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CHAPTUR I
INTROD.CTION: LANGUAGE-LEARNING AND PSYCOTHEBAFY

The purpose of this paper is to investigrte the }rala'e.imsbip of
language to caunsél:mg‘ The paper's main point is that the clienk in
counseling is engaged in a language-learning process similar to the prow-
cess engaged in by one who is learning a foreign language, Previous to
counseling he has been unable to deal with his experiences in as adequ~
ate way due to a restricted and therefore inadequate s;rmbolie structure,
in counseling he slowly leams to differentiste and symbolize thoss as=
pects of his experience about which hé has been confused, It is the
counselor who facilitates this process of language-learming (Rogers, 1965\

The writer was drawn to this investigstion after participating
in a research project conducted by Charles Curran on the use of counsele
ing principlea in learning foreign languages (Curran, 1967). Ourrants
research convineingly points uﬁ that not only is the learning of 2 fore-
ign language hindered, and frequently excluded, by the prosence of nega=
tive feelings = anxlety, shame, frustretion and ﬁe like = but is great-
1y facilitated when these feelings are sensitively hondled, What seems
to happen vhen the languagew-learner is helped by his language "counsele
or® to deal with negative feelings is that the leamer becomss emotionw
ally involved « in & positive way - in the forelgn language, Positive
feelings are allowed to emsrge to become the motivating power &n the

ﬂlﬁ
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learning procesa}

To compare the process of leerning a lenguage with the éounséling
process is not simply using 1aﬁguage-1earning as gn snslogy for coun-
seling. Counseling is essentially 2 communication process that uses
language. Both client and counselor are trying to desl with symbols.
The ultimate aim of all therapy is a change in perception. We hope to
demonstrate that this is also the aim of language-learning. The
person who is trying to learn a forelgn language is striving for s
more adequate mode of existence, frequently in a foreign country. It
is no romantic turn of phrese to say that the disturbed client also
finds himself already living in a strange country - that of his inter=-
nal and external world - and is seeking to find a more adequate mode
of existence in that country. Both learners, the student of foreign
1angu§ge and the client in therapy, can reach their goal of adaptive

behaviour only through the use of an adequate language.

1 Curran has several publications in which he describes the experi-
mandal processes he has used in ddapting counseling skills to the
learning of foreign languages (Curran, 1961; 1965; 1968).

Demonstrations and theoretical discussions have been presented
at a variety of meetings, among them: The Kansas State Language
Teachers' Assn., April 1960; The Spanish Language Teachers' Assn.,
February 1963; Chicago Teachers' College; The Midwest Psychological
Assn., May 1963; and two National Defence Education Act Teacher
Training Institutes at Rosary College, June 1962 and Mundelein
College, July 1963.

Some presentatiohs of color films of high school classes learning
Latin and Spanish were made in a week workshop devoted to study and
discussion of this research and viewpoint. It was held at Barry Colle
ege, Miami, Florida, February 1968 (From footnote in Curran, 1968),
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Curran (1965) speaks of the "affect-cognitive intercommunication®
that seems to éonatitute a basic aspect of counseling, One of the funce
tions of the counseling response, he says, is to relate affect = emotione
al, instinctive or samatic - to cognition., We ean say that the counselor
understands the client's "language of affect,” the feelings the client
has for which he is unable to supply adequate symbolization. These he
responds to in the "language of cognition," symbolizing the client's
feelings for him. The client, somehow, is able to absorb the counselor's
language of cognition, and, in this way, slowly learns {0 speak a more
cognitive language to himself, This does not mean that the counselor
supplies all of his symbolization to the client. The facilitating relate
ionship may siuply enable the client to find a more satiafactory language
for himself, Currean has demonstrated in his research that the learning
of a language 1s enhanced when the learning situation is such that it stim
ulates the counseling relationship, a relationship that aims at dealing
effectively with negative feelings, so that the #client® is free to invest
his feelings in leaming the new language. The term new lanmusge can be
applied appropriately so the student's foreign language as well as to the
more adequate symbolization of the client in therapy. Both are langue
age-learning processes,

Psycholinguistics as a sclence is, as yet, a relatively unexplored
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field (Carrol, 1964; Laffal, 1965, But this is not te say that it is not
a little controversy in psychology (Hobbs, 1962), It might be sald, how=
ever, that as a sclence, Psycholinguistics presents us almost exclusively
with hypotheses that have yet to be substantiated by research and with
directions for further research (Laffal, 1965).

It would be naive, however, to suppose that the study of language
in therapy is a recent phenamenon, language, normal or idstorted, has
been a central theme in Freud's psychoanalytic theory (Freud, 1891), and
modern theories of psychology have recognized how important a part langue
age has played in the psychological growth of the individual (Lazarus,
1965). It is ultimately the element by means of which the individual
commmicates with, and deals with his environment (Caroll, 1964). The
individual?s success in dealing successfully witi: his environment depends
on the adequacy of the language he has learned.

One of the main purposes of this paper will be to investigate the
theoretical foundations for atating that counseling is a languagewlearning
process, laying down, as far as is possible, a sound basis for the theory
in terms of research being dane in psycholinguistics, The writer hopes to
do no more than to present a coherent thesls that may, perhaps, reemphasize
the directions alrsady presented in meny works, for further research in
linguistics and in psychotherapy,




CHAPTER 2

VEAFING IN LANGUAGE

We say that the counselor responds to the "meaning® of what the
client says, DBut what is meaning? linguists, philosophers, and PSychow
logists all will define meaning in different ways, and, in psychology,
there will be almost as many definitions as there are theorists., How-
ever we define meaning, it will be the foecal point of any examination of
language as it is related to psychology, Ye must therefore come to some
definite ‘understanding of the "meaning of meaning" before we can proceed
to examine the language of the client in the counseling process,

Theories Of Meaning In Linguistics

A principle that the writer holds as basic to his thesis is that
meaning has relevance only whers we are dealing with the relationship of
language to its users. For instance, when we are dealing with language
not related to its users-as when studying the mysical;n?operhies of
vocal sound-we are not concerned with the individual who uses the sounds
to commmnicate, Again, studies of the physiology of speech production
and audition do not deal wita .vaning in relation to the user of language.
These studies deal only with certain physical properties of sounds and
with the mechaniecal features of language,

o
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Some linguists, such as Hoijer (1954) and Skinner (1957), have
asought to increzse the rigorousness of linguistics as a aci&oe at the
cost of excluding meaning., These lingulsts deny any relationship that
language might have to a user, With them language becomes like grammar,

hey concentrate on language as no more than a signaling system.

Carnap (1942) divides the study of language into three parts ac-
cording to how it is approached in terms of meaning, The first kind of
approach is the syntactic, which deals with the formal relations of
slgns Lo each other, The second approach, the semantic, deals with the
relationship betwam signs and the objects to whiech the signs are ape
plicable, The third appreach is the pragmatic. It is concerned with
the relations between signs and the users of signs, Pragmatics beconss
the particular area for psychclogical study, since psychology is most
concerned with the users of language,

Another way of considering these approaches to the study of
language and meaning is to apply teo them the concepts of denctation and
connotation, (Carrol, 1964). In semantics we are dealing only with
~ denotation, that is, with the relation of signs to their objects (Carnap,
1942). The user of the signs is not considered., Morris (1946) has
shown clearly that signification is an activity in relation to pecople,
The user is the locus in which the sign is related to its designation.
In this context we cannot avoid the idea of comnotation or what the
sign means to its user. Denotation, on the other hand refars to what is
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the conventional or common meaning of the sign. Connotation, according
to laffal (1965), is "the cloud of associations which trail every verbe
alization,” To understand language, and especially distorted language,

we nust consider this aspect,

"Objective" Mesning And Meaning For The Individual

In order to understand what his language means to the indivie
dual, we sust see him as part of the cammnity or culture to which he
belongs. We must see what language means to the culture, because, ese
pecially in counseling, the culturel or "commnal" use of language is
going to be a criterion of normslity.

One way or another, the client will be struggling to relate
his own perceptions as embodied in his language with those of the come
munity as embodled in its language. We will try to develop here the idea
of common experience and see how the individual drews in his "cloud of
associations? from the common language.

The study of language as a psychological phenomenon focuses
on the individual as stimulated by and responding with language (Laffal,
1965), In seeking to know what language means to the individual, we must
seek to know what goes on inside the Individual when he uses language as
well as what goes on between individuals,

We will proceed, therefore on two levels in this investigation,
First, we will examine what is meant by "communal® language and, secondly,
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‘what is meant by "individual" language. Another way of saying/ the pre~
ceding is to say that we will first investigate the relationship between
words and things, and then zo to examine the relationship between words
and gxperience,

How do words represent things? Take for instance the word "horse,®
This word represents two things that are outside the individual, first the
concept "horse,” and, second, the thing to which the concept refers, the
object horse. There is the sound made by the spsaker, the concept or
"name® the sound represents and the real objJect outside of the speaker
and independent of the name. The object named has a separate existence
from the name, The word is available to the smaicer whenever he wishes
t.b refer to the object he i3 talking about, There is 2 relationship be=
tween the name and the object, but this relationship is not independent
of the speaker, It is the dependence of the word on the speaker that
places the locus of meaning within the speaker, In other word, what does
the nams mean to the speaker apasrt from the real object? The following
diagren will illustrate how the relaticnship between the word and the
thing the word represents, the ocbject, depends on the individual,
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Thought or reference

Symbol ~————— 3 Stands for &————referen
(no direct relation) :

FIGURE I

DIAGRAM OF THOUGHT, SYMBOL AND REFERENTS
OGDEN AND RICHARDS (1923, pe 11)

In deseribing the diagram, Ogden and g;gieharda sayt

Between a thought and a symbol csusal relations hold,
When we speak, the symbolization we esmploy is caused partly by the
reference we are making and partly by soecial and psychologleal facte
ors - the purpose for which we are making the reference, the proposed
effect of our symbolism on other psrsons, and our own attitude., Vhen
we hesr what 1s said, the symbols both cause us to perform an .t of
reference and to assume an attitude which will, according to circum-
stances, be more or less simllar to the act and attitude of the
spoaker,

Between the symbol and the referent there is no relevant relst-
ion other than the indirect one, which consists in its bedng used by
someone to stand for a referent, Symbol and referent, that is to say,
are not comnected directly (and when, for gremmatical reasons, we ime
ply such & relation, it will merely be and imputed, as opposed to a
real, relation) but only indirectly, round the two sides of the trian-

gle, ,(Pnlz)
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The word "horse,” then, refers to my internal representation ef/ thorse."
It would be unsafe to say that my idea of horsa, or, more accu;ﬁtely, oy
perception of the objJect horse fully and accurately represents what is
actually standing there in the field, Similariy, when I use the word
"horse® to another person, the word evokes his parb:!.cuiar internal re~
presentation or perception of the object and I have no guarantee that he
perceives what I perceive, MNevertheless we would both point to the "rew
ferent” and would agree that it was about this object we were talling.
To pursue this line of reasoning would necessardly leed us into
the very caplex area of perception and ihe question of whether we can
actually pevcelve objective reality, Ve will skirt this issue by ase
suming that there is a real object of our perceptions, and ‘that thers is
an overlapiing of perception (of the object horse) for the speaker and
the listene®, The speaker's perception of the object will be like that of
listener, This overlapping in pufcapti.m is what makes language m—-
dividusl sad §“coxmnunal“ (saussure, 1923), What we are assuming here is
that thers is a basis in reality for a commmal langusgs, We are alse
assuming that the language of the commmity is a basis for judging the
validity of the individunls' language usage, These of course are enly
assumpticnsé and allow for cultural distortions, We could consider, for
instance the connotatiom, in certain commnitities, and at certain per-
iods of history, of such words as "Paplso," wm’i "Kraut," "Jap," "Come

munist," and "Hipple," just to mention a few. It seems to be generally
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accepted, however, that the comwnal language 1s the last criterion of
reality, g

Freud sew this distinction between what is peculiarly individual
and what is commmal to language, He distinguishes what he calls the
®word® and "thing® functions, This distinction played a crucial part
in his descriptions of the efforts of schizophrenic patients {0 rew
establish relations with the world, Laffal (1965) cites the case of
expressive aphasia, where the patiemt has forgotten how to name the
object #pencil,® but he can use the pencil quite adequately. The
aphasic patient thus demcnstrates experiential familiarity with the
world. This lends support to the distinetien betwesn "word" concept®
and "thing émaapm“ The "thing concept™ is present to this patient,
but the "word ¢oncept® is not.:

The thing concept or representation refers to a direct, intuim
tive, experiential response to reality, while the word concept refers
to verbalizations which accompany and shape this experiential respomse.
While the aphasic patient is quite close to his experience of things,
he is unable to desl with the comminal aspects of language., He therew
fore sxperiences great difficulty in leaming, since it ia the common
aspects of langusge by which the individual ap lles himself to reslity,

On the other hand the word representgtion can be present when
the thing representation is absent, This seems obvious enough in the
cage of schigophrenisa, 4 achizop?xmic, for instance, can imagine he
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has enemies who are plotting against him. He will talk cahermtly and
logically about his enemles and their stratagems, even though there are
no such enemles. Here the thing representation is inconsistent with
reality, while we might be tempted to believe his story, so good is his
use of the commmal language,

v ﬁm with so-~called normal people we can get into some gray &areas,
We all have had the experience of trying to express something we are exe
periencing, as in counseling, and being unable to do so effectively,
Here the thing representation may be very much present, while the word
representation is absént. Or the word representation may be present
while the thing representation is inconsistent with reality, as is the
tase when we feel confident we saw things happen in the mammer we dew
scribe, only to discover that things really happened quite differently.
In peychological theory, the defense known as Prolection gives evidence
of the latter kind of distortion, What appears to be anger in another
person may be nothing more than my interpretation of emotional cues,
When I say "he is angry," the words are those associzted with ny own
internal experience, but my experiences mey be erroneous with respest
to reality because of my own needs or conflicts,

To the extent that reality and an indivicualts experience do not
match, it may be sald that his word representations prevail over his
thing representations and the he behaves as 1f a thing were 50, when in
reallity it is not so. In more obvious reality disjunctures, as, for
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instance, in the case of the psychotic, the distortions are sometimes
readily perceived, DBut where the distortions are less smr/é s the
break between the reality aspects of things and their representations
in experience, will be much more difficuit to perecoive,

This is precisely the area of counseling, where people are strug-
gling to identify and correect distortions that may be extremely diffi-
cult to pin down, areas which are not as dramatic or as extreme as we
witness in the case of peychoties. It is here that it becomes so ime
portant to deal with the mrocess of therepy in terms of learning a
more adequate language, adequate in that it closes the gap between how
the client perceives things to be and how thay really are, between
what is individual end what is commmnal.

These ideas of thing representation and word representation are
fundamental and always implicit in discussions of language, It is all
too eas# ta overlock the fact that, when we speak of the relation bew
tween language and things we are speaking of language as bound to the
experience of things rather than as bound to things themselves (Lewin,
1936)

la Langue And Ia Parcle

We are assuming that reality is s social phenomenon, It iz de-
termined by & consensus of individuals, It is a matter of common
Judgement, If an individual disagrees with the majority in some ares




at least, we are inclined to judge him as unpealistiec, Langudge, then,,
ual dimension, If I should state that there is a
"gryx" in the showsr, people will not lnow what I am trying to commuri-
cate to them, If I should state that there is a horse in the shower,

on the other hand, they will at least understand what I am talking aw
bout, If I should state that I am going to feed the horse, when, in

does have g ¢

reality, I am referring to the dog, then I cannot expect an adequate
response from my audience, In either cage ny use of the terms “gryx"
and "horge" are "ideosyncratic," that is, peculiar to my way of reprew
senting reality through the use of language (Ssussure, 1932),

The word "ideosyncratic® was first used by Ferdinand de Saussure
(1915). De Saussure used the term 3a Jangue to represent a cumilative,
consensually valid common language, and 33 _parole to represent langusge
as used by the individual,

The diagren illustrates the spe-king circuit between two
speakgraér It inclﬁdes ‘bath the psychological and non-psychological
aspects of speech, The non-psychologlcal aspects have to do with the
physiology of phonation and audition plus the physical means of trene
smission of sound by wibpations,

In the psychological segment of the circult there is an active
part and a passiv e part, The active part has an executiv e funetion
4n which is included everything that goes from the associative centers
of the speaker to phonation, The passive or receptive part includes




Audition Phonation
//
¢ = Concept
C — c ————
— — 3
8 g = Sound image
Phonatlon Audition
FIGURE II

PROGRAM OF THE SPEECH CIRCUITs SAUSSURE (1915 p. 12)

i

every thing that gbes fram the ear to the associative centers, C (conw
cept) ‘o= S (sound image) is active or executive, S (sound image) we
C (concept) is passive or receptive. The executive side of the clrw
cuit is what Saussure calls la parole. The passive, receptive (and oow
ordinating) side is what he calls la langue, which exists by virtue of
the fact that "among all the individuals that are linked together by
speech, some sort of aversge will be set upt all will produce, not ex-
actly of course, but approximately, the same signs united with the same
congepts® (Saussure 1915 p, 13)e

Saussure distinguishes between the act of speaking on the part
of the individual speaker and the phenomencn of language, a socially esw
tablished set of conventions and possibilities from which the individual
speaker drews in speaking:

Thyrough the functioning of the receptive and:co~ordinating
faculties, impresaions that are perceptually the same for all are
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made on the minds of speakers, How can that social product be
tured. in such a way that language will stand apart fram everyth
else? If we could embrace the sum of word-images stored in the
minds of all individuals, we eould identify the soclal bond that
constitutes langusge, It is a storehouse filled by the menbers of
a given commmity through their actiye use of speakdng, a2 grammate
jcal system that has & potential wxistence in sach brain, or more

specifically, in the brains of a group of individuals, For lange
uage 1is not amxplm in any speaker; it exists perfectly only
within a collectiveity.

In seperating langﬁage from speaking, we are at the same time
separuting (1) what is social from what is individualj and (2)
what is essential from what is accessory and more or less accle
dental, (Saussure, 1915 p. 13)
The collective phanomenon which Saussure calls la langue is in itsel!
not the subject matter of psychological study, but it is our subjeot of
study insofar as the individual participates in it or shares it, Ve
have already agreed that language is a consensusl thing and the common
criterion of mguaga distortion will be its deviation from the ¢ommon
language. |
Hall (1951) and Ullman (1962) use a term "ideclect" which ape
pears to be half way between la langue and la parole and is analogous to
la langue for the individual, It stands for the totality of speech habits
for a single person at any time, The ideclect may contain anly a portion
of la langue as 2 social term, but if itA is not distorted in the individe
ual, it will not actually (or at least t;xaomtiaally) deviate from la lane
1 gue., It is necessary to make this dig;inetion here, and we shall retum
to it presently, '

language, according to Saussure, consists of a set of yulesand a
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of potertials made up fram the collection of individual phenomena, The
individual, in turn, draws from this set of rules for his mm use and his
perticular ussges may be referred back to the "general rules® to check
thedr validity in the common language. In this way the idlolect is both
drawn from the cammon language and is validated in the light of the same,
In this way alsc the individual has a touchstone in the coammon language,
in which he participates, Potentially at least, he has a safe criterion
against which to jJudge and correct distortions in his own speech,

Another distinction that Saussure makes is between "syntagmatio®
and assoclative language., "In the syntagm a term acquires its validity
because it stands in apposition to everything slse that precedes it or
follows it or both." (Saussure, 1915 p. 23)s If I say "how are you® or
"good heavensl®, what I say has a fixed ssqumﬁal character. There is
really no ;tber way of making these exclamations and thelr sense comes
from the sequence of the words they contain, Associative relations, on
the pthar hand, are not dependent on the occurrence of & sequence, "Where-
as a syntagm immediately suggests an order of succession and a fixed muone
ber of elements, terms in an associative family occur neither in fixed
numbers nor in a definite order,

For Saussure, a particular word 1ls like the center of a con=
stellation; it is the point of convergence of an indefinite number of Oo=
ordinated terms, Ideally, the word horse would evoke a universally com-

mon set of asscclated words of animals, and, in addition, would have a




mniversally common set of assoclated words Qhesa qualities and experi-
ences would be inwelved in the meaning of the word horse. Suéiithingsaa
sstablés, wagons, riding, racing, fodder, and so on. This nétrlx of 28800
istions could be swmmarized by a set of words hog.dod by the word horse and
could include such words as stable, wagon, ridcggr&ce, hay, mane, whinny,
tail, farm, cow and the like,

Bally, a disciple of Seussure (quoted in Ullmen, 1962, p. 238)
 introdused the term "associative flelds" to describe such relationships
as above, YThe agsoclative field 4s a halo vhich surrounds the sign and
whose outer frinées marge into their environment, The word ox makes one
think of (1) cow, bull, calf, hornes, rutinating, bellowing, etc.s of (2)
tilling, ﬁlough, yoke, etcej finally (3) it can evoke, in French, ideas
of strength, endurence, patient work, but also of slowness, heaviness and
pansivityu'

Such an ideal set of verbal possibilities as in the above pare=
graphs would be the reference dictiomary against which each user would
‘mtch his own particular assoclations and from which each user could
learmn more of the potential which other users might already have achieved,
It would also, by exclusion, show unacceptable, that is, completely idie
oaymratiq;,, associations.

Words eang

We have been trying so Iar, to establish tie connection between
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words and things. This kind of discusslon is necessary in order to lay
gorundwork for a discussion of how language can be distorbod.’./ We have
stated that language is a cml or consansual phenomenon, Henge we can
say that the only valld criterion of when language is distorted is when it
deviates from the commmal language. Behaviour is considered "bisarret
wien it deviates markedly from accepted norms of behavicur (Lazarus, 1965).
Since language is merely verbal behavlor, the same definition of vhat is
bizarre will hold in its regaxd,

Experiments have led to a word-assoclation hierarchy ¥epresentative
of la langue, This hierarehy lends importance to a distinction between
' yerbal stimilation and yerhal response (Laffal, 1965).

In the typleal verbal assoclation task, the subject is given a serw
ies of stimulus wordb, one at a time and is required to respond to each
word with the first diffezent word that comes to mind, This task may be
‘ uz-it.ten or orale Table I shows the actual responses of 1008 subjects to
the stimlus word "table', In this study by Russel and Jenkins, the write
ten form was used,

meutablemmmketheassumpﬁm that, when a stimulus
word such as table is presented to an individual, & set of verbal responses
campareble to those obtained from the group is potentiated (made more likely
to be uttered). From among the many so potentiated, the individual selects
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840 chair 6 wood 1 i‘wr, spoon, lamp,
21 desk Mable bﬁ&lﬂa huge, plate,
15 top 2 door, cup, pool, book, maple,
1l lﬂg room fm, h@ﬁﬁﬂ, aink, ﬁm'

9 et NW, ﬁt)or, Sahle, m, driﬂk’
8 aleoth silver leaf, met, black,
7 dish{es) meat, tsblecloth,
kitchen, flat,
atudy, conpany
TABLE I
ASSCCIATIONS TO TABLEs RUSSEL AKD JENKINS (3.95&)
(N~ 1008

" ene response for utterance. Verbal stimulation refers to this potentia~
tion of associations, representing within the idiolect of the individual,
the ideal constellation of associations in la langue. Saussure described
this pa;;'b of the speech cycle as the passive, receptive side, Berbal re-
| sponee refers to the seleotion and utterance of a response by the indivie
dual, This as we have seen was charactarized by what Saussure calls the
aotivé, executive side of the speaking cycls, 2 parole, Vhere verbal
stimilation is concerned, the focus, is upon the verbal strusture potene
tiated by the stimulus. Whers verbal response is wxler study, matters of
intention and motivation are of prime importance. It is not so much what
the word means objectively or "cammmally® that we are dealing with, but
with what 1t means to the individusl user, and why it means what it means.
' There is thus a parellelism between la langue and verbal stimila-
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tion, and between la parale and verbal response. Verbal stimdation in-
volves a stimulated Individual and an idiolect, whereas m is a
coneeption which, although derived ultimately from the sontributions of
individual speakers, trenscends them in proposing an ideal linguistic
possibility, For the individual, the stimilus serves to bring into play
the relevant portions of }a langue within his idiolect, W is
the actual selection and ulterance of a particular response from those
available.

The hievarchy of responses potentiated by a verbal stimulus is
the storshouse out of which the individual draws in responding, If ne
other variables were operating, the response selested for utterance
would be determined simply by the relsative strengths of the various
choicea, In such situations, the dominant response for an individusl
would be the one given cammonly by the group of which he is a menber,
Obviocusly we see that in many instances, this simple condition does not
apply. BEspecially in the disturbed language of the psychotic patient,
we mos responses that, by our erdteria of commonality and expectancy, are
extremely strange and puzzling, We must therefore reason that factors
other than commmnal response strength have contributed to the response
¢holce, Under gertain conditions normal subjects may also produce resw
ponses which cannot be found anywhere in the tebulations obtained from
comparable subjeots responding to the same stimulus word, Such conditions
obtain in situstions of extreme need and deprivation, In addition, the
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physical setting in which the task of assoclation is preamtej:/i, 1f there
is something striking or unusual responses, It i1s thersfore extremely
difficult to examine with any effectiveness the speclfic reasons for any
. particular deviation from the normal,

Taldng the word ~ assoclation task, in which a stimulus word is
presented and response word uttered, as a prototype the variables which
cantribute to the production of a verbal response may be identified under
four hesdings (Carroll, 1964)

ls The response hisrvarchy. This variable has to do with the ver
bal stimulationy it is the hierarchy of respenses called into play by the
stimulus word. The assoclative response hierarchy obtained from group
rasponses 1s an approximation of the relevant associations in la langue
from which the responding individusl will draw,

2+ HNeeds, confliects, and psychle structure of the subject. This
variable relates to the special needs, conflict conditions, and personality
of the reaponding individual. Under ordinary circumstances, vhere no
marked conflicts or unsatisfled needs are present, 2 highly common res-
ponse will be uttered, However, where there 1s a psychological disturbe
ance, and idiosyncratic or unusual response may be produces,

3+ Reality demands, The pfeaanee of an experimenter as oommunie
cant funotions as a soclal, reality-orienting influence and fosters impliw
citly a socially acceptable and pertinent response,

4o Intrusive stimili, Physical aspects of the task situation may




@ 23 :
foster unuml associations, Where such aspects are cbtrusive, the re-
sponse may be to them rather than to the stimilus word, or ba;.h. Irrele-
vant stimilil may intrude not enly because of thelr accident,l aceentuat-
ion, but also because the psychological state of t.hé subjeet my foster
a diviaion of attention,

The response hierarchy which is tlied to verbal stimulation, the
needsy conflicts and personslity dynamics of the subjeef, the reality do=
minde represented by .ths comunicant, and intrusive stimli are the broad
classes of factors which interrect in the production of a verbsl response,
Intrusive, irrelevant aspects of the commmnication situation are attended
to ordinarily only by extremely disturbed individuals. The factors which
usually bear most weight in the production of responses are the response
hierarchy, the needs and confliets of the imiivml, and the implicit de-
mands represented by the compumiecant, Since the communicant?s role is esw
sentlally to force the response toward a social nomm, toward comprehensie
bility, appropriateness, and propriety, distorting influences may be ate
tributed largely to the individual's special needs and conflicts, These
lead to the hypervaluation of ordinarily subordinate or idiosyncratic as~
scciations, as is often seen in the language of disturbed individuals,.
Words are then used as if certain ordinarily weak meanings or associations
were in fact demlnant, (laffal, 1965)




We can begin now to see how language can take on a very peculiar
meaning, dnpending on thie perceptions of the individual, especlally when
these perceptions are distorted by feelings. Laffal (1965) relates the
case of the intitutionalized schizophrenic whe was visited by his father,
and, when hia father offered him "a nice plece of fruit," he attacked him
ﬂﬁlﬁffkhq In fact, the patient had very streng confliots in the area of
‘homosexuality and was extremely sensitive to any mention of the word
*2ruit,® & word commonly used for homosexusle Ordinarily our associations
te fruit have to do with edibles, For this patient, however, the word
Lrult evoked powerful associations in the area of homosexuality, even
though the circumstances favored associatioms related t¢ food, The patim
ent's pecullar set entered into the forming of thls assoclation, and the
instance shows very strikingly the incidence of idiosyncratic meaning in
a verbal communicatdon,

In the counseling process, we are therefore dealing Witk sll four
variables, We know that the combinstion of all four makes for a2 complex
language structure, Every counselor is aware of thls complexity and trdes
to deal with the variables as best he can, It is his special task to try
to reconcile the needs, conflicts and ppychic structure with the reality
demands made upon the client, He.a'sai.ata, in this way, so that the client
may come to a more coherent language and a move integrated symbolimm,
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Coherent® and "integrated” mean simply more realistic.

Bational Functions Of Language

¥We are now in a better position to discuss the "msaning of meanw
ing". We have already laid down our basic principle, that language has
meaning only insofar as it has meaning for somebody, This statement ddes
not gainsay what lingulsts claim as meaning, We are talking of meand..”
for the psychologist ~ pregmatig meaning, "In its broadest terms," says
laffal (1965), "meaning has to do with how language doss work for its
users," This statement can be tsken as a2 prelinmdnary definition of neane
ing, We will expand on this definition lster. We are dealing here with
language as it is relevant to counseling, Rogers (1965) stresses the
subjective meaning of language in counseling, It s not enough to con
sider the meaning éi‘ what a ¢lient says as something in itself, We must
ask what does this or that response mean to the elimf.

It is difficult to set down just what are the things that language
does to or for pecple. Views of the rational functioh of language can help
us to refine the functlon of language. These views tend to group around
three positions: (1) that langusge is the means by which the user revesls
or expresses his ideas; (2) that language is an mtrxmt of interperson-
8l behavious and its function im to elicit desired x;udpmau from othey
individuals, and {3) that language is essentially 2 means of insorporate
ing the individual into an existing cultural matrixz and of guaranteeing
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his emtﬂbuum to the needs and aspirations of the culture, This last
view has achieved considersble prominence in the last few ye;ru through
the wide publications of the writings of Benjamin L Whorf (1956) .

The first position mentioned is called the mentalistic tredition
(Kantor, 19363 Gray, 19393 Ogden & Richards, 1956). This tradition str-
esses the work of making open and known to others the mental or psychieal
eventsz within the individual, the expression of emotion and the evocation
of attitudes and emotions in others,

Praako (1946) Kantor (1936) and Skimner (1957) favor the secend
position, that language is an interpersonal phenomenon, It is the means
by which the diverse activities of men are coordinated and correlated
with each other for the atitainment of common and reciproeal endst Men do
not speslt simply to relieve their feelings or to alr their views, but to
susken a response in thelr fellows and to influence thelr attitudes and
acts, (Delaguna, 1927, ps 19)s

: 'ﬂmm is apparently no essentlal difference between this position
and the mentalistic, except for a difference in emphasis, The mentalistis
view emphssizes communication, whereas for the interpersomalists, the en~
phasls 1s on the manipulation of others for individual or mutual needs,

We point out these three positions in order to further elarify
our own position about the work of langusge, There is fur more involved
in lenguasge as a means of cammmunication than the fulfilling of individual
needs or interpersomal manipulation, Our position, the third one mante
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ioned, has more to do with the individual as part of a culture and as be=
ing formed by it. We will see how important this becomes 1:1/ the clients
struggle with his culture, in an effort to deal more adequately with the
demands it meakes on him, or to free himself from it,

Ve have Just been lecking at how language serves the ratiomal
functions of man, e can best understand this when we consider how lange
uage can serve irrational purposes in the cases of both children's phante
asy and sthizophrenic distortions, Perhaps from this we can also see more
clearly that, even in the case of so-called nenml people, language is not
entirely “rational," but always has a vaguer, more global, gonnotstive as
pecte

It has been noted, perticularly in the ploneering work of Plaget
(1928) that children tend to use language in a "magleal way, that is,
they mplay longuage as 1f it were a direct manipulation of things, withe
out fnrbhar mediation. Children 01%&5 use %cantations to ward off une
pleasant things or to obiain victory over an ememy {“Rain, rein, go awsy,"
"Everything you say flies off me and sticks to you.") |

This tendendy has been traced by Cassirer (1946) to a tendensy %o
see a complete congruence between "image" or symbol and "obJject," between
the namo and the thing. Plaget (1930) has characterized the young child's
eonstruction of reality as "pure autism,® or thought akin to dreams or dayw




w B

dreams, thought in which truth is confused with desires Plaget mam
this as a pseudo~hallucination which turns desire into roalﬁ.éy and makes
reality accord with a persont!s pleasure, How much this tendency is the
property of children may be disputed, Adults? mtorhima and phantasies
can often be discerned in spesch, as if Just saying samething is so is
godng to make it so, In adults, just as in children, there is often a
confusion between the self and the world which destroys logiesl truth and
cbjective existence, ' |
| There is 2 certain parallelism between the magicel attitude amd
the use of language by children and the schizophrenic use of languagze,
Wemer and Kaplan (1965), for instence, describg a "thinglike handling of
linguistic forms* wiich is the same in young children and in schimephrenic
uses 1mguag§ as the "magical incantatiéns for thing representations which
his phantasy has uniquely comstructed, without regard to reality and come
munal usage, to £it his own needs.,* (Laffal, 1965, pe 35) ‘

 Freud (1915) makes the interesting cbservation that language in
schizophrenics is a means by which the patient attempts to recover a world
from Hhich his 1ibddinal investments have been withdreawn, His language
thus becames a highly personal effort to resstablish contact with the world
arourd him, Words take on a magical quality, providing a conceptual world
not necessarily related to anything in reality, By the same token, bew
cause he thus controls his world by the use of language, it is a constent
and frightening struggle to maintain a world that is free of threat, Is
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this essentially different from the state and struggle of many a ¢lient
in counsaling? He too is trying to make sense of things arm;nd himm and
is bound to his own language in manipulating hls perceptions of reality
and he also is threstened by reality, Perhaps the differe-ce is only one
of degree between the condition of the schizophrenic agd that of the
“normal® client (lazarus, 1959).

We have not yet exhausted this discussion on meening in language,
Before we can refine it to ocur satisfaction, however, it will be necessary
to discuss how the individual learms his language, In the following chaw
pter we will consider some of the theories on language learning in the
child and the adult,




CHAPTER 3
HOW THE CHILD LEARNS HIS LANGUAGE

The individual becomes acculturated through the process of condit-
ioning = language concitioning, In this chapter and the next we will ine
vaestigate how the individual acquires his pecullar needs and how these
needs are interwoven with his language., ¥e ¢an see only by such an invest=
igation how the individual ingests his culture with iis healthy and une
healthy aspects, In counseling the ¢liemt is constantly dealing with things
learned from his culture. It must be remembered, however, that the culture
plays only a limited part in the conditioning process, The individual also,
to a large degree, conditions himsel{, according as he reacts to his exper-
iences, both culturel and internal, If we look only %o the culture or the
environment of the individual to explain his behaviour, then we must dise
count the possibdlity or the imdividusl changing his perceptions and his
attitudes towards his experiences. We would then have to discount eliente
centored counseling in favor of edther conditioning the client to adjust
to his emviromment, of of changing the envircnment itself, Our belief is
that the counselor, in helping the client, seeks to free his as far as
posaible from previous conditioning, so he can be more or less autonomous
and spentaneous (Rogers, 1965),
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| The Swiss psyehologist Plaget and his associates have been respone
sible for an intense program of research on the develomment of thought in
the child (Piaget, 1926)3 their interest in the langusge develomment of
the child has actually been secondary, Plaget distinguishes four main perw
iods in the development of the child!s Thought, and since in their chief
features his findings have been confirmed by other investigators, they dew
VSC}W’B emphasis here,
The average ehm in Western culture passes through the following
stages of development (Cf. Almy, Chittenden and idller, 1966) |
acquisition of perceptual invarients: two to years of age preoperational
intultive thinkings two to seven years of age concrete operati onal
thinkingz seven to aleven years of age formal, propositiomal
thinking: eleven upwards
| The first stage lays only the foundation for thought development.
It is the stage during which the child leams to identify the main features
of the world armm& him and some of thelr essentlal properties. He has to
to percaiw certain aspects of his environment as unchanging despdite the
various forms in which they may appear. These perceptual invarients may
be thought of as the basis of thought and language. The child learns the
"meanings® of these percepts not only in terms of thelr direct sensory
qualities but also in terms of the way cbjects and surfaces react to the
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various kinds of mendpulstive responses (touching, hitting, biting and se
on) that he finds he can make to them, medthamdafthiapaﬁmth& :
child has built covert, internalized, representational responses arcund
hhése perceptual inverients, for he can now delay his responses t® a stie
milus when it is absent, | -

In the next stage of mental development distinguished by Plaget,
the ahim wrestles with further problems in the interpretation of his en-
viranent, namely, the understanding of relationships among the percept-
ual invarients he has come to recognize. He must arrive at elemsntery
concepts of space, time and causality, but in doing so he remains for a
considerable t&m in th.: Ypreoperational stage® in which he makes what
Plaget calls intuitive judgements about relaticnships. For eample, if
the child is shoun two rows of beads, each containing four beads but with
¢ne row spaced further spart than the other, he will in this stage cone
sistently act and bslave as 1f the more widely spaced row actually has
more beads, Likewise, the child in this stage will maintain that a tall
beaker, intc which water from a low, wide beaker has been poured contains
more water than was present when the self-same water was in the low wide
beaker, The child has not arrived at a notion of the conservation of num
mber or quantity, He atiends to only one property of experience at a time,
and eannot see how two or more prépartim (such as height and widty) ean
interact or trade off with each other (Carrol, 1964).

As 2 result of further lesrming through experience, the child




.33..

eventually passes into the stage of "concrete operstional thinking",

He has acquired concepts involving complex relationships, st/mh as that
of the conservation of amount, welght, volume, size, and number, and
has attained what Plaget calls reversible thinking - that 1s, thinidng,
that can tmée a physical operation back to its starting point and ace
count for the transformations in its appearance., He can elassify ocbw
Jects into groups of different sizes on the basis of different qualite
ié;; he can arrenge objecta in order of magnitude with respect to &
given attribute, and he can perform such operations as substitution and
the recognition of eguivalences, But all this thought is bound to actw
ual, tangible, visible materials and objects. IHe connot at this stage
imagine possible, potential relations among these objects, or manipulate
possible relations among absent objects,

These latter capabilities develop, according to Plaget, only dure
ing the stage of formsl, propositional thinking, that is, at around the
start of adolescence for most children, It is during this stage that the
child starts to think in terms of purely loglcal propositions which can be
‘stated and tested against facts drawn from other experiences, This is the
stage at which the child begins to be able to deal effectively with forme
ally stated syllogisms,

The unifying thume in the work of Piaget is the gredual unfolding
of the individusl's ability to comstruct an intemazl model of the universe

b

around hm and to perform menipulations on that model sc &s to
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clusions about the probable past history of his environment or the pro=
bable results of possible actions that could be taken upon amt eanvipe
cnmé‘m’.. The ability to do this is the essence of all "thinking® in the
deepest meanings of the term.

The four stages of mental development listed by Fiaget correspond
to four st.ag?;g in the working through of any process of thinking (Gamll,
1964)s The pmthiptd.ng stage in which “perceptt;al inverients" are agw
quired by the infant corvespunds to a stage of congept formation or cone
cept attalnment in which the basic entities which function in any perti-
cular context must be identified and recognized. The preoperational, ine
tultive stage may correspond to a type of "incubitive® thought reported
to occcur even in adults when concepts involved in a problem are allowed to
interract somevwhat freely, The concrste operetional stage corresponds to
2 stage vhen one expaﬁments either overtly or covertly with the tangible
referents of thse concepts, The formal, propositional stage corresponds
to the process of constructing aliernative hypotheses regarding a problem,
or nking together a series of infemc#s ,éonceming a aituatim. ‘

The Motivation Of Thinking

No process of thinking occurs without motivation, or, cause, In
infancy, primary drives such as hunger, thirst, and the need for wammth
provide a basis cn which certain objects (such as foods, blankets) are
-:discrlnﬂ.nat«ad, recognized, and built into concepts, but it is difficult to
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agcount for all the behaviour of this perlod without also mking reference
to secondary, learned drives. In childhood, thinking is mt;.vated not one
1y by the need to solve problems concerned with the child!s interactions
with other people and with his environment, bul also by a "need to underw
stand" or to know, relnforced by experiences in which iméwledge about the
envirorment has been put to good use in solving problems of adjustment teo
it,.

Adults? thinking is also motivated, whether very diffusely, as in
day~dreaming and m‘ario, or very apecifically, as when a parti ular proe
blem urgently needs to be solved, An especially strong motivation for
thinking arises from what Leon Festinger (1957) ealls cognitive dissonas
nce—a state of affairs that occurs whenever two ideas are in marked cone
flict, as when one is presented with an objective fact that appears to
undercut one's cherished bellefs, Festinger shows that people are strong-
ly motivated to reduce such cognitive conflict-—elther by changing thair
attitwles, seeking more informaticn, or restructuring or relnterpreting
the informstion aveilsble to them,

Concepts

Any analysis of thinking must give an important role to what we
enll concepts, In the process of growth, a perscm'# perception of his une
iverse will be measured by the conceptual fremework with which he deals in
the process of thinking,
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The first concepts formed by the young child are the pmaptw.l
invariants of objects, sensations, sounds, and feelings. They are inw
ternal representations of elasses or categories of experience (Carrol,
1964)s As the child leams langusge, he learns socially reinforaed
names for these categories of experience, He can even shape his beha«w
vior arom:sd ﬁ&emal representations of cgﬁcepbs; for exerple, a child
at a certain age can take a pencil and draw a square on demeand,

Not all ecancepts are built out of raw sensations. ;ip;:sm-entljr
sme concepts are built out of partial similarities in the responses to
sensations, and since sane of these responses are internal, 1t can be _
sald that soms concepts may be bullt out of other concepts. Take the con=
cept of "oppositeness,” which must be built out of instances in which it
is noticed that one extreme of any dimension of sensation is comtrasted
with the other extreme, Slimilar anslyses may be made-for concepts like
"number,” "relations," or "randomness,” whose genesis has beern studied by
Plaget, We can now broaden our definition of concept by asserting that
any concept ia the intemal representation of a certein class of experie
ences, these experiences being either the direct response to aspactis of the
- external environment, or responses to other expsriences,

In theory, an infinite number of concepts are possible, since exw
periences may be classified in an infinity of ways. A concept can be arbw
itrarily constructed by combining other conceptss "“All Coloredo spruce
trees between three and five feet in height situated on U.,S. farms of 100
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acres or more”, But most concepts used in daily life, are based on
classifications of experience which have been found useful in some way,

That concepts play a role in interpreting experience follows
from our consideration of the use of concepts in thinking., If our
manipulation of our experisnces is a funstion of eonceptualiszation,
it follows that further manipulation will be a function of the "tools"
already at hand,

Our definition of the word "comcept®™ can be stated thus; a
person has learned a concept when he can, with a high degree of relia-
bility, diseriminate between instances and noninstances. This defini-
tion i3 usually satisfactory, but many individuals who know a congept by
this definition are not sble to formulate the concept verbally (or in
whatever mode of sommmnication is appropriate, for example, in visual
or asoustic terms) or to commnicate it to others. In fast, several
experiments have shoun, apparently, that it is possible to learn a
concept without being aware of the basis for it; the individual simply
learns a response to the significant features (that is, the "eriterial
attributes™) of positive instanves of a concept without being aware of
this response, In one experiment, Lorraine Bouthile (1951) had sub-
joots memorize a series of pairs, like elephant-path and recognize-sero,
Sho‘ then presented them with multiple~choice items like the following:

hexamster: (1) btd (2) tax (3) fat (L) get
Many subjects were able to choose the correct answer--tax--just on a
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“hunch®, not realiszing that the correct answer was always formed out
of letters ineluded in the stimulus word, Because such "’umoﬁueim“
concept formatlion is possible, in acme contexts, it is useful to define
concept learning in terms of the ability to recognisze instances and
the ability to formulate descriptions, or to construet instances of
the concept, The bole of verbal formulations in this kind of thinking
progess is obvious., In fast, to think of the modes of concept atitain-
ment most commonly employed in edusation is suffieient to establish
this role,

Researeh by Eruner and his associates (Bruner, J., Goodnow,
Jos ond mustin, G., 1956) illustrates situations in which subjests
develop and test hypotheses (that is, tentative internal represneta-
tions of experiences concerning the cencepts they are to acquire),
They point out that this kind of intermal proceas parallels, at a
simple level, the behaviour of the seientist seeking regularities in the
phencmena he is studying.

These are, however, kinds of concept-attaimment tasks where
the concepts are so difficult or the attributes so lacking in salience
that learning is gradual and hypotheses seem of no avail. In such
cages, subjects find they must resort to "spectator behavior", simply
waiting for the presentations to suggest suitable hypotheses,

It is interesting to note that both the "seientifie" process
demongtrated here and the "speetator behaviour® can easily be seen
in the counseling process,




The most interesting objeet of study in thess concept-forma~
tion experiments is how the individual arrives at hypotheses to teit,
for testing & hypotheses is itself relatively sasy. PFast lecarners
in these experiments are those who ars faeile in constructing
hypotheses, either on account of seme general trsit (intelligence?)
or on ancount of their previocus aequisition of a rich variety of pat.
ternas of response likely to be useful in such experiments, Thus,
tranafer of prior lesrming ("learning to learn®) can be affective in
concept-attaimment taska, As far as counseling is concerned, we might
well ask if a large part of the process is not simply & matter of corw
recting a fanlly lemrning system or of setually developing a more
effective ability to "learn to learn®.

Problem~Solving: The Manipulation Of Concepts

During a llfetime, an individual asquires a goodly stosk of
concepts, He may also have acquired nmmes (words or phrases) for many
of these concepta, but it is not necessary for all concepts to have
names. Some remain abt the kinesthelic or perceptual level: For example,
the concept of the lever is utilised by a farmer when he priss up a
stone, even though he mgy not verbalise it with either of the words
lever or pry., In such a case it might be thought we could dispense
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with the notion of concept and assert that the response of the farmer
is a direct learned response to a particular kind of problem, nmmely
a stone which is hard to move, Nevertheless, the fact that the
farmer may exhibit considerable planful behavior ~- going to get a
erowbar, digging a socket for it, and finally moving it in a certain
direction ~- suggests that there is more than a direct overt response
to the problem situation. On the other hand, the farmer might be
hard pressed if someone asked him to explain how even a not-very-
strong child can move, with a crowbar, a stone much heavier than him-
self, What we can see here is that, although mueh learning, particularly
for the child, taokes place as a direct response to the enviromment,
highere processes can take place only through the manipulation of so-
called labels, It is this kind of manipulation of labels that can
account for more complex development of leverage in engineering,
Likewlise, as we will see later, it is the work of counseling to deal
with certain kinds of primitive learning that has been incorrectly
programed, through the use of verbal manipulation, in order to more
correctly conceptualize it, and more effectively program it.

All problem-solving ~- that is, thinking oriented toward the
selution of problems ~~ can be regarded as the manipulation of concepts
that are evoked by the total situation and that may or may not be
relevant to the task at hand, Depending on the nature of the situation
this manipulation msy be at one extreme wholly internal, that is, not
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ascompanied by detectable overt bshavior, or at the other mrm,.it
may be almost wholly overt, direetly involving relevant aspeats of
the enviromment., The fermer extrems would be exemplified in the so-
lution of & mumerical problem by a lighining caloulator using mental
arithmetic, the other extreme would be repressnted by the solution of
a mechanigal pussle by manipulating it with guided trial and error.
Wo must alse resognise the utility of other forms of interastion with
the exvirerment, such as making peneil sketches or physical modsls,
solving mathematical equations on paper, or verbally farmulating ten-
tative conslusions. Among the fastors that may determine whether an
individual will solve a problem are the following:
1. The individual's repartoire of relevant concepts.
2, The soneepts evoked in the individual by the structure of the
3. The individual's skill in manmipulating the concepts evoked,
his strategy of solutiom, his flexibility in changing his
node of attagk, and his ability to pereeive the relevance
of a concept.

These points can be illustrated by reference to what is proba-
bly the most famous series of experiments on problem-solving -~ Norman
Maler's experiments with the “two-string problem" (Maler, 1931). A
subjest is introdused inte a reom with twe pieces of string hanging
from the eelling and teld that he is to tie their ends together; they
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are too far apart for him to reach both ends at once. The roam is bare
exvept far a chair, & piece of wire, and a pair of pliers, Several
solutions of the problem are possible; one of them, however, seens
to be partienlarly difficult fer subjects to attain, This is the
solution in which the end of one of the pieces of string is to be
weighted with the pliers, sel swinging, and caught alter the subject
has moved to grasp the and of the other string. The eritical concept
is that of a pendulum, and suscess usually follows as soon as the
subject sses that he must make one of the strings into a pendulum,
For many subjects, however, the situstion does not evoke this congept
readilys handing strings are not perceived as potentially swinging,
nor are the pliers peresived ag a waight rather than as a tool, 3.
Gelfand (1956) found that subjects who have somehow besn reminded of
penduluns befere being introdused te this problem (fer example, by
doing sone nemory work that involves the word pendulum) will tend to
solve the problem more quickly than etherwise, Yet anvther technique
for svoking the relevant coneept, noted by Maier himself, is for the
experimanter "aseidentally® to brush sgainst one of the striwgs,
setting it swinging.

Thinking, then, consists largely of the manipulation of acquired
concepts, Ve can samlily sse the dependency of sucosssful thinking
(can we ¢xll this "normal® er “healthy" thinking?) upon the proper
learning of cemplex teshniques for manipulation, It seems almost
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impossible to cope with experience without the properly learned ground-
work. We have established the role of words or "labels® in the process
of thinking. The extension of these learning ideas into the area of
counseling is almost self-evident., The process of counseling is es-
sentially a learning process - a process of learning to "think",

Language And Cognitien

We will prasently examine Behaviourist theories of language
learning. At this point, howsver, we are in a position to exsmine
more at dept the part that language plays in thinking. We will now
examine the position that the more complex kind of thinking called
"reasoning” requires the use of language for its existenss and de~
velopment. /mong the ideas that we shall want to examine are these:
that language may facilitate thinking allowing it to be more cemplex,
efficient, and asgurate; that language may in some cases inhibit or
misguide thinkings and that the structurs of a particular language
may channel thinking and thus cause the users of that language to
thrnik either more or less efficiently and accurately than they would
if they were to use another language, or even to arrive at different
conclusions or different solutions to problems frem what speakers of
the other language would do.
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Language and Comcepts

We have already studied the processes by which children scquire
concepts; we defined a concept as an internal representation of a class
of experiences.

what is the relation of language responsss to these consepts?
It is possible, for a child to learn a language response without recog-
nizing the underlying ooncept -~ he may learn simply to echo a word,
without understanding it, or he may use it in an inappropriste context,
But learning to use a word in a meaningful way -« that is, using it in
such a wey that it will be consistently socially reinforced -« implies
that the child has acquired the comsept which underlies the linguistic
response, The ehild who can use the word ball for the same class of
experiences the members of his speech community do has, we may say,
asquired a ooncept called ball, and he will use ﬂxiﬁmdwhenha en«
counters new instances. If he shows any tendensy to overgensralize the
ooncept -~ gay, %0 call a strawberry a ball -~ he will be corrected,
If he Wﬂima the concept -~ that is, falls to apply it to
certain experiences -- the tendensy will probably bs corrected when
others use it for that class of experience,

One function of linguistic forms is to provide a cue for the
formation of a new concept. The adult who tells a child that there
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is such a thing as a platypus, for example, alerts the child to the
existense of a possible class of expariences; pictures and démip-
tions of platypuses then help the child to fix the boundaries of this
class of experiences, Perhaps the ¢hild will never asctually see a
live platypus. Even the word unicorn is a name for a possible class
of expariences and the child who lsarns this concept would at least
be able to identify a unicorn if one ever pressnted itself! Some
concepts are axplicitly imaginary, like i = -1 in mathematics; they
refer t0 a concaivable and useful elass of experiences that will, it
is known, never occur in reality (Carrell, 196l).

One cheractsristie of a language that can be used in general
communication is that it provides words or linguistic forms sufficient
t0 catalog or desoribe all or nearly all the ramerimces or classes of
experiense that occour to the user of the language, Of course, lan-
guages vary in the siaes of their vocabnlariess the vocabulary sise
of a language is chiefly a function of the state of advancement of
the aivilisation which underlies it,

Many of the conoepts of language are lsarned without the
learner's being aware of them, Thus we can oonclude to the kind of
insorrect conditioning we encounter in the e¢ounsaling process. Most
gramatical concepts are lesarned in this way., Even though these con~
cepts refer to certain elasses of experience, many people never be-
come aware of thess ¢lasses, If presented with two sentences with
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partially similar structure, many people have difficulty in identifying
the analogous parts. For example, what word in the second sentence
has the same grammatical function as him in the first sentence?

We showed him the way to get there.

He wanted to buy his mother a present.

It is probably at this poimt -~ that is, the grammatical con-
struction -~ that language structurse begins to be of real help in aiding
thinking beyond what could happen without language. By means of gram-
matical constructions one can learn, remember, and manipulate more
coamplex concepts, such asi

the boy's hat

herbiverous mammals

the top of the Rock of Gibraltar
proeccupation with litigation

excess of income over outgo

poychologist aroused over ethiecal problems
two right turns after each left twrn

Thinking aided by language is called reasoning, and the ability
to reasen depends largely on the ability to formulate steps in an infer-
ential process in terms of language, whether the language be overt or
covert (Carroll, 196L). The speaking a subject does in the course of
solving a reasoning problem does not seem to be identical with reasone
ing processes but instead a rather inaccurate and hazy report of them,
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It is thue difficult to obtain evidence on the proposition that the
abllity to reason depends on verbally formmlated inferential steps.,
HNeverthelaess, the content of reasoning processes frequently can be
stated only in verbal terms, even though the end result of a reasoning

process may be an action, such as a decision to buy an automobile,

The Role Of Language In Cognitive Development

inimale can perform many tasks that appear to require "think-
ing" or at least some internal process which is not immediately open
to observation, For example, an adult monkey ¢an be trained to perform
the "double alternastion problem" ~~ that is, to learn that, in a se-
quence of trials in which he ¢an look for food under either a box at
the right (R) or a box at the left (L), the sequence which will always
get him food is RRILARLL . « « « Some kind of symbolic asctivity
appears Lo be involved because the menkey has to remember, or keep
track of, whether he has looked under a given box before. We cannot
say whether the monkey "counts® in any sense; all we can really know
is whether he can learn to perform the task.

One of the methods used by psychologists in studying the
mental development of young children is to give them some of the same
problems that they give animals, That is, a child is introdused inte
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a situation analogous to what might bs presented to a rat or a monkey;
vhile the experimenter may talk to the ¢hild, he will talk enly in
generzl terms (saying samething like, "We're going to play a new game®)
and will aveld telling the child what the experiment is about or what
rules are to be followsd, The advantage of this procedure is that it
allows the experimenter to study the speed snd accuracy with which the
child gan "figure ocut" for himself the rules or principles of the ex-
periment, The double alternation problem deaseribed above has been
tried with c¢hildren. It has been found that they cannot learn to e
perform it until they are about three-and~a<half years old at the
youngest, and from that age until about the age of five, they cannot
verbalize the rule by which they perform it. By the age of five, most
normal children ean both learn the task and verbalize it, There is
no systematically collected information about how early children can
be taught to double altermation problem by wverbal instruction alone.

It seems obvious, however, that if a child has already lsarned
a concept verbally in the course of his sveryday development, he would
be more likely to perform suecessfully in any problem situation where
this conocept is ecritical, This conclusion is supported by a mmber
of experiments. O. C. Spiker, I, R. Gerjuoy, and W. 0. Shepard (1956)
tegted a group of children aged three to five and divided them into
those who could say somsthing like "middle~sized" as the way to describe
the middle-sized menber of & series of three stimuli, and those who
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eould not. Thip capability was then found to be highly eorrelsted
with the child's performance in & comcepit-attaiment experiment mérs
it was necessary to choose the niddle-sized stimulus from sets of
mmmm&mabmmeamnrmnmuvmﬁ.
(when the absolute size of the middle-sized stimmulus was constant,
prier learning of the comcept “middle~sized" turned ocut to be irrelw
evant becawss the children oould learn to respend to the absolute
size of the eritical stimulus,)

There has been maoh interest in the question of whether
langusgs reaponses help or hinder nonvaerbal behavior in ways that go
bayond the enes indicsted abeve., Does having names for atimuli help
one respand differentially te them? Doss 1t help one resesber them,
or use them in further problems? This question has now been lnvesti.
gated fairly axtemsivaly, both with children and adults, although the
answers we have are not always clear or eonvineing, and we have no
. settled theory to explain the results (Carroll, 196).

(ne thing seems olears; Having names for things does not alter
our absolute cspacity to disgriminate among these things when they
sre oxtremely similar, Workers in dye factories learn many more names
for aolors and hense Daomme better able to diseriminate eoloars. The
latter part of this statement is not quite true, if by "diseriminatien®
wa nean the ability to deotect & amall difference between two stimuli
whan they are juxtaposed, as in a paychophysical experiment. Highly
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sikilled workers in eeccupations dealing with coler or taste or any other
myﬁmﬁmmmmmmwmwmwmmn
sieal diseriminations than the average person (unless they have been
selected for sensory ability im the first place), Dut the spesial names
they lesrn for colers do help in ene way: They facilitate commnicstion,
and, vhat is more interesting for the present discussion, they enhanse
the ability of people to recognise and identify particular hues from
memory. This has been demenstrated by R, W. Brown and E. H. Lermwsberg
in an experiment with American sellegs women (Brown and Lexnsberg, 1954).
In ons part of their experiment, they established that a series of colors
differed in what they callad codability. Highly oedable solars were
thove whigh tho wemen named easily and promptly, and fer whish there was
high agreement on names. In the sscond part of thelr expsrimsnt, they
showed that the codability of a color was signifisantly related to how
well it sould be recognized in a task sush as the following: A subject
was shown four solors simdtanecusly for three seconds; then after a
half mizmte she hod to find these solors in a large chart centaining 120
colors systematically erranged. When the subjeets were asked how they
performed this task, they reported that they named the ¢olors to them-
selves vhils the eclors ware exposed, and then used the names they remem-
bered in finding the sclors on the large chart,
The advantage of words in varicus sorts of tasks in whieh

perceived impressions have to be "stored" and rememberd in some way has
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been demwnstrated in mmerous experimenta. The superier potenny of
umﬂwaamiwctammﬁmumﬂgdmmmaml
experimont ls designed sc that an equal smmount of attention is paid
to the stimuli during imitial learning, K. He Kurtz and C. I. Hovliand
(1953) had one group of children eirels on a shest of puper the werds
that went with a series of cbjects being shown ¢ them, while another
group sireled pietures of these objecks, Onw week later, the first
group of children were better able than the secend group te recall or
recapiise the objects that had been shown, Also, the posaibility of
modifying the learuing of subjects by varying the "meaning® of words
or other verbal responses has besn slearly shown in vapious experiments,
If two differert objeets (o stimmli) are sssigned the same nmwe by the
experimentar, the twe objects are more liimly 40 be respondsd to in
the same way than if the objects are given different nsmes, Winifred
Shepard (1556) feund that teashing a ohild to call a series of red,
erange, snd yellew lights by the same nonsense-gyllable names will
cmwe him to geperalize a tutton-pushing respense to all these lights
even though the ariginal training vas enly to the red light,

1f, words assigned to stimuli can modify an individual'ls res-
ponses te those stimmli, it is possible that the individual ean be
deceived by thess labels, ar at least, have his responses changed in
ways that are not completely what he might desire if he were aware of
them, This fact is the basiz of eertain semantie fallasies to which
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we are prome, If a certain kind of payment to the unemployed is
called "social insurance bemefits" it is likely to be perceived
favorably, whereas if it 1s labelled "relief” it is likely to bs pere
ceived unfavorably. Let's look, however, at experimental evidense on
how verbal labels can sometimes deceive a person,
A classic experiment on this problem was done by L. Carmichasl,

He P, Hogan, and A, A. Walter. They found that when subjects were
briefly exposed to the figures shown in Figure III, and later asked
to reproduce them, the reproductions were influensced by the labels
assigned to the figures at the time of criginal exposure. For example,
the tended to be reproduced as something like
if it had been labelled "eyeglasses® whereas it might be reproduced

if it had been labelled "dumbbells"., Further experi-
mental analyses of this phenomenon support the conclusion that the
lsbel presented by the experimenter temxs to "channel® the stimulus
function of the figure in the direction of the comcept representsd
by the label, unless the subject has prolongsd opportunity to study
the figure, or the delay peried is relatively shert, it is prinsipally
this "oonsept™ that is remembered, rather than some direct represen-
tation (Norcross, 1958). Indeed, even subjects who are mot shown
any verbal label will invent thelr own labels and their later repro-
duetions of the figures will often revezl the nature of these labch.
It should be noted, incidentally, that the use of a lsbel, whather
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by the subject alone or also by the experimenter implies that /thz lsbel
refers to a concepts thus, the figure is perceived as being one of a
¢lass of similar experiences named by the consept.

A label is not particularly useful when it does not readily
refer to a well-learned class of experiences, For example, afforts
by several experimenters to teach people to recognise novel wisual
patterns better by assigning nonsense syllables to them have not

been successful,




FIGURE III

The influence of language on perception (Carmichael, Hogan and Walter,

1932, p. 80). To one group of subjects, the stimulus figures were pre-
sented labelled with the words of Word List I, and to another growp of

subjestes with the word of Word List II.

Stimalus
word List I Figures werd List II
Bottle & Stirrup
Crasecont Moon ( Lotter "¢
Beehive , \ Hat
Eyeglasses O_O Dumbbells
Ship's wheel ﬁ Sun
Gun I> - Brocm
Two | 2 Bight
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An experiment conducted by Kathryn Noreross has sometimes
been cited as evidence for the "acquired distinctiveness of stimuli”,
{Noreross, 1958). She taught children the names zim and zam for the
faces in one pair, and the names wug snd kos for the fases in ancther
pair. Later she had the children learn a motor response (pushing a
particular button) for each face, and found that the responses were
less easily learned to similarly named faces (zim, sam) than to dis-
similerly named faces (wug, kos). ©But since her procedure galled for
the child te say the correet name for each face before making his
rotor response, her experiment may be regarded as showing merely that
it is harder to loarn associations to relatively similar verbal stimuli
than to dissimilar verbal stimuli. It is diffieult to conceive of sn
experimentzl design for demonstrating "scquired distinctivenese of
stimuli® that will not be subject to the critiocism that the diserimi-
nation is made in response to words, or more gensrally verbal mediation,
rather than to charasteristics of the stimuli that are somehow invested
in them by the words assigned to them, The hypothesis that diserimi-
nation responses can be made to verbal mediators seems 2 more reascn-
able interpretation of the fagts.

Paople vary in the degree to which they notice and econcern
themselves with the various kinds of attributes that characterize the
things and events of the enviromment. A forester will be more ready
than the average person to motice differences among various kinds of
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trees. A mashinist would more readily notice the difference between
right-handed and left~handed bolts than the ordinary person weuld. |
These differences in response-tendency come about through learning,
tut there is evidence that language can play a special role in this
learning. The vary existencs of contrasting words for different cat~
egories or for different values of a dimension drews attention to
these categories er values, and if a person has to learn to use these
words in a way that is abBeeptable in his speech cormmnity, he must
of necessity notice and diseriminate the carresponding stimuli. The
effect of language is thus to make the differences among stimli more
noticeable, or salient, than they would octherwise be,

The important role of verbal mediators in behavior can hardly
be danied. It supplies a ready explanation for many otherwise incom-
prehensible changes in behavier as a child matures. In his early
yesrs, the child’s responses 1o his enviromment tend to be direst «-
the ocutcome of immediate connsctions that have been lsarned between
stimnli and responses, either by classlcal or by operant conditioning,
As the ¢hild attains concepts which he can retain and respond to in~
ternally, he is able to respond to the snviromment in an indireect,
less immediate mammer. For example, at some point in a child's devel-
opment he e¢an be taught to identify the larger of two stimmuli no matter
vhat their absolute aiszes may be, whereas at an earlier stage he can
respond only in terms of absolute sizes. He is presumable responding
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in terms of a concept rather than in terms of direct perceptions of
stimli, If the learning of a consept is accompanied by the learning
of a particular verbal response, the potency of the oconcept in
behavior is likely to be enbanced; concept learning is more likely to
be accoppanied by overt verbal learning, the older the individual is,

One affeet of the development of werbal mediators lies in
naking the individual better able w state and test hypotheses., In
fact, this trend seems to be highly correlated with mental development
as a whole as moasured by mentsl lests,

Bshavicural Theories Of Language Learning

Ve are dealing here with the way human beings learn and use
language signs in a speech commmunlity, UWe have to investigate the
different theories of learning in order to understemd how a person
asoquires language and how language affects both the individual and
the ecommunity, and, incidembally, how the community affect the in-
dividual through the use of language conditioning.

To comstruct a payshological theory of learning, we can make
use of several kinds of information available to the psychologlist:
(1) observations of children learning linguistic behaviour in
naturaliastic settings; (2) the paradigms of learning yeilded by
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paychological theory and experimentation; (3) the results of experi-
mentation in the teaching of linguistic behaviour to human beings;
and (4) experimental studies of the linguistie behaviour of mature
speskers of a language, that is, persons who have already acquired a
system of linguistio habiis based on “meaning. (Carrol, 196L.)

Observations Of Children In Naturalistic Settings

Even before he learns to speak, a baby learns to recognize a
particular speech form as a sign of some stimulus or e¢lass of stimmli,
The speech form may be a particular intonation comto
a sequenze of segmemtal phonemes. In either case, the learning
paredign that seems to fit this case most direstly is that of classical
conditionming, where a conditioned stimulus (such as the sound of the
word dog) presented similtansously with, or just before, an uncondi-
tioned stimulus (a read dog, or 2 picture of ome), comes independently
to evoke a conditioned response similar to the unconditioned response
evoked by the unconditioned stimulus,

sy OF it may be

It is diffieult to define what exactly 1s the unconditioned
regsponge to the sight of a dog or the picture of a dog. Some writers
have tried to identify such a response with overt responses, such as
patting, withdrawal, signs of emotion, but this line of reascning is
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umnecessary and probably incorrect, It seems suffieient to sgy that
before a child starts to learn the meanings of linguistic signs, ha.
lsarns to make pure percepliual responses to objects and events in the
world around him. He recognizes certain stimli or stimulus confige
urations as being similayr to gonfi rurations he has experienced before.
Certaln faces, toys; items of wearing apparel, foods, and so on, come
to have perceptual identities in the child's experience, The same
ean be aaid of qualities of experience such as selors, sizes, intensi-
ties of sourd, and experienccs of touch, as well as experiences of
motor astion (sueh as pulling, hitting, eating). Perceptually, these
exparienses are of constancies; for example, a favorite doll is recoge
nized as a comstant, identifiable experiensce no matter from what angle
it 1a viewed, and no matter how it is felt or touched, It iz probably
trme that there are, In the repartoire of young children a large
mmber of perceptual ldentifying responses to common experiences,

They are govert responses thal are ordinsrily unobservable, but their
presence can be inferred fram the overt signs of recognition that the
child often makes, (Mednick, 196k,)

This long disgression is neeessary in order to understand
fully what kind of responses Dunction az the unconditioned responses
whan an infart is comditioned to respond to a linguistic sign by
elassical conditioning. Pub it is well known that the conditiomad
response is seldem precisely the same 2s the uncenditioned response.
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FIGURE IV

ESTARLISHMENT OF A MEANING RESPONSE THROUGH CLASSICAL
CONDITIONING (Carroll, 1964)

(previcusly .
Unes estabiished) > UneR
(ewvebsl o6t @

R copditioning
Une3: Uncenditiomed Stimmlus, UneR: Unconditioned response,
& recognisable external stimu~ & psroeptual response to the
1\:32 8.8., a dog « live or external stimulus,
£3: Conditioned stimlus, CR: Conditioned response, a
presented in tuporal con~ fragtional part or representation
tiguity with Unes, e.g., of UncR, that is, a meaning
the spoken word “dog®. response,

Note: The joint presentation of UneS and CS must occur often encugh
to allow a reliasble CR to oceur.

Se it is in learning a respense to a language sign. Vhen a ¢hild be-
coneg conditioned to respond to a linguistie sign sueh as "dog®, he
does net have the full unconditioned reasponses he dees not hallueinate
the sight of a dog, Rather, the conditioned responce is some fractional
representation of the identifying response to whatever perceptual
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iavarient is invelved in the linguistic sign, Nany psyehologists call
it @ mediating response, because it can beeame a stimlus to further

behaviear, (Carroll, 194L.)

Thus, in a sixpls case, "understanding® of a linguistic sign
oceurs when it evekes the conditionsd response ralated to the uncon-
ditioned response that would be evoked by the stimiuns or stimlus con-
Liguration which this sign "represents”., This conditionad response
ngy be called a “meaning respouse”. Doth uncenditiconad ard conditioned
ragponses have may be covert ani inseosssible to axternal observations
by any ordinacy means, I'rom the standpoint of the hewrer, the "mean
ing® of a linpuistic form is the conditioned response it evokes, ZEven
in the ewly stages of language learning, thisz meaning may bs quite
campler and nay contain both denctative and connotative coamponents,

Tt may be partislly ®incorrset” from the standpoint of adult language,

Tt learning the “eorrect! meanings of linguistic signs nay be as much

2 matier of sharpening and revising percoptions os of learning anything
abeut the signs. Lesrning that "dog" does not apply to horse is partly
a mutter of refining the pereepiual responses involved in sach case,

It should be neted that linguistic signe themselves are stimuli
whiioh the child has to lesarn to recognize as perceptual constancies,
Jwt a2 he has to lsarn to recognise other kinds of stinuli, 4 word
has o be recognised no matler who says it, or how, 2lso, linguistie
signes themselves have certain perceptusl qualities (for example, the
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smoothness of an m sound or the shrillness of a sibilant) that becomes
associated, even if only very marginally, with meaning responses,

So far we have been diseussing meaning responses in the hearer
of language. We must alsc account for the behaviour of the spsaker who
utters the linguistie signs to which the child responds, and also for
his learning of signs when he was first learning language.

Since speech is a motor response, the learming model that seems
most appropriate for explaining it is the operant model. An operant
response is one whose strength is a funotion of the degree to which
it has been followed by rewards (positive reinforcements). In the case
of speech, the reinforcement is alwsys soeial, for it is provided by
other perasons in the individual's enviromment. The position taken by
Miller and Skinmer (1957) is that the special property of verbal behav-
ior is that it is behaviour that is reinferced by the mediation of
another persoen who has been conditioned precisely in order to reinforce
the behaviour of the speaker. The meaning of a verbalisation thus
involves (1) the presencs of a motivation in the speaker whish brings
certain operant responses into plays and (2) the conditions of rein-
forecement of the response through the mediations of another person.
Thus, in the c¢hild, the process of language learning follows this model,
The child knows what he wants (motivation), and learns by experimentation
how to get it (response most appropriate to his motivation and situation).
His response will likely be the one most likely to evoke the mediating
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FIGURE V

OPERANT PARADIGM FOR THE LEARNING AND MAINTENANCE OF VERBAL RESPONSES
(Carroll, 196k)
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reinforcement and this response is gradually shaped and deseriminated
from other responses by selective reinforcement from parents and
others.

We may define this process in terms of operant conditioning.
An operant response is one whose strength is a function of the degree
to vhich it has been followed by rewards (positive reinforcement).

In the case of speech, the reinforcement is alwgys social, for it is
alvays provided by other persons in the individual's enviromment
(Carroll, 1964). The theory involving another person as response re-
inforcer has generated a great deal of experimentation in verbal re-
inforcement. (Krasmer, 1956; Salzinger, 1958), but this research has
yet to be freed sufficiently from sontamination to be significant
(Dulaney, 1961).

B. F. Skinner (1957) has drawn attention to several ways in
which & speach response may arise. It may arise as an echoiec response,
that is, as an imitation of a hsard stimulus which the parent, say,
may reward if it is sufficiently similar to the stimlus. Or it may
be learned as a mand - as a response which starts cut as a randem
speech utterance but which is adequate to cause the parent to provide
a stimulus that happens to satisfy some current need of the child,
For example, & parent might take a random utterance on the part of the
child as sufficiently elese to ball to make him think the child is
asking for (manding) a ball, whereupon it is given to the child, thus
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satisfying the desire that he appears to have for the ball, Such a
sequence, repeated several times, may enhance the probability that
ball, or something like it will be uttered by the child whensver he
wants a ball, Still anether way in which a verbal response can be
acquired, according %o Skimmer, is a taset. A child who for any reason
mskes a particular verbal response in the presence of (in contast with)
a given objective stimmlus, and is rewarded for doing so, may learn

to make this response, or some varient of it, whenever hs experiences
the appropriate stimmlus,

Skinnert's paradigms can be demonstrated experimentally. In
fact, they are matters of common cbservatiom, With the mand peradigm
cne can train a child to meke a certain verbal response whenever he
has a particular need; and the tact paradigm can be used to train a
ehild to name something with an arbitrary verbal response one might
like, The only difficulty that might be encountered in either of
these encounters is that ons might have to wait a long time before
the desired response ccours, to give one the opportunity to reward
it in an appropriate stimulus context, This difficulty can be aveided
by first teaching the child to make echoic responses, and then chaine
ing mands and teects to thess, At a later stage of the child's develop-
ment, he could be taught to make texting responses, that is, verbal
responses to primted or written text stimmli, as discriminative
operants, and these in turn eculd be chained with mands, tacts and
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other kinds of verbal responses. mm&mmwwmu

quite elaborate system of verbal responses in the child, In fact, this
formilation underlies the programmed instruction or "teaching machine"
movement (Carroll, 196k).

FIGURE VI

CLASSICAL CONDITIONING ACCOMPANYING MANDS AND TACTS (Carroll, 196L)
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It sheuld be noted here that skinner's formulations econcern
only the objestive relationships between certain stimmli and cmdn
responses. He says nothing about meaning in terms of what goes on
inside the individual a3 he uses and responds to words, In Skimner's

¢losely at the paradigms postvlated by Skinner we notice that in all

cases there must be covert perceptusl responsee to the rewards (in
the case of mands) or to the diseriminative stimuli (in the case of
a tact), Since the meaning response iz a conditioned, covert percep-
tual response to a linguistic sign, whether it arises in learning to
speak or Lo comprehend language, once learned it can funetion in any
of these contexts, and this fact would account for the trenafaer that
takes place from one behavioural context to another,

S0 far we have mrived at the sonelusion that in the early
stages of language, "meaning" arises from the fect that many linguistic
farms evoke conditioned, covert perceptual responses. Eventusally a
¢hild beoomes aware of or generalizes this meaning relationship. As
he perceives it, meaning is a direct correspondente betwsen words, on
the ons hamnd, and objects, events, qualities, and other states of
affairs in the world of his experience, This perception cseurs in what
is ecalled the 'naming stage"” when the child becomes aware that objects
have names and that the meanings of unfamiliar words ean be explained
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to him., Thus he arrives at a consept of the word meaning; that is, he
learns how to use expressions like meaning and to mean something,

We are now in a position to consider more accurately some of
the issues conserning meaning that are of particular importance in
psychology.

Denotative Meamjg

In all the paradigms of verbal learning we have been coamsider-
ing, the child gradually learns what range of situations yields the
highest probability of social reinforcement. That is, through proces-
ses of discrimination learning and stimmlus generalization, a child
learns what properties or patterns of stimulation are eritical for
social reinforcement when he utters a given linguistie form. For
example, he learns what characteristics an animal has in order for it
to be called a "dog". To the extent that this learning on the part of
the child corresponds to comparable processes of learning on the part
of other members of the speech commmunity, we say that the child has
learned the denotative meaning of the form in the speech community.

We can describe the denotative msaning of the form by specifying the
properties or patterns of stimumlation which are essential - that is,
criterial - for its socially approved use in the spesch community,
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Dietionary definitions are suecessful to the extent that they can do
this,

In theory, this analysis can apply to every item in a linguistic
expression system - that is, not only to the words that are names of
objeots, events and attributes in the physical and biologiecal environ-
ment, but also to the words that name abstractions and relationships,
and to words, forms, and constructions that have a purely grammatical
function,

As the uses of words and other elements of a linguistic expres-
sion system are being lsarned, a corresponding development of implieit
mediating responses takes place, The denctative meaning of a linguis-
tic form is reflected in a "concept™ « a bundle of implicit mediating
responses which ars linked with the properties and patterws of stimula-
tion that are criterial for that form in the speech commnity.

Connotative Meaning

As sn individual accumlates experience with the patterns of
stimlation corresponding to a given linguistic form, he responds to
more than just the eriterial attributes of these patterns. He responds
also to attributes that occur along with the "denctative® patterns
of words, attributes that are not necessarily fastors of conditioning
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by the speech community, but which, on the other hand, may be rein-
forced by the speech community. For example, "likesbleness™ may be

a frequent attribute of "dogs™, but it has nothing to do with the
denotation of the word dog, and, in the same speech community, some
people will find dogs likeable, while others will not find them so,

An individual's responses to non-eriterial attributes become attached,
through conditioning processes, to the meaning responses or concepts
evoked by a linguistic form, Fundamentally, then, comnotative mean~
ing is an individual matter because it depends on the experisnces an
individual has happened to have., Since the experiences of individuals
in a speech community are in genersl rather similar, there are many
similarities among the comnotative meanings they have. But to the
extent that people's experiences and attitudes differ, connotative
meanings can alsoc differ. Even on the assumption that pecple sgree
on the denotation of a word like Democrat, we still camnot sagy that
they will agree widely on its connetation.

Meaningfulness

Ones again we can now define meaning in language more accurately,
putting together what we have just been disecussing about connotation,
The concept or meaning response associated with a word experienced in
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a wide variety of contexts will expand in the extent of its connotative
meaning, and this richness of comnotation may be called “mauingmh"maa".
One way of measuring meaningfulness, refferring to C. E., Npble (1952),
is basad on the rate at which subjects give verbal sssogiations to a
word, Words of very rars or limited use or nonsensa syllables are

found to have low degrees of meaningfulness, although it is difficult

to find nonsense syllables that are completely deveid of meaningful-

ness by this measure.

Assoecliation learning And Gonditioning

Associative hierarchies within the idiolest of the individual
speaker are the produsts of a long history of learning, in which
reinforcement, imitaiion, and the individual's inherent psychologisal
capacities and structures have played significant roles, First comes
reinforcement, The child utters an approximate sound pertinent to
an object whose name is being learned, and this response is reinforced
by parental approval and other practical consequences. The reinforce-
ment insreases the likelihood of further similar efforts in the presence
of the object or when the object is needed. In addition, the rein-
forgement is applied selectively to the child's utterance so that
ultimately he produses a correct sound., wWith respect to the object




"table", the child hears the word table repeatedly? Come to the table,

Hold on to the table, Put the toy on the table, Sit at the table, 1In

turn, the child is given lavish spproval when he approximates the word
table in the presence of "tables". Next comes the process of discrin-
ination, The thing-word association of "table" and table also takes
place with great frequensy in the presense of other objects and astiv-
ities associated with "tables", for exsmple, "chairs” and "food".
Furthermore, throughout the life of the individual, "chairs", "tables®,
and "food" constantly occur together, so that the association betwaen
the objects "table", "ehair' and "food" will alsc be very strong.
Other associations will attach themselves to these airsady strongly
formed., The child may learn that he must eat when he sits at the
table, or that he must not make noise, In all of this the child is

an active participant, fitting his idea aof "table®™ into some world
view, applying his idea to parts of the word sround him and organizing
some small segment of his world under the rubric *table®.

Two things oecur in this process that are especially signie
ficant. First the individual learns to name things, or "label" them,
and in a wzy that is very personal to him, tvhal is perhaps more
significant, his idea of “table®™ is in some mammer influencing his
perception of things, This is, of course, a highly simplified model
of how things really occur, Studies of word-association tests would
hardly seem to support the supposition that associations that are
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formed are very complex, but perhaps there is more to these tests ‘
than seem immediately apparent. Woodrow and Lowell (1916) secured
associations of 1000 children between the ages of nine and eleven to
90 of the Eent~Rosanoff stimulus words, Below is a tabulation of the
most frequent responses to table for these children and for the 1000
adults from the original Kent-Rosanoff list:

TABLE 71

WORD ASSOCIATIONS OF ADULTS IXN THE KENT-ROSANOFF STUDY AND OF CHILDREN
IN THE WOODROW-LOWELL STUDY TO THE STIMULUS WORD table: WOODROW AND
LOWELL (1916, p. 93)

Response Word Frequencies
atlts ¢hildren
chair 267 16
wood 76 21
furniture 75 0
eat 63 358
dighes Lo 126
legs 10 70

It seens obvious where the emphasis is for each of the two
groups in terms of association responses to the word table, Fer
children it is on eat while for adults the most frequant response ia
chair, Brown and Berko (1960) have attempted to acoount for such shifts
in tendensy to respond, by suggesting, that, with increase in age, there
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According to their view, the child's associations are without /ﬁgard
to syntactic homogeneity. He gives a verd response to a noun stimmlus,
But he learns gradually te cerganize this vocabulary into gyntastio.
classes, and so, as an adnlt, he gives a noun response to the noun
stimuius table, This theory, however, does not satisfactorily aeccount
for uhy eat should be replaced in preeminence by ghair, which oscurs
16 times in the ehildren's respenses than, for example by dishes which
ceours 126 times, or by dish which ocours 33 times, It seems not un-
likely (Laffal, 1965) that significant needs that were prominent and
readily sxpressed in the child by sush words a8 @at are submerged,
econtrolled, and less readily revealed in the adult. It is interesting
that Freud made this idsa central in his studies of dreams, in which he
demonstrated that the most unlikely detail may be a bridge from the
trivial to the essential., In his account of symbolism in dreams, Preud
maintains that "table™ is a aymbol for the woman., He says that the
relationship of eating to woman as the original scurce of nourishment,
as well as the one wvho presides over the kitchen, is not to be over-
looked,

Fronm these considerations we have at isast the suggestion that,
even in the oase of a normal adult and a comaon assoglztion, an imtrie
cats interplay of pasyshelogicoal nesds and defenses is Jjust below the
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surfase, The words in our erudely obtained assoclative hierarchies
are the sumarizing notation of cogplex experiencess at the Bame time
they have powerful motivating and ewvocative forece,

Meaning Imternal

These considerstions place mesaning within the individual,
They treat meaning as a madiational preecess ococurring in the subject.
Osgood, Susi and Tannenbaum (1957) have m}.opad and used the
“semantie diffaprential® seales for testing subjects! judgement about
spocific comspts., The major factes involved in measuring reagtions
are oalled evaluation (good - bad), potensy (hard - soft strong - weak)
and setivity (active - passive), Simce the factors involved here do
not have referential spesifiecity, Osgeod, Suei, and Tannenbsum have
noted that the meaning they refer te is cormotative rather than deno-
tative, The meaning measured by the semantie differentisl (a sst of
scales of polar adjeotives) is a multi<dimensionsl space in which any
given coneept is loezted assording to the strengtha of the three
major factors demomstrated by the subjects sealing of ths concepts.

Basie to using the semantic differential is the confidence
that the speoifie sesles from which the facters are constructed do,
in faet, tap the meanings in the mediatienal process. This sonfidence
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is based on the comsistency of the appearance of the three basie factors -
potensy, evaluation and agtivity in various fastor analysis studies
(Laffal, 1965), The dimensions of the semantic space undoubtedly do
pervade humen judgemental astivity. Of any concept we ¢an ask is it
good or bady is it cormotative of strength or weakness, of activity
or passivity. Judgements along these dimensions may be readily applied
by subjects to almost any stimmlus upon demand, There are, however,
serious limitations to the semamtic differemtial, PFirst of all many
more than just three dimensions could conceivably be developed, Until
this is done, the semantic differential will rot sive sharp definition
to speeific responses to stirmdi, It rather lecates a stimulus concept
souswhere within the various dimensions of semantio space. The point
is well established, however, that, despite its shorteomings, the
semantic differential does suppart the theory that mesning is incide
the subjeet ond not just in the words he uvses, (Laffal, 1965,)

Another view of rmeaning delives it 28 » mabtrix of associatiopns
(Bousfield, Cohen and Wimarsh, 1958} They express their view thus:

Suppoze, for example, the word BLACK 1s presemted to a

typieal subject., It appears reasoncble to suppose that

hie fivrst response is an implieit one which may be des-

eribed as the saying of BLACK. By so rescting he makes

g distinetive barval representative response (Rvr). The

subjeet than rescts by msking & group of implicit ver¥al

sgsociztive responses, e.z., “HITE, DARR, CAT, ele,

These responses may be said to comprise the associative

response composite (Fveomp). Under sppropriste conditions
the subjeet may produce the Rvr and the Rveomp exeliecitly,
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by sgying or writing them, Though a definition of meaning

is perhaps gratuitous in this diseussion, we believe it is

useful to identify meaning with the Rvecemp.
Noble (1952) ariginally proposed that meaningfulness was defined as
the average mmmber of different assogiations given to a stimulus word
by & large mumber of subjects in a spescified time. This is similar
to the definition propesed by Bousfield and his associates. Bousfiald!s
index was used also by Jenkins and Cofer (1957) without it being iden-
tified as a measure of meaning, to examine the assoeiative overlap of
stimilus words presented individually and in pairs.

A mumber of other studies by Bousfield and hls group support
the thesis that learning of paired assocliates entails the assoeiation
of the assoolated verval composite of the stimulus with the learnsd
responses, Thus the smount of gemeralisation of learned response X
to the stimulus word B, where X has been learnsd in response to stim-
ulus word B, may be predicted frem the partial response identities of
the assoviated responses of word A and word B (Bouafield, Whitmarsh
and Daniek 1958).

Desse, (1962) owrroborates these findings. Ascsording to
Deese two stimuli may be said o0 resemble one ancther in associative
neaning to the extent that they have the same distribution of asso-
ciates, Desse has also fastor analysed distributions of associations
for the purpose of finding commen factors which bind different asso-
ciative structure together, About assoeiative meaning, Deese says:




-78«-

#associative meaning, in general, should predict the words that will
occur in the verbal enviromment of a particular word... The words may
appear in the same enviromment in two ways: (a) as substitutes for
ons another, or (b) as part of one another's enviromment." (Deese,
1962, p. 172,)

The definition of meaning upon which we are basing this work
is gonsistent with the material presented by Bousfield, Cohen and
whitmarsh, by Noble and by Deese. The meaning of a word is defined
as the hierarchy of responses, including the stimulus itself as the
primary word, brought inte play when a person is stimulated by a
particular word., The resder should bear in mind that when we speak
of words or verbsl associations, we refer not to words in isolation,
but as welded to “thing representations® (Freud, 1891). Language
doss ites work by evoking experimental associations which are suggested
by the pertinent words, or, to put it a little differently, by re-
arranging the relative strengths and likelyhoods of occurrence of
groups of word-thing responses. The evoked hierarchy of associations,
the meaning, reflects a fundamental behavioural and attitudinal shift
in the listensr in response to the stimmlus., Meaning refers to the
stimulus side of language, that portion of la langue within each
speaker which is agtivated upon the occurrence of a stimulus,
(Saussure, 191S.)
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The traditional notion that the meaning of a word is tm
either as the thing to which the word refers, or as the act e/f referr-
ing to the thing, has been largely abandoned, That verbal meaning
means the hierarchy of assoeiated verbal responses has wider signifi-
cance than might be seen from comsidering that the most frequent
response to table is chair. Take, for instanse, the stimmlus word

demoncracy or threat. Hers the actual thing-reference might not be
very clear, but the associations connected with these words will be
consistent with our anticipations and will define the realms of exper-
ience in which such words have spplication. The language of the
schizophrenic e of any disturbed person ie best understood if on
looks beyond danctation and even beyond common dominant associations
to remote and idiosyncratis assoeiations (Laffal, 1965).

Puzsling verbal responses are sometimes eluscidated by consider-
ing the stimulus aspects (the hierarchy of associations) of the utter-
ance, Where verbalization seems incomsistent with the context in
which it is uttered, or lrrelevant, as in the case of schiszophrenic
speech, the possibility arises that it is based on remote assosiations
to what would bes a more direct and relevant utteramnse, There may be
no clear awareness of the real meaning in what he is saying for the
one ssying it. Very often it is the therapist who smust listen with
the "third ear" for this remote meaning., Only an associative definition
of meaning ean bring us to this kind of understanding.
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We can feel well Justified, then, in stating that when we talk
of meaning, in counseling, we are talking about what is most cénhral
to the client's response, what we can refer to as the value-meaning
of the response. In other words, the value are "weight" of a eclient's
statement will be determined by a very complex structurs of associations,
This value will be very particular to the client and will be a measure
and a result of the sum total of his 1ife experiences and his "response"
to life, Furthermore, the value-meaning of the response will be
meagured not only in terms of perceptions, but -~ and, we would suggest
that this is primery - also in terms of feelings. nd, when we spesk
of feelings we came back to cur discussion, at the begimming of this
paper, on the learning of forelgn languages; where there is conflioct,
threat or any negative feelings, the learning process and the comsel-
ing process will both be hindered. In either case, the intervention
of the counselor or therapist can fasilitate the learning process.




CHAPTER 4
PSYCHOARALYTIC THEORY OF LANGUAGE

We have discussed, so far, how the learning of a language
is tied in with the emotional-intellectual growth of the individual,
A parson's responses have meaning essentially only as related to his
own experience, His language will be a faetor of the client's prior
conditioning, whether the conditioning be brought about by his eule
ture or by himself, KNot only does his conditioning shape a person's
"hierarchy of responses” to & given stimmlus, but his language, the
instrument by which his responses are "programmed® will also shape his
learning and his reactions to¢ sxperiencs, further shaping his percep-
tions of reality and his reaction to it.

We mantioned, in Chapter 2 that it 4s not s¢ much what the
word means objectively or "commnally" that the psychologist is dealing
with, but with what it means to the individunal user, and why it means
what 1t means, It iz this “why it means what it means" we are dealing
with in discussing psychoanalytic theory. Agalin we ean say that what

«8le
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we are going to deal with in this chapter is the second variasble we
mentioned as centributing to and shaping the produstion of & verbal
responss, Psychoanalytic theory, especially as embodied in the writings

of Sigmnd Freud, give us a penetrating analysis of how slosely percep-
tion and growth are tied to ocur langusge system. In the following pages

we will exemine the psychoanalytic theery of language learning., We hope

to establish how important a factor a ¢lient's language is in the counseling
process, and how important a part the counselar plays in the shaping of

a person's language system, and hensce in the persen's perceptions of his
world of experience.

Psychoanalytic Theary Of Language

Psychoanalysis has not essentially deviated {rom the early
thoery of Freud on language psycholegy {Laffal, 1965). His most systen-
atle discussion of the subject is to be found in his "Project for a
Seientifie Psychelogy® (1695).

For Freud, language provides the distineciion betwean a com-
ascious and an unconcious idea. In & work called "The Unconseious”
(1915), he proposes that "the unconseious presentation is the presenta-
tien of the thing alone®, He distinguishes between the "idea of the
thing" (object eomsept) and the “idea of the word" (werd concept).
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The "idea of the thing" refers to the simple perception of the subject
without amy sumbolic representation. uhere you have the "idea of the
word", the object is presented to perception together with the word
that represents it. It is the symbolic "naming®™ of the object that
makes it the objeect of consciousness., (Freud, 1891,)

This is a erucial concept in the understanding of conscious
thought, Freud did not limit conselousness to what ecould be verbally
represented, Consciocusness can be attracted also by aduitory stimmlus
or imagery or kinsthetie exeitation, but only verbal stimulation ean
agoount for the higher function of association of ideas thatis called
thinking, a more fully conscious process (Laffal, 1965), It is the
development of speech that Freud sees as the modus through which
"ideas of things® become gonsciocus (Freud, 1891).

Freud (1891) uses a concept of “paychical qualities” to explain

how language causes consciouansss., Consciousness ig a kind of sense-
organ for the apprehension of certain psychlcal qualities that ascompany
excitations froem various sources. Originally consciousnsss was capable
of receiving excitations frem outside and ingide the organism, In the

course of human development, however, a more subtle mechanism is devel-
oped, namely speech., By virtue of the psychical qualities which aeccom-
pany the suditery-verbal dissharge in speech, whether spoken or internal,

consciousness has become capable of following more intricate thought
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processes not dependent either om pereeption of external eb,jwt/s or
sensations. ‘

The above description is closely related to Freuds theory of
fprimary process” and a “secondary process” as found in "The Ego and
The Id", (1923). During the prenatal and esrly infancy periods, the
organisw satisfies all its needs dirveectly. Ia early infamey verbal
energy (eries) are released spontansously to reduce disecemfort, This
kind of anergy releass is analogous to the primary process of need-
reduction, Later one, under social pressure, the child (and the adult)
learns te tame his verbal reperts and, through the verbsl process it-
self, to find sstisfection internally, In the case of the child (and,
analogecusly, in the ocase of the sshiszophrenic (Freud, 1915), there
is a process of internal speech separated from reality, called phan.
tagy. Piaget (1928) calls this "sutistic speech®, The adults speech,
threugh internsl is oriented merely toward reality and a sort of social
adjustnent.,

Language therefore 1s always a discharge mechaniem, but it
also becomes a substitute fer action,

T¢ pinpoint more ssourately the connection between spesch and
perception; Freud uses the term "quality® in deseribing the relstion-
ship, In working with cases of hysterical neuroses (Breusr and Freud,
1893), Freud found that symptons would dissppear if, under hypnosis,
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the patient recovered the traumatic memery and described the disturbing
event in detail, giving utterance to the affect. It is this affect
which he ecalls "quality®. It is this qualitative nature of language
which makes thought processes available to consciousness, The curative
result was in part accounted far by the fact that the repressed affect
was able to find an exit through speech (Laffal, 1965)., “The injured
persors reastion to the trauma only exercises a completely 'cathartic!
effect if it is an adequate reaction - as, for instance, revenge. But
language serves as a substitute for astieng by its help, an affect can
be 'abreated' almost as effegtively,® (Breuer and Freud, 1893.)

We can now see the importance of feelings in perception and in
therapy. It is effeot which gives value-meaning to language, and it
is the release of this affeet through aduitory-verbal discharge that
provides release for the affeet. But it is not enough to state that
verbal discharge relieves the pressure of feelings. It does more than
this, It makes these affects sonscious and enables the person in
therapy to organize them, Laffal (1965) summarizes the process thus:

Execitation, presumably associated with initial attention,

passes via a branch stream from the memory image to the

asgsociated auditory image, to the wverbal motor image, and
thence to discharge. Reports of discharge give rise to,

or are themselves indications of quality, which in turn

lend consciousness to the memoriea, There is thus a

mechanism -~ tied to verbal images -~ which permits asttemtion

to bring systematically into econsciousneas a connected

serles of memories., This is consclous, observant thought.
(p. 161)
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Language, therefore, is much more than the expression of con-
sciousness, It is, in Freudian theary, conseicusness itself, am can
think things through only by talking them through - out loud er inter-
nally, We think with woeds, In the tharapeutic setting, the slient is
enabled to bring to the attention ef gonseiocusness these mmtim
which are eausing him disturbance and diseomfart and desl with them
in a conseious observant way,

In the framewcrk of Paychoanalytie theory, it is impoertant to
deal with the unoonscious in everyday experiencse, Freud (1915) states
that most of owr lives is lived in the unconscious, There is little
doubt that a great deal of it ia, Much of our experience is organized
internally, sometimes in terms of impliecit verbal crganiszation, some~
times in terms of implieit visceral organiszation (Watsem, 1930), watson
is even wore specific than this, He defines the uneonseious as follows:

1, mwmamﬂhab&u are formed, eapeslially

during infancy without coarresponding verbal habits.

2, A still larger smount of visearal erganiszation (ergani-

sation in unstriped museles and glandular components) is

constantly forming without verbal erganization, not only
during infancy but alse throught life,

3, The assumption seems to be reasemably grounded that

t this unverbalized organization nahas the Freudians
' funconseioust, (Watson, 1930, p. 264

Rogers (1965) deseribes how the therapeutic relationship helps
the client resolve eonflicts through providing him with a more efficient
form of symbolization, Vhat omuses the glients disecomfort, sscerding

to Rogers, is his inabllity to deal with his perceptual experienses,
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He is in a redlnm of wide generalizations whieh he is unable to explore,

He is narrowsd in his experiences becasuse he feela threastened in his

sonfusion, This threat is removed by the therapeutic relatiomship

and he i3 free "to eome down from the high level abstrasction af his

map and to explore the territory of primary experience® (Rogers,

ibid,). Uhat happens now is that faulty and generalized symbols are

replaced by wmore adequate and acowrate differentiated symbols, "is

the symbols used correspond more clogely to the basie snd astual exper-

iexps, then the conclusions drawn on the basis of symbolic manipulation

become more sound begause they are based upon reality.® (Regers, ibid.)
Confliet and distress take place primarily in the uwnoomscious,

the nen-symbolized, visceral experience. Through the “talking-cure®,

the client is enabled to explore this unknewn region, and to bring

it to ceonsclousness. He aan symbolize his experiences, and the

attendant affects, ¢an weigh one value against anether and nake choices,

He ocan, imm Curran's tewminology, “slowly learn to speak a more cogni-

tive language t© himselfV, (Curran, ibid,)

Learning A New Language

The counseling experience is amalogeus to the experieipe of
a person who goes to live in a sountry whose languasge he is unable
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to speak fluently., He may know what he wants to say or where hg wishes
to go, but he mst grope for words and phrases, and, if he ia\;nable to
adequately cosmmunicate, he may not be able to get where he wants to go.
We can imagine that he may actually be paralysed, frustrated, angry, de-
pressed. Like so many strangers in this country he may spend his life
alienated from the total participation in the culture that he may have
desired, If he is fortunste enough and makes the effort to find a good
interpreter, he will probably be able to do all that he wants to do
becanse now he can communicate with his environment., If his language
experience iz made positive and helpful to him, his feelings of aliena-
tion and threat may bs sufficiently relieved for him to learn the
language himself and so operate on his own,

It is obvious encugh how this analogy parallsls the counseling
situation. It is a valid if not perfect analogy of the person struggl-
ing in therapy with his "langusage problem*, Cross-gultural studies
in linguistics (whatmough, 1956) stress the point that differences in
language mean not just differemses in words, but also differences in
consepts. Take for instance the word "man®, The Spanish equivalent
*mapho™ have a very special, almost mystical quality. It symbolizes
everything a Spanish male wishes to be, and, in particular, to be
fertile. This contept is peculiarly Spanish in its symbolization.

It captures something of the Spanish perception of life, the Spanish
culture, Vhen you use the words "man" and "macho® you are spesking
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of two different worlds of experience., By the sams token, when two
nations share a large store of words in common, as with Spanish and
Italian, they also share samething of a common civilization, (what~
mough, 1956.)

A person learns the values of his eulture through the language
of the cultwre., From his first c¢ries of hunger the c¢hild is eondi.
tioned to respond verbally to the values of hisz parents for the ful.
£i1ling of his needs (Laffal, 1965). He learns the language and the
values of his culture through them by learning to discriminate what
brings reward and satisfastion from what ceanses pain. He comtimues
through life in this process of agculturation. In his "Outline®
(1940), Freud tries to define what distinguishes idiosyncratic use of
language from consensually valid use, VWhat is idiosyneratic is partie-
ular to the individual and is not what is commnally accepted, as is
the case with the child or the schisophrenic when they are in the realm
of phantasy, In this state words are used autistically and not
for emmnicaticm Consensually valid language, however seems to be
the result of the secondary process of acculturation., The individual
strives toward "reality", a conecept that seems to mean the same thing
as what are the communally accepted meanings for words, (Freud, ibid.)
Exposure to experience and education, as well as his own constitutional
structure will modify this experience of language and perception and

particularize it for him. what eppears evident is that the individual has
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learned and is bound to a particular language, and, through the language,
to a2 particular set of perceptions and values. Using Rogerian termin-
ology, we can sgy the persons phenomenal field is limited by his
language,

In the process of growth, the person is opened to a greater and
greater diversity of objeocts and experiences and thereby lsarns greater
diserimination in his perception, By the same token, in counseling, the
person is again allowed to range over his field of experience and to try
to find a wider "vocabulary®, to deseriminate more accurately, to more
acourstely define the concepts he has glung to in the past. In the
process of self-exploration he can bring much that has been previocusly

unverbalized into consciousness, He is enabled to contrast and compars
values in an objective mammer. In short he is able slowly to speak to
himself in a more objective and cognitive manner. He thus has a new,
nore adequate language structure with which he can deal with his own
reality. The counselor is like the interpreter, providing the "mot
Juste® at the appropriste time and ascting as a helping agent while the
elient is developing his new language.




CHAPTER %
CONCLUSION~LOCOKING TO THE FUTURE

The purpose of this paper has been to investigate how important
a part a person's language plays in how he perceives reality and deals
with his perceptions. We hold that counseling is, for the client, a
language~learning experience, BSecause he has asquived a faully
language structure, he has also acquired a faulty perceptual world, In
counseling, with the help of a skilled "interpreter", he reconstructs
his language system and thereby becumes less of a stranger in what was,
for him, & strange, probably frightening, "foreign" country., The writer
is aware that he is constructing a model to explain the counseling pro~
cess. The reader is asked, therefore, to allow for the oversimplifica~
tion of a very complex learning process. In the body of the paper we
have tried to deal with same of these complexities.

We heve asgumed that the commmunal language of a culture
embodies our most reliable eriterion of reality for that culture, and
that deviation from the consensusl meaning of a word may be Judged by

)
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the culture to be a distortion and indicative of perceptual distortion,
which is essentially the area of eamssling, Reality, for the individ-
ual, is embodied in his own particular "idiosynecratie" languags, a
language that is very much the exelusive property of the individual,
As the individual grows, he strives to relate his own experiences of
reility to the experienses of his culture, in order to feel at hume in
his eulture, He therefore learns the language of hie culture, while
also shaping this language to his own nseds.

In exrder to grow comfortable in his enviromment and to mani-
pulate these around him to meet his needs, the individual mmst also meet
the needs of his culture. He mast therefore allow himself to be con-
ditioned to the language of the culture. He makes the culture's
language a part of himself and, in do so, ingests the meanings, or the
values, that the oulture has for its language.

ALY lewrning is essentislly a conditioning process., The indi-
vidual himself enters into his owm eonditioning according to har the
reacts to his experience of his enwviromment. This is what ascounts for
the idiosynorasy of the individual's language., We have shown how a
person's nseds, conflicts and psychic structure shape his language.

A particular word 1s the center of a constellation of asso~
cistions, These associatioms are net merely intellectual ones; there
is a very complex network of feelings that give weight or value to
the word, It is this network of assoeiations, both denotative and
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eomnetative that we call value-meaning, It iz in the realm of value-
meaning that conflict and eomfusion arise, and that cmnaeling/msb
eften enter in,

We have attempted to show that mesning is internal to the
individual, The individual learns to think with words and programs
his exparience threugh the use of words. Along with the healthy, non-
distorted aspects of hls experience he also programs the distorted
aspests. Psychosnslytic theory shows us how impeortant is the thera~
peutic process in relieving the individual of much that is distorted
in his language programming, while talking, the elient, in therspy,
is relsaging much of the psychic energy comnected to his words,
Relieved, in the talking ocure, of the burden of complex, sometimes
overvhelming negsetive feelings, the client is freed to explore and
evaluate his language structure, with its meanings., He finds new values
to words, Perceptions change, words acquire mere or less weight in
the indivuals system, and, presumably, he will react more realistically
to his envirawent. He has thus learned a new language.

Relatively little research has been done in the area of language
and counseling, Some experimentztion has been carried out with Aphasic
and Schizophrenic patients in this area (Laffal, 1965). Laffal sug-
geats that work with aphaszies, which is normally in terms of retraining,
has besn mors successful when the patient is oriented toward faging
his inner experisnce of limitation, with its attendant threat, He
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thersby is put in contast with his own limited language expariqmo and
this forms a more realistic basis for recovery. Likewise mm;reh with
schisophreni¢ indicates that those who show a more realistic adjustment
under treatment also reveal a greater command of language, Some of
these experiments show how language may provide a basis for therapy.
At least there are possibilities for further study. As it is, we know
little about influencing the total pattern of an individual's language.
To what extent does experiential readjustment change the vocabulary
structure, and to what extent may manipulations of the voesbulary
structure produce experiential readjustment?

Questions such as these must still be answered, but at least
it may be suggested for now that linguisties should be an important
part of the counseling curriculum.
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