of the mechanical so much as the
psychological difficulties. The child’s consciousness is
more explicit and definite with respect to past than to
future experience. He comes from having performed an
action, and it may be still dominating his intellectual,



I00 LINGUISTIC DEVELOPMENT AND EDUCATION

emotional, and to a certain extent his motor processes. At
the moment it really has present value for him, and he
uses the present tense to express it. But with increasing
experience past events come, by a method which has been
sketched elsewhere,! to have a distinctive tone, and to be
arranged in patterns in consciousness different from those
occurring at the moment, and so they are gradually differen-
tiated. The child in this way orients himself with reference
to experiences, alike in the present and in the past. But
the development of a sense of future time is more difficult,
and is consequently somewhat delayed. It is probable
that children from two to three or thereabouts often use
shall and will in a purely mechanical way, picking them up
by imitation, before they really need them, because they
are used so frequently by the grown people about them.
The children I have observed all showed a dawning sense
of future time first in reference to some person preparing to
go out. Their expression then would be of this type:
“Papa going — University?” Then a little later
this typical question would be asked at the breakfast
table: “ Papa, going— University to-day?” Contem-
poraneous with these expressions were others like this:
“I want to do this” (orthat),or “I want to go here ”
(or there). In experience of this character, the sense of
time to come is impressed upon the child because he kas to
wait for desired, or possibly for undesired, events. The

! In the author’s “ Education as Adjustment,” Chap. X.
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child is constantly hearing expressions like this: ¢ Dinner
will be ready in half an hour; ” ““ Your milk will be warm
soon;” ¢ Elizabeth will come over this afternoon,” and
so on. Then the child is incessantly asking questions like
the following: “ Can you go on the lake with me? ” and
he is receiving responses of this sort: I can’t go now, but
I will go this afternoon.” These experiences, in which he
must wait for an event to occur, develop in him the sense of
future time, and his elders supply him with the special terms
appropriate for the designation thercof. So, often by three,
— as early as this in the case of K., later considerably with
V.,—one may hear expressions from the child such as
this: “I will come in a minute;”” ‘I will go in a few
seconds.” It may be added that will, to express simple
futurity, appears in the vocabulary some time before shall,
and it meets all the child’s needs. The child’s attitudes
are better expressed by the former than the latter term.
Shall seems weaker; and it is relatively ill-suited to the
vigorous, dynamic attitudes of the child.! Shail is heard
rarely even in the utterances of a ten- or an eleven-year-old
child, who has easy mastery of a wide range of linguistic
forms. One of the trials of the teacher in the sixth, seventh,
and eighth grades, and even in the high school, is to get his

! Tt is recognized, of course, that the child hears will more frequently
than skall, and so it becomes impressed upon him more strongly, and
when he acquires one form for expressing a general situation he tends
to use it in reaction upon all phases of the situation.
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students to use shall and will with grammatical accuracy
on all occasions; as I have indicated above, will is the term
first and most generally employed.

Mode in It will not be necessary to dwell long over the imperative

:;:leych_ mode, for this is well suited to the child’s attitudes, and he
has no difficulty in correctly employing it in respect to any
verb as soon as he gains even a slight familiarity with it.
The child’s attitude in the early years is essentially manda-
tory; and long before he can employ conventional symbols
he gives his commands by means of gesture, pantomime,
and intonation. The first conventional words he uses
are in some instances verbs with imperative significance.
Take, make, find, give, pull, throw, are examples. They
are given imperative effect by intonation and grimace
mainly.

Auxiliary Before leaving the verbs, a word should be said regarding

i the auxiliaries. I have observed that can is normally
used for may in the first period of the use of these acces-
sories: Can' I go here or there or do this or that? And
later could is used for might. Can and could suit the nature
of the child better, probably, than may and might; they are
more dynamic, more suited to the simple, straightforward,
urgent attitudes of the child. It appears that children

1 A friend commenting on this statement says children copy from their

playmates this word can instead of may, and this is why they use it on
all occasions. But they constantly hear their elders use may, and they

are not influenced by it, though they may be imitating many other ex-
pressions they hear.
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must be drilled in the use of may, or it will not be incorpo-
rated in their speech until relatively late in their develop-
ment, if indeed it will be adopted at all. One sees people
who have grown to maturity without feeling the need of
may. The same may be said of might. Would appears in
the vocabulary sooner than could, and should comes still
later; and there is much confusion in their use when the
child is trying to get acquainted with them. But could
settles into place first, and is used quite accurately in
two sorts of situations as early as the fourth year,— (1)
to obtain permission to perform some action, and (2) to
indicate capacity or power to perform an action if the
child had made the effort or if he chooses or had chosen
to do so. 'The subtle distinctions giving warrant to, and
really making necessary, the use of should are for the most
part beyond the six- or even seven-year-old, though H. at
eight and a half uses the word freely in such phrases
as “I should say so”; ““Shouldn’t you think?” “Should
I do this problem in this way?” “ You shouldn’t! annoy
B.,” and so on. Some of these uses are largely mechani-
cal, as “ I should say so’’; but the others, while doubtless
imitative in large part, yet appear to be employed with
some sense of their fitness and their significance.

1Of course, “You shouldw’t do” this or that appears considerably
later than “You mustn’t do” it. The child’s relations to his associates
is one in which must expresses his attitude more perfectly than should;
the latter term implies the decadence of coercion, and the appeal to
principles of conduct which should control present action.
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Making Finally, attention should be called to the child’s readi-

nouns per- g g :
form verbal 1i€ss in inflecting nouns to perform verbal function when-

function. — everheis hard-pressed. S., at five, looking at a tragic scene
on the bill-boards says, “Is that man going 0 dagger the
other one?” So I have noted such expressions as these:
T am going fo basket those apples.” “ Look at that lady
parasoling !’ (waving her parasol in the air). ‘I footed
(stamped) him.” ‘I pailed him out”’ (took a turtle out
of a wash-tub with a pail). “1T needled him” (put a
needle through a fly). “I want to go horsebacking,” etc.
H., overhearing some remarks concerning a new govern-
ess coming into the house, asked, ‘“ When is she coming fo
governess us?” Sometimes children seem consciously to
play with the function of words in this manner; but at
other times they take liberties from dire necessity. It is
probable that children are more active in this way than
adults, for one reason because their needs are greater,
not having a variety of linguistic resources at hand for all
emergencies; but in addition to this, their linguistic ma-
terials are more plastic than those of the adult, and their
language sense — the sense of the ways in which words are
constructed — seems often to be keener. Adults have,
in large measure, settled down to the use of conventional
forms, which have become so hardened that change seems
relatively difficult.! The principle here in question prob-
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