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hie

‘sociolinguist]

Abstract

The *purpose of this study is to define and to
investigate two task variables involved in the development

of an L2, namely, novel (vxs a vis the learner's Ll)

‘semantic intentions and novel encoding processesz : N

In order to assess the role of these two variables in

»early L2 development, an experlment was conducted using nine

monolxngual subjects, aged 9 to 15 1/2 years, in wh1ch a

m1n1ature art1f1c1a1 language was taught and learned during
a one- week per1od This language contalned ‘three exampleé df”
each of the two experlmental categor1es and learnef success
was evaluated for each of these six variables. | '

The results 1nd1cate that the category dlfference plays

a rcle in predxctlng learner behaviour. Each category showed

d1 ferent learaing patterns in the experiment and a

'rchy of difficulty based on psYcholxngu1st1c and
grounds~was establ1shed for the variables in
QY. - : |

The study concludes with a discussiod of the

‘pedagogical impliéations of theserresults.

.
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1. STATEMENT OF THE”PROBLEM AND HYPOTHESIS

\ . . SR

\¥re11m1nary "

In order to dlSCUSS meanlngfully the way in which a
second language (L2) is developed by 2 learner, 1t 15
necessary to défine the task confrontlng the 1earner and to
‘1nvest1gate and est1mate the difficulty of the varlous
_aspects of this task However, def1n1ng learnlng as a task
k1s not easy, because to do so requires a theoretxcal v1ew of

anguage that considers 1t as a psychophys1cal process. Tot

’

answver questions about how an L2 1s developedf

‘we reQUlre

.1nformatlon about the psycholog1cal and physxca‘hstates and ,
processes that constltute language in the 1nd1v dual
L Var1ous attempts have been made to deflne the 2
: development task. These attempts have not been completely
successful because of inadequate theoretxcal bases for the
‘éonssyuction of a model. In general, the approach used by

Y

theorlsts to construct a formal L2 learnlng model has been

A
Ry
(RN

to comblne theoretical linguistic analyses wlth current '%ﬁf
’learning theory in an attempt to explain how a learner has |
managed to master/the intracies Of a'particular system‘of
llngu1st1c constructs. Such models have not addressed- the
larger and more 1mportant questlon of language behav1our in.

.‘the individual and the manner in which the task of L2.

learning is developed. ’ \



’

Two models have sought to explain how learners develop
an L2: Contrastlve Analysis (CA)’.and Error Analysis (EA)
The first was popular through the 40s and 50s, the second
‘\has attracted considerable attent1on since the early 70s.
The theoretlcal p051t1on of . Contrastive Analysis was rooted
in'behav1oral psychology and structural llngu1st1cs.
Behav1oral psychologlsts con51dered human behaviour to be
i-the sum of 1ts smallest components. Consequently, language
learning was v1ewed as"a process of acqu1r1ng all of the
discrete components const1tut1ng a given language. Once
learned in a f1rst language (L1) these various elements
could, accordlng to behav1ora11sts, transfer p051t1ve1y into
another language, or alternatlvely cause negatlve
interference if they dlffere from items.found in the L2,v
The pr1nc1pal psycholog1cal jorce behind L2 deuelopment was
:seen to be the transfer and 1nterference effects of itemS»in N
an L1 on items in an L2, and the pr1nc1pal problem of

learning an;LZ was assumed to be how to overcome the
differences between discrete 1tems in the two languages.

‘1t was assumed earlier in thls century that structural
linguistics could sc1ent1f1cally descrlbe all of the
elements comprising the structure of language. Although: .
structural llngulsts had succeeded in descr1b1ng some
aspects of the sound and morphem1c/syntact1c systems in

, world languageS\ their taxonomles scarcely penetrated the

depths of language complexlty.

)



The assumptfons of structuralists and behaviorists
, merged to produce the Contrastive'Analysis model which,
vuntll recently, was the orthodox model of L2 learning.
Contrastive'Analy51s theorlsts produced the "strong”
hypothe51s (Wwardhaugh, 1974) best expressed by Lado (1957),
who predxcted in reference to the learning of an L2 that
- "those elements that are 51m11ar to his (the language
'}earner s) natlve language wlll be S1mp1e for h1m, and tho;}/
¥that are dlfferent will be difficult” (p.2). At ‘
approxlmately the same tlme, other CA theorists such as
lStockwell Bowen and Mart1n (1965) elaborated a complex
'system in which dlfflculty in L2 1earn1ng was based oﬁ a
somewhat- sub]ectlve l1ngu1st1c ana1y51s of how 51m11ar a
given structure in the target language was to those of tHe_
native language. |
‘ Although there has been considerable intuitive appeal

for some of the principles proposed in Contrastive Analysis,
there has been no emplrlcal support for the strong versron,
the hypothe51s statlngﬁthat dlfflCUlty can be predicted a.‘
prlor1 on the bas1s of a supposed 51m11ar1ty or difference
between L1~ and L2 structures. Whitman and Jackson (1972)
tested the difficulty of English grammar for 2,500 Japanese‘
learners of Engllsh using the pred1ctions of four different
contrastive analyses. The results supported none of the four
.models. Brlere (1966) tested the strong version of |
Contrast1ye Analy51s on the learnlng .of new phonological

categories of dlfferent degrees of 51m11ar1ty to the L1 of



20 speakers of Amer1cgn Engllsh and found unexpected and
unpredicted (at least by Contrastive Analysis theorles)
perceptlon problems with pa1rs of phonemes containing ‘krfown
and new language sounds.

The Error Analys1s model d1ffers from the limited v1ew-.l
of the strong ver51on of Contrastlve Analysis, which |
 vexpla1ned the L2 development task un1quely 1n\terms of

1earn1ng in the L2 what was dlfferent from 1tems in L1
4ﬁiror Analysxs expanded the view of lan;uage development to
include intralingual. effects such as 1ncorrect '
overgeﬁerallzat1ons made by L2 learners w1th1n the target
language, induced errors caused by 1ncorrect teacher
explanatlons, m1slead1ng presentations in language
‘textbooks, and varlous soc1ol1ngu1st1c causes for faulty
,language productlon. The productlon errors made by L2
learners led to an interest in the different communlcatlon
strategies which learners were hypothe51zed to use, i:e;,
language switch, appeals to the authority of the native o
speaker'when all'else tails, prefabrlcated patterns, and

“topic avoidance'as ways of communicating a message, Or

retreatlng rom a situation where communication has failed.
The theoretical p051t1on of Error Analy51s is based on
the view that the L2 learner is a hypothesis tester 1nvolved
in a tr1a -and-error:process of creating a new |
"1nterla guage" (Sel1nker, 1974) This model was inspired by
the hypothe51s testlng theories of concept learnlng (Bower &

. 1964; Restle, 1962), and by Chomskyan linguistics



AN | | | 5

\

uhich'stresses the creative aspect of new utterance
production from a finite number of linguistic'rules.

In both the Contrastive Analysis and Error Analy51s N
models, one finds that the language product and 1ts
reification are the point of departure for research. A
theoretical analysis of language structure or of-~language

~ errors serves as the bagis to discern the psychological

processes of the L2 language user. Absent in these two
models_i§ any serious consideration of exactly what are the
task or tasks that the learner must accomplish in developing
an L2. Both CA and EA look at part of the problem involved
in L2 development; however, both theories, and ip particular
CA, make predictions about L2 learning without con51deration
of the results of the learner's actual behaviour. What is

‘undertaken here is the type of study that CA and EA
theorists should 1deally do in order to test their: theories.

*  The theoretical base~of thiS‘study is a view of

language which perceives it. as con51st1ng of a semantic base

of 1nformation and a code §~Q_ibet made up of linguistic

processes and forms through which this information is
transmitted. This view of language has its basis in coding
.theory (Beckmann, 1972), which treats language as a code--a
highly complex one, but still subject to the constraints
(i.e., memorial, semantic density, time, etc.) of “all codes.
A theoretical view such as thlS has been 1mp11c1t in
much of‘the study of first language acquisition, in which

-

the emphasis is often equally on the development of semantic
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intentionsiend the evolution of linguistic forms ysed to A
express them (Clark & Clark, 1977; Bloom, Lifterf & Hafitz,
1980;'Slpbin, 1973). This view of language has beén largely
unutiliied, however, in the study of second langpage' |
deVelopmeht; in which the emphasis has been placed almost
exclusively on the obvious task of learning the new code .
alphabet--the new linguistic forms. There are two probable
causes of this preponderant interest in form. Firstly, L2
learning sfudies have been Hiseorically based in the arena
of leerning a‘second langhage which is semantically quite.
similar to the first (i.e. French/English, English/GermEn,
'French/Russian, etc.) in which no’striking differences in
the semantic base were evident (although they do exist and
may be shown to be a source of some of the per51stent
pedagogical problems in such language pairs). Secondly,
unlike the children studied in acquisition reseErch the ‘
subjects of L2 stud1es have typ1cally been older children,
adolescents, and adults, all of whom already possessed a
fully developed L1 semantic base.m

It is the premise of this theszs that L2 development
subsumes both of these tasks: the aCQU1sation ©of an almost
completely new code alphabet as well as the alteration or
extension of the learner's semantic baee. It is further the
premise of this thesis that the following 5re»the-€ask
'variables\which’are iﬁvolved, and which'must be addressed in
studying L2 deveiopment: | |

1. comprehension of new semantic intentions;

{



2. understanding of the operationtdf new encoding
processes; o

3. "memorization and automatization ef new encodlng‘forms.
"points (1) and (2) above are psychologxcal in nature,

and (3) is involved w1th the phys1ca1 aspect of language,

development. L2 learners expect (3), and are prepared to

deal with it. They do not expect (1); nor do the?,t}kely

expect (2).

The term semantlc 1ntent10n (cf. Slobin, 1973) was

chosen for use in this study over several other contenders
from the literature--- grammat1ca1 categories” (Hockett,
1958), "grammatical concepts” (Sap1r, 1921), "semantic
categories” (Bloom, 1970), or “inflectional meaning” (Bee,
1974)---to"underline the point that aﬁ“LZ,leérner must.
" onsc1ously conceptualize and learn how to encode new

2

/ "meanings"”, whlch do not require exp11c1t marking in his/her

.own’ianQuage.' |
To give a concrete example of what is meant by the

dufferent semantic 1ntent1ons and encodlng processes. ‘which

are found in various languages, consider the following four

. sentences from German, French, Czech, and English.

1. Das Reiseburo ist wichtig, weil Sie dort Informationen
bekommen.
'The travel office is important because you get

information there.'



2. Le chef de bureau regarde leg dossiers.
'The department head looks at thclfiles;'
3. Holka napsala psani.
'The girl wrote the letter.'

4. The sheep are white.

In German, French, and Czech (sentences 1 to 3

every sentence.-.

In Germén ané\CzeCH, there are three genders
(masculine, femininé,iaﬁd neuter), whereas French and most
other member; of the Romance Language family have‘two
(masculine and feminine). Asvﬁéll, gendef is“}eflected:
-thrbugh.a~concord-systemlonto articles, adjectiveé,
pronouns, and.even onto the verb?in Czech past tense. For
example, in sen;éhce'number‘3 above, if a boy rather than a
girl had written a letter, the Ve;b would pave been |
expressed as napsal rather than napsala, the a suffix on the
Czech verb representing the feminine morpheme. Although the
category names of gender suggest that biological sex is the
basis for such distinctions, this is not the case. Males and
male occupations are usually masculine and females\;nd

female occupations are usually feminine in these three

languages, but that is where any sex attributes cease to



exist. In effect, gender is an arbitrary grouping of nouns,
as shown by the fact that a referent such as Jetter is
masculine in Czech:;and German, but feminine in French. Many
languages such as English and Hungarian operate quite

eff1¢1ently ‘without gender, which conveys redundant ' . E$¥

.categor1zxng-1nformatlon. However, Engllsh- and . g

.%_:Hungarlan speaklng .learners of German, French, and Czech

‘must nevertheless learn th1s semantic intention if -they wish
to operate effectively in these languages.

A second semantic intention found in all of the
examples above is that of number . Number’may be restricted
to only certain elements in the sentence as in English;
where it is found in nouns, verbs, and pronouns. 1t may also
be reflected throughout nearly every sentential element ss
in the other three languages. It is 1nterest1ng to note that
all ofvthese languages have words in which there is no
difference between singulag and plural forms, yet their
speakers manage to commun1cate, even in cases where number
is not overtly marked. Whether one says in Engllsh that
three sheep will appear, Or that one sheep will appear, the
cardinal number suffices to convey all of‘the information
required to understand number, even in a language which

vnormally marks this semantic 1ntent10n A number bf world
languages such as Japanese and Chlnesefdo_not overtly mark

number . However, a large number of languages contain this

e - -

semantlc intention and when Japanese-~ and Chinese-speaking )
/

L2 learners address themselves to the learning of Englishfwfnv/ -
4 S

-

© P
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this is a formal device connected with the concept which
must be learned.

A third semantic concept in three of the four examples
above is definite vs. indefinite, referring to nouns. Czech
and in fact most Slav1c languages no longer mark this on
nouns. Although Engllsh French, gnd German speakers may
feel, because of their language expectations, that it is
important to distinguish between the indefinite or definite
use of nouns, speakers of Slavic langnages, as well as other
world’languages, are not obliged by their language to make
_this distinction. Speakers of Slavic languages who learn
English, French, and German must learn a semantic 1ntentxon
which they do not expect to f1nd in language. It is worth
noting that there is a large overlap of semantic intentions
among world.languages, particularly in the domain of
vocabulary. The types of unexpected semantic intentions
hypothesized in this thesis, those wgéch cause learner
problems, are limited to grammatical notions and a few
lexical examples.

The four sentences abo?e provide, as well, examples of
different arrangements of eneodingvprocesses and forms.
Different languages use varying arrangements of subject
verb, and objects in sentences, and allow varylng degrees of
flexibility in the use of a preferred order. af ‘these
elements. English and French both relatively: un1nflected

languages as concerns nouns, rely on fixed word order to

convey ‘semantic information. This order in declaratives is

i
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SVO.

Russian and to a lesser extent German are freer in
their possibilities of -varying word order, because of a
system of noun case endings which allows a speaker of these
langu?gES to use case morphemes in the form of suffixes to
_‘51gnal doer or recipient of an action, instrument used to
'.accompllsh an action, etc. For example, in German both ein
A‘Hund beiszt einen Mann and einen Mann beiszt ein Hund mean
i‘that‘a,dqg bites @ man, although there are stylistic
6;fferenges conve}ed_by the different word orders. Ein Hund
can océur either before'or'after the verb and be understood
asyéubject agd ;gentlof.the sentence because gf a system of
case inflecripn”suffiXes.existing in German.

In déclératives, even though Russian and German-are
quite h1ghiy 1nflected speake:; of these languages tend to
prefer, llke ‘French and Engllsh an SVO word order. However,
_this order 1s not unlversally used acroSs all world
languages. One finds SOV order 1n Japanese and VSO in Welsh.
The order of S, V, and O is an“gncodlng form which varies
across different languages, and gust be learned by the L2
learner. | |

Sécondiy, German and English allgv,Speakers to combine
qpuns‘into noun compounds.. In the case of German, a single
noun may contéin many nouns (a well known example guoted by
Mark Twain is Stadtverordnetenversammlungen 'city ordinance

assemﬁlies'). This encod1ng technique, called ‘compdsition'

by Sapir (1921), 1s not used in French or to such an extent



in Czech. French, for example, employs the structure
N + preposition de + N to link nouns‘(sallé de classe
'classroom').

‘ Thirdly, one finds a system of verb person/number and
. noun case/number suffixes in all four languages in the
examples. Different languages vary in the extent to which
they use only suffixing to mark various concepts. As
mentioned earlier, one finds both prefifes‘and suf fixes in
English. This is also true of the other three languages in
the examples. All of these languages come from the same
language family, which probably e;blains a tendency to
prefer suffixing or prefixing rather than using a process -
such as infixing. Other languages such as Shilha make
extensive use of infixing as an encoding process.

These examples taken from four languages serve to
illustrate some of the different types of semantic
intentions and encoding processes which occur in languége.
Gender, number, and definiteness of nouns arée found in many
worid languages as semantic intentions. However, there are
also many languages which make no use of these concepts, but
extensive use of others not found in the four languages
mentioned above. Encoding processes such as SVC word order,
composipion, and prefixing or suffixing are used in the
languages sampled above. A'sbeakeruof a particulyr language
is "biased" in favor of using the semantic intentions and

»

encoding ‘processes learned in an L1, as a result of years of

¢

contact with them. He expects an L2 to contain the semantic
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1ntentmons and encoding processes wh1ch he has learned and

’,dw1ll try to make @se of them in hlS learnlng technlques.”t

Wﬁ%? are the various types of semantlc 1ntent1ons and
encodlng processes used. 1n linguage Whlch w1ll 1mpact on the
L2 learner? Saplm%ﬂ1921) 1dent1f1es six dlfferent types of f;d

i LY
»grammat1cal encodlng processes existing ‘in world languages

These are listed below: S .
1. WORD OWDER - I f"fr S S

Word order 1s flxed in languages such as Engllsh and
‘F}ench ay d is more flex1ble in languages using noun
ecas% suffixes such as Ru551an, Czech and German. As :
‘well, major constltuents such as subject, verb and
objects can occupy different orderlngs in a declarative
sentence,_dependlng on the language.
2. COMPOSIT ION: | | :
| V ThlS is the unltlng of two or‘more radlcal elements into
a 51ngle unit such as typewrlter 1n Engl1sh or ’
.AFernsehterlnehmer 'telev151on viewer' in German.
Languages 5uch as Arablc and French use ‘this process
.very rarely.
3. AFFIXING: | ,
» There are three poss1bleltypes' suff1x1ng, the most‘
‘commonly used in world languages .and preflxlng and
‘ '1nf1x1ng, Wthh are less commonly used. | e
. 'INTERNAL MODIFICATIONS: | |

‘ ThlS 15 the process 1nvolved in Engllsh tense changes

such. as slng—sang-sung, or Arabic balad "place’', and
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'-plural bllad places Internal modlflcatdbns can“ﬁe

”\;\«elther vowel mod1{1cataons, uch as thOSe above, or

~

dnvolve a consonant mod;f?catlon 11ke those found in

‘0(}\,}:4

rifﬁflrlsh (bo 'ox' becomes bho or mo 1n dlfferent

’”:grammatlcal c1rcumstances)ﬁ, ]
. b .

3

50 REDUPLI ICATION:

:Hf# ThlS is the repetltlon of part or all of a radical

e Tn

element. Examples of thzs from three unrelated languages

'are- Wash0°*guso ‘buffalo , gUSUSU 'buffaloes'~

b*Hawallan: hoe 'to row', hos-hoe 'to row cont1nuously
-8
Hotentot- go "to see' go go 'to look at. carefully

Redupllcatlon tends to be used to express concepts such

. as plurallty,‘and aspectual notlons such -as 1ncrease in
_ 51ze,v1ntenslty, repetltlon, and contlnuance
6. ACCENT: B R "
lThlS process can 1nvolve either pitch or stress. It is’
found in tone languages such as Chinese to d15t1ngu1sh
meaning, and also occurs in-English in noun-verb
comblnatlons such as address, transport etc.
The semantlc 1ntentlons expressed in world languages}
are many and varled Bee (1974) has taxonomlzed many of the
_types of semantic 1ntent10ns typlcally expressed in various

o €

languages by means of nom1nals and verbals, and this
taxonomy is presented fully below to give the reader a
notion of the many new and unexpected semantic intentions
thlch learners may encounter. in an L2 ' Bee refers to these

semantic intentions as “inflectional»meaning", a term which
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she uses to contrast with lex1cal mean1ng' Her use of this
term has 51m1lar connotations to what the author is .
expressing through the use of "semantic intention”. Iﬁ is
worth not1ng that the different conceptsibelot are not
necessarlly expressed in all languages, ahd when they are

'expressed in a particular language, they may be. conveyed by

elements .other than nominals and verbals.

Semantic Categories Typically Expressed by NominalS<(afterA

Bee, 1974)

1. CASE:
Case is a particularly diffuse sementic categqu used in
differeht ianguages to express theAreLationship between
aéents and recipients or benefaetOrs in an event,
possession, location or movement, etc. Moreover, what
appears to be a s;milar case in'two separate languages '
may in fact exprees diffefent semantic ‘intentions. <
Examples of semanﬁic cases are: |
(1) Nominative- ma;£i grammatical subject, agent of an
action, agent of intransitive verbs in Eskimo, actor and
grammatical subject in Hindi;
(2) AccusatiVe-’marks direét object, recipient or
‘benefactor or an action; J‘ |
(3) Vocative- used to address someone} J!
(4) Instrumental- descrlbes the means by which an action

is accompllshed (She opened the door w1th the key);

'
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{5) Locative- inaicates the'location of snmething (in,
on, etc.):-

(6) Difectionai— indicates movement towards or from.
Finnish\has numerous of the§e caSgs, mosﬁ of which are

L3

equ- -ble with prepositions, as are those of (5) above.

GEr "

Bee defines gender as a principle of noun
classification. Natural languages classify referents
according to many parametérs such as:

(1) Masculine vs. Feminine, or Masculine, Feminine,

Neuter- these exist in many Indo-European languages, but’

-

are not based on any reagisex distinctions;

(2) Animate vs. Inanlmate— in effect, 1iving vSs.

-

nonliving, and found espec1ally in the Amerindian
languages; k

(3) Human Vs, Nonhuman-’

(4) Shape and size- large vs. small} round, rectangular,
etc. Such distinctions a;e;found in Chinese’languages.y
(5) -Substance- materials from which'}nings are made

(wool, stone, etc.);

(6) Tangible vs. Intangible;

bl

*
(7) Taboo vs. Nontaboo; g

®

(8) Common vs. Place namésrbphgse categories are found
in Tagalog-and Fijian. B
PERSON: . -

Most languages reference the person involved in an

actlon accordlng to three categories: f1r§t person

/
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(speaket), second person (hearer, addressee), and third

person (referent, nonspeaker, nonhearer). Certain

languages, however, make further person distinctions.

For example: .

(1) Fourth person-'this usually refers to the newest
arrival 1n a conversation, the furthest referent from
the‘speaker, or the least relevant object or person
under discussion in Amerrndian languages. These are
usually referenced by the tnira person in most other
languagee; | |

(2) Focus within a person- used to designate one "you"

‘from among many;

(3) Exclusiveness- designates one person to the
exclusion of all others, "1 alone", "you alone", etc.;

(4) Inclusive vs. Exclusive- includes or excludes the

n "

hearer as belonging or excluded from "we’;

(5) Honorifics- many languages reflect the social status
of speaker and hearer and subject of discourse+(Ja§anese
and Korean distinguish several‘types of social
relationships which can exist between differently placed
speakers and hearers (equal,bsuperior, inferior, etc.) .

NUMBER:

Different world languages vary from no special overt

. marking of thlS concept except by means of a cardinal

number to relatlvely sophisticated distinctions of

singular and different gradations of plural number:

(1) Singular vs. Nonsingular as in English;
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(2) Singular specified vs. Plural nonspecified (oﬁy‘cow,

ten cbw,vcows) as 'in Hungérian, Arabic, Georgian;
(3) Singular, dual, trial, paucal (a few), multiple
(many), plufal as in Fijian and Hawaiian; |

(4) Individual vs. Group;

(5) Countable Gs. Noncountable.

Semantic Categories Typically‘Expressed'by Verbals

1.

Al

VOICE: A 3 g
Bee describes voice as the relafionship of the

participants to an action. She identifié5 the following
types of voice, some of'ﬁhqu”

syntactic rather than semantic categories:

(1) Transitive— one»patient, benefactor, etc. expressed}

‘(2) Intransitive- no patient, benefactor, etc.

expressed;

(3) Reflexive- the agent and benefactor are the same .
person; | \

(4) Reciprocal-lmutuél action involvihg two agents;

(5) Di-transitive= similar to (1) above; -

(6) Active;

(7) Passive;

(8) Stative- a passive in languages suéh;as Usarufa
where an agent'may never be expressed;

(9) Causative;

(10) Benefactive;

(11) Impersonal.

(9]
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ﬂUUD; |

Bee defines mood as the:psychological atmosphere of an’
action as'inte;preted by the speaker,‘and further
defines ﬁood according to the degree of expected
response on the part of the speakér, the truth value of

an utterance, and the attitudinal or emotional set of

~the speaker:

P
<y
\\ iw
e
R

A. Response Orientation

UNSIGNALED

(1) Indicative- a statement or comment;
(2) Declarative- a statement of fact;
(3) Assertive- an emphatid declaration;
(4) Exclamatory— an emphat1c spoken response to'. some

spoken or nonspoken stimulus ("Ouch'", "Hey!").

I
'

SPOKEN RESPONSE EXPECTED’
(1) Interrogative- a guestion;
(2) Rhetorical interrogation- a quéstiqn is posed, but a

spoken response is not expected. The answver is intended

- to be obv1ous i.e. "What is 11fe all about?".

ACTION RESponéE EXPECTED

(1) Permissive- someone is givgﬁ permission to
pafticipate is some giveﬁ activity i.e. "You may go
swimmiﬁg"; '

(2) Imperative- a command to which a response is
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expected i.e. "Close that door!";
(3) Jussive- another form&of a command;

L

(4) Polite vs. Impolite commands, R

R
se

(5) Petltlonary- a petltlon or requesﬁ, a form of a.
polite command i.e. "Will you take me with you?";

(6) Hortatory- an exhortation i.e. "L.et us not be too
hasty"; |

(7) Obligative-'a command i.e. "You must come on time."
(8) Proh1b1t1ve- a negative command°

" (9) Avolltlonal- a negative recommendation i, e.‘"You
shouldn't dg}that."

o

B. Truth Value Moods

Many danguages requlre information on the source,-
truthfulness, reliability, or reality of utterances

‘supplied by a speaker:

SOURCE OF INFORMATION
(1) Deductive- used to 1ndlcate concrete ev1dence used
as the bas1s for some utterance;

(2) Inferential> used in some languages to signal’

abstract evidence or hearsay;
(3) Quotative- a speaker re

opinions.

RELIABILITY

(1) Narrative- relating past events, used for 2
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storytelling;

" (2) Suppositional- a statement of opinion; mine or

someone elses;

* (3) Factual- a statement of known recognized fact.

TRUTH OF DATA
(1) Certati;e—'expresses certainty of an action or
statement;

(2) Dubitative- expresses dohbt aé to whether an action
is, has, or will take place; '
(3) Negative- an action has not taken place;

(4) F:usttative- a type of negative i.e. the intended

action is frustrated: "He listened but did not hear me".

REALITY OF AN EVENT

(1) Conditional - the speaker specifies°cohditions under
wﬁich a statement will be true; "

(2) Contrary-to-fact conditional- a condition which
cannot come to pass i.g. ;If 1 were in his place, I
would...";
(3) Consistent-with-fact conditional- a condition which
has been fulfulled, coﬁseqdehtiy, the statement follows
logically: "If John had eaﬁen leis, he wouldn't be so
siék now";

(4) Potential- expresse something which has the

potential to occur;

(S) Abilitative- expresses the ability or aptitude of an



22

actor to .perform some action;
(6) Subjunctive- the fulfillment of an action is

contingent on something else.

C. Attitudinal Moods, Emotional Attitude

Some moods indicate the emotional and mental attitude of
the speakef; ' .
(1) Optative~ indicating hope that something will
happen; |

(2) Desiderative- expressing a desire: "I would like you
to..."; -

(3) Intentive- ingiéating iﬁtentioﬁ: "; plan to;..";

(4) Volitional- a strong intention.v |

ASPECT :

The aspect of an ;ction can be considered in different
world languages from the point of view of its force,

duration, or frequency:

A. Force
(1) Completive vs. incompletive;

(2) Inceptive (inchoative)- insisting on the beginning

-of a particular action: "He began to leave"{

(3) Cessative- insisting on the ending of an action: "He

I'g

finished making the bed";
(4) Augmentative- action increasing;

(5) Diminutive- action decreasing.
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B. Duration

(1) Instantaneous; .

(2) Momentaneous- an action covering a short period of
time;

(3)_Pun§tiliar— an qgtion viewed as a single pdint in

time, and a single event; |

(4). Sequential- one in a series of actidns;

(5) Simulfactive- multiple actions viewed as occurring

o~

simultaneously; h : Ve

£ {

(6) Continuative- a progressive action: "He is eating".

C. Freguency

(1) Repetitive- repeated action;

(2) Tterative- repeated habitual actions;

(3) Recurrent- a pggi}ou; action is now recurring: "Once
they went to the beéch and foun?LSPme“shells and now
they have goﬁe again"; "

(4) Frequentive- freguently repeated actions;

(5) Habituative- habitual action;

(6) Customary- "We used to...".

TENSE :

Tense is the time orientation of an action independent
of igs aspect, although tense and aspect are frequently
combined in natural lanquages. Languages often vary in;

wvhat is considered past or near past.



A. Time Continuum
-

"
%)

(2) Present;

(3) Future.

i

B.. Degrees of Time

(1) Regular;
(2) Near;

(3) Remote

C. Relative Time

Q-

(1) Perfect- past action relative to the present;
.(2) Pluperfect- prior action relativé to the past
(3) Future Perfect- prior action relative to the future.
The formulation of a complete list of even the easily
defined semantic intentions“expressed in the natural
languages:of the world represents a major undertaking, and
consequently will not be attempted here. Thg preceding
taxonomies of Sapir and Bee have been set out fully in order
to define the two task vafiables.
- .
B. The Task Variable and Learner Expectations
The learning of an L2 can realistically be considered
as composed of a number of taské. An L2 iearner must gain
facility in a number of basic behaviors if second language
development is to proceed to any significant degree of

success. For example, a learner of any L2 must be able to
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accurately produce and comprehend its phones, and the
various encoding processesiand semantic intentions,
appropriateness rules, and the writing system (if there 1is
one) of the L2.

Although many teachers of an L2 know which elements are
hardest to learn, very little is knowﬁ empirically about how
aifferent types of task variables interact within one
language, much less across different languages. For example,
woula we expect the learning of a gender system as found in
Romance languages to be a harder task than the learning of a
number system for an L2 learner.whose L1 had neither of
these two semantic intentioné? Or alternatively, is infixing
as an encoding device harder to learn than composition, or
is\the semanticiﬁntention gender harder to learn than either
of these two encoding forms? This is the type of guestion
which will be addressed experimentally in the study reported
here. |

when a learner initiélly confronts a new L2, he will
probably expect the sounds, lexical items ("words"), and
exterior mannerisms such as gestures and talkipg speed to
differ from his own L1 and from habits of his community of
speakers. However, he may be unlikely to anticipate other
diffé?ences which go beyond observations based on the sounds
- of thé new L2 and its ﬁsers. It seems intuitively obvious
that the learner will as a first approxfmatidn to an L2

expect that the new system, beyond some. cosmetic

differencés, will behavé'in'predictable ways, 1i.e., like the
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L1, in respect to semantic intentions and encoding
processes. Most learners would not be able to articulate
what these predictable ways might be, since much of the
first language process has taken place subconsciously, and
learners, linguists, and teachers typically lack both the
metalinguistic concepts and terminology that would make this
subconscious knowledge accessible.

What does a typical monolingual speaker know about
lahguage? The answer is that he knows.what he has learned as
a practitioner of his L1, and this in the form of intuitive
knowledge. He may élédthave some metalinguistic notions
about language that he has learned in school. What this
means is that once we learn that our native language
expresses certain types of semantic intentions or encoding
forms, we will expect our new language obligingly to
conceptualize and encode in ways similar t&'L1.'Af@ér all,
why would the monolingual speaker of Engliéh.nqt‘expect a
éoncept such as number to be encoded in languéée, since it
is marked on all nouns and some verbs in English? The L2
learner does not usuallf'expect to encounter‘semantic
intentions and types of linguistic processes which differ
‘from those in his L]J When this occurs, he must learn each
case as a separate task. |

The author's experience from the L2 classroom has
provided some illuminating examples of errors made by .
Anglophones learning Freﬁch. These errors are indicative of

learner expectations. Two such examples are listed below:

-
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1. | Jeans auto used for L’auto de Jean, 'John's car' H
2. Je vois elle used for de la vo:s, "I see her'

The flrst example shows how the Anglophone s
erpectatlon of the encodlng form used in. Engllsh to convey
‘the concept "possession" ‘a case suffix, has been attempted
in French To convey thls concept, however,'?rench-uses a
prep051t10nal structure, llterally "the car of John ,
instead of a SUfle The first- yearﬁstudent who produced
th15“structure assumed that a known "encoding process -and ’
form could ‘be successfully used with French lexlcal items to
convey‘a semantlc ‘intention which exists in’ both Engllsh and
French o ‘ . ”

In the second example, .an Anglophone learner
_encountered the only place 1n French where SOV word order
occurs, namely where there 1s an object pronoun in a.
declaratlve sentence or a guestlon. In cases where the
object is a noun, French mamptalns the same SVO order as
occurs 1n Engllsh Not unexpectedly, the Anglophone L2 .
Nlearner used the "Engllsh“ order,‘whlch produced a o \\\\;&m
systemat1c, but erroneous result. ' | -

Learner expectations of encodlng processes and forms
_are paralleled by simdlar expectatlons'of semantlc
1ntentlons Languages from outside the Indo-European, group
provide the most 1nterest1ng examples of this, 51ncev )
~languages within a family usuallyvtend to express sifiilar

semantic intentions. Hakuta (1978) observed in a

longltudlnal study of a five-year old Japanese speaker,
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%g%isu, that she mastered Engllsh posse551ves after 11v1ng
only one year in the Unlted States. However, before |
'returnlng_to;Japan at the end of a 60- ~week per1od she never
did masternthe notion that .plural number must be expressed
in‘English even “though plural and possessive share the same
form, and are both attached to nouns in English. Japanese |
has a possess1ve partlcle, but no morpheme for plurality. It
seems that Uguisu expected" (unconsciously, one assumes)
that.English‘would not mark a type of semajyéc intention not
overtly marked in Japanese. . ' ‘

A second exanPle of learner problems w1th unexpected
semantic intentions in an L2 is reported in an; unpubllshed
master's thesis 'in which Ballah (1964) investigated the
difficulty of the learning of'various'grammatical concepts
and forms in a formal 1nstruct10na1 environment. Ballah's
subjects were 500 students at the Unlver51ty of Alberta
"'enrolled 1nxa first-year French course. These sub]ects found‘
the wide variety of semantic intentions comblned together in
one verb form, the imperfect, to be the most difficult th1ng
in the course to learn. In French the 1mperfect "tense
'expresses noncompleted aspect nast tense, habitual and
Vrepeated actions, ‘and past. des.riptions. The forms. of French
1mperfect are nearly completely regular and stugents |
predictably had_few'problems with them, but considerable
problems with their correct use. 'Ballah reported tha® the -
learning of the imperfect 1in French nas three times harder

than thatfof French passé composé, which is less predictable

A}
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in its encoding forms, but a nearly perfect semantic fit-for
English pre;erit (Ved) and present perfect (has Ved) .

These examples strongly suggest that learner
expectations of what an L2 should be will play an important
role in its learning. These expectations, established by‘ :
‘previous experiences with an L1, interact with the task |
Qariables in the learning of the L2 to influence success or
lacL'of success. The task variables of interest in this
thesis, as stated previously, are the semantic intentions
and. encoding processes in an L2 whicn do nat existlin the L1

of a learner.

C. Independence of Semantiérlntentions and Encoding
Processes in Language | |

The four‘exanples in the beginnifg section of this
chapter were used to show some of the different types of
semantic intentions and encoding processes which can occur
in languages that belong to the same lanquadeVEamily (in |
this case, the Indo~European family). Languages outside of
the Indo-European group have a greater'chance‘of exbressing
semantic ingentions and using encoding processes whicn are

, 5 .

unfamiliar to the Anglophoneéégarner.@hlthough all four
languages in the examples given earlier used suffixing as a
‘ formal grammatical process to convey plural number, they
could, as a result of historical accident, have used some
other encoding devices s%ch as reduplication or tone pitch.
Similarly, although these ianguagesvall have plural number,

&
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it could also have been the case that number be
d15t1ngu1shed in-some of the different ways mentioned in the
Bee taxomony. Each language.contains a unique set of
_semantic intentions and encodﬁng'processes and forms;
howe&er; there.is no'one-to-one relationship between g
semantic‘concegts and the encoding procesSes and forms used .
to convey them; ’
From the point of view-of,the“LZ learner, a new
language may or may not contain the semantic intentions of
the L1, and these concepts may or may not be encoded in
similar ways to Ll: The L2 learner must however learn each
hew semantic intention as well as the way in which it is
encdded.'Phrasea in a slightly different way, this means
that learning problems'for a semantic intention ﬁeg be, and
very likely'are, differenthand separate from the fEarning
characteristics of the encoding process an'rms ‘ |
transmitting the semantic 1nteﬂtxon. |
If the L2 expresses a new sﬁmantlc intention, then that,
intention must be ljearned in addition to learning how it 15
encoded. The encoding process and forms may be 51m1lar to -
those of the L1, or quite different. 'For example, an
Anglophone learning Cree will encounter ‘a new system of noun
" categories. Since English does not normally distinguish
nouns on the basis of the animate or'inanimate
‘characteristics (although there are pairs such as

sheep-mutton and cow- -beef where thlS occurs) ‘this semantic

intention must be acquired independently of the_way in which
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it is encoded. If Cree were to use a system of infixing to

mark animacy, then this encodinp,process would have to be
learned with, and in addition to the semantic intention. It
‘could also be the case that Cree marked animacy using
encoding dev1ces also used in English. This would 51mp11fy

"

he language learning task, although ‘the "unexpected"
ﬁ

Wisemantic intention would still have to.be learned. The L2

learner who used Jeans auto naively assumed that possession
in French could be encoded as it 1is in. English, but
discovered that semantic 1ntention and encoding devices must

be learned separately.

D. Problem and,gzpothesis

L2 learninolmodels have attempted to define the L2
development task, but have not succeeded as a régﬁiﬁ of
their theoretical base. lt is precisely because recent
models have ignored task variables that they have had
limited success 1in explaining L2 development. All L2
learners must develop new and unexpected. semantic intentions
and new and unexpeoted encoding processes in otder to
achieve mastery in! a new language. The difficulty of these ]
two task variables is at the present time unresearched ehd
it is for this reason that they will investigated here.

Ev1dence from the L2 literature and the author's

experiences in the L2 classroom support the claim that L2

'plearners use their language expectations, established by Ll'

o,

;fexperiences, when they explore,and learn an L2. The*strength_

[
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of such expectafions'can be judged by examining subjects'
learning experiences in a new L2, and the author expects
that the evidence from this experiment will give further
support to this claim.

In order to test £he role of the two task variables in
second language development, an experimentaf\stUd}w;és"
carried out, which will be reﬁorted"in the remainder éf this
paper. Using nine monolingualvsubﬁects aged 9 to 15 1/2 |
years, the experimenter taught a Miniature Artificial
Lahguagé to his subjeéts durihg a one-week period; The MAL
contained three examples each of the two:task variables of
interest,_no?el encoding procgsses and novel semantic v
. intentions. With the exception of tﬁe lexiéon, other
. language elements were kept as "English" as péssible, i.e.
-as "expécted“ as possible according to tﬁé hypoihesis. The
sﬁructure of the MAL, and how it was taught and the
1earners{_success.evaluated, will be discussed in the
following chaPters. '

In 5uhmaf;, the experimenter posed two guestions to be
addressed‘in the experiment: |
1.'vAs'a group, are‘nCQel semantic intentions easiér to

learﬁ than novel encoding processes in an L2,‘or.vice
versa? )
2. Are certain types of novel encoding processes harder to

learn than others, and are certain types of novel

semantic 1ntent1ons harder to learn than others7
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The hypotheses advanced are threefold.‘Firetly,’it is
hypothesized that unexpected encoding processes and semantic
intentions ehcountered in an L2 by the learner can be shown
to play a role in predicting learner succees. Secondly, it
is hypbthesized that novel encbding'prdcesses will show
dlfferent learning patterns than novel semantic intentionsr
This latter hypothesis is based on the author's susp1c1on
frhat once ciearly comprehended, a new type of semantic
1ntent10n will be qurckly mastered, whereas a new type of
encodlng form may be cémprehended but will require the
development of a slowly acquxred reaction. This reaction is
.not based solely on a cognitive. awareness on the part of the
learner, but on a sustained contact and use of the L2 over a
‘long period of time. This is equivalent to claiming that an
L2 learner needs a “conditioning" period of longer duration
than thht required to learn new semantic intentions.
nThirdly,{it is hypothesized that within each of the two task
variable categories, novel semantic intentions and novel
encoding processes, a hierarchy 5; difficulty may be
established on principled psycholinguistic or '
sociolinguistic grounds to be discussedblater. These.
_hypotheses, and the tests applied te them will be discqssed
further in the following chapters. The predicted difficulty
of learning of variables within the two experimental droups
"will be found in section B df the next chapter, following a

definition and discussion of the task variables.



1I. DESCRIPTION OF THE EXPERIMENT

A. Preliminary

The hypotheses as stated in the previous chapter are
firstly,'that two task variables, unexpected encoding
‘processes and semantic‘intentions{encountered by.learners;in
an L2, will exert an influence on their success in learning
the L2. An unexpected process or intention has been defined
-as one that has not been encountered or used by the learner,
who operates through his L1. The second hypothesis is that
unexpected encoding prbcesses will show different learning
~patterns from unexpected semantic. intentions. Flnally,.rhe
third hypothesis postulates that within each of the two task
variable categories, novel semantic intentions and novel
‘encoding processes, a hiefarchy of difficulty may be
established. |

These’hfpotheses were investigated’by creatiﬁg a
miniature artificial language in which three exemplars each
of the two task variables (yielding six language
characteristics) 'discussed above were taught as part of én _
L2 to a group of nine subjeq§5‘during a’one-week‘period.?Tﬁe.
six language characteristic; are hereafter called the “
variables. A fuller description fdllows, but in essénce, the
experiment‘consistedAof two parts: a concept-formétion study
and the teaching of the MAL. Testing of succéss on the

variables was done during teaching time, and for a period of

34



35

six months after in order to assess the learning decag;rate

of each.variable across time.

B. Variables Investigated in the Study

‘Background to the Choice of the Variables

In order to test the effect of the task variables on
the learning of an L2, grammars from eight language families
were reviewed to find é'variety of semantic intentions and
ehcoding processes that exist in real languages, and that
differ from those of English. Grammars of the following‘
language groups and lénguages were searched for possible
candidates for this study:
Altaic: Japanese, Korean, Turkish;

’Affo-ASiatic: Gulf Arabic, Shilha, Standard Arabic;
Amerindian: Cree, Blackfoot, Menomini, Navajo, Squamish;
Austro-Tai: Hawaiian;

Germanic: German, Old English;
Romghge:'French;_
Slavic: Russian, Ukrainian;
ﬁralfc: Finnish, Hungarian.

| From this grammar }eview, a list of unexpected semantic
intentions and encoding processes fqr the EL1 subjects wasA
prepared and a "short list" of the most interesting ones was
compiled fdr final‘§election. For illustrating notions of

semantic intentions and encoding processes, and for showing
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the pedagogical concerns involved in constructing the MAL,
. , |
- the following two sections set out the types of variables ~
that were actively'considered, and the reasons why each one

was finally rejected.

Semantic Intentions

o~

The tybes of semantic intentions which are of
interest in this study are ﬁhose which must be
obligatorily expressed in some language or languages,
but not necessarily in others. The Bee taxonomy
:presented And discusseé in thevpreéeding chapter offers
many examples of obligatorily marked semantic intentions
found in some languages, but not in others.

The reason for marking a particular semantic
intention in an L2 may not seem obvious to a learner,
consequently, one can claim that such a concept is an
arbitrary marking. On the other hand, a particular
semantic intention may be connected with the soﬂial

structure of the speakers of that language, in which

event a sociolinguistic explanation can be offered.

1. The case marking of agent of action, necipie'nt» of an
,action, or'instrument of an action. W
These concepts exist in languages such a; Hindi,
. Japanese, and Korean, and are marked by means of
different particles. They are harked in English by

word order and preposition, and case marking may

seem less arbitrary for the Anglophone because of
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the Engiish pronoun case system. The use in this
experiment of formalized marking of'concepts of
agents, benefactors, and instruments of actions
provedlto be theoretically problematic’) and the
notion of recipient/benefactor in particular turned
out to be a concept which ‘was too diffuse for
experimental purposes. Fillmore (1968) has
difficulties defining this latter case, which he
calls "objective", and defines as semantically
"neutral"”. Moreover, the agent'of a sentence 1is
nearly always a grammatical subject in English/ ana
‘recipient/behefactor is often the direct object or
accusative. The subjects 6f the experiment have all
received some formal training in English grammar in
the course of their schooling.‘This created the
possibility of a contaminating effect from previous
trai%ing in grammar concepts iﬁ the event this
complication had been used in the experiment. It was
consequently rejected. |

First person inclusive-exclusive plural in verbs.
The addressee may be included or excluded in the
term "we" in Cree,.Blackfoot, Menomini, and other
languages. Anglophone“speakers and hearers may be
aware of wﬁ%the: the use of the first person plural
pronoun includes or excludes the addressee, but do
not expect to mark this particular semantic

.%}intention. Such information exists in English as



38

shared background information and rarefy'requires an
explicit lingeistiC*form. Although this concept was
appealing as a variable to be investigated, it was-
rejected because of the difficulty of teaching énd
tesfing‘adequétely a concept which .n real
communication situations would have a low frequency.
of use. .. I
Use of drfferent Jevels of discourse dependrng on
the speaker’s and hearer’s status.

Languages such as Japanese and Korean include among
their semantic concepts an elaborate system of
"honorifiés", evolving out of the past and present
social structures of speakers/of these languages.
For example, Ramstedt (1968) lists nine different
pronouns for "you" in Korean, depending on the
social position of the speaker agd addressee
involved in the épeech act, or the level of
discourse used bylﬁhe speaker. Different discourse
levels exist in Engiish, and are reflected in subtle
ways such as choice of lexical ifems,ﬂlengfh‘of
utterances, tone of voice, etc. The "hbﬁofific"
concept was considered for inclusion iﬁ ﬁhe‘
experiment, but its dependency on cultu&e’
distinctions not shared by the‘subjeCtstmifigated
agalnst its use. ‘ B

The regressive verb tense used to express the notron

that something is occurring, but not here and now,
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w

or related to the speaker: and addressee.
This tense was interesting, ir that it i; used in
Korean to convey the idea of remoteness in time and
space, and serves to contragt w{th actions located
'within the range of the speaker's immediate |
experiences. The regressive tense was rejected
because it was felt by the experimenter that since a
MAL would be taught as a means of ;ommunicating at a
fairly elementary level (i.e..at the level of "here
and now"), the use of a.-tense which lacked any
connection with the immediate real world of the
classroom might pféve to be too ambitious a task for
the amount of time available for the experiment.
Different partitioning of the concept of number.

A numbér of lénguages mark ané conceptualize number
in ways different from English. Languages such as
Russian, Arabic and Hawaiian all have the concept
for singular and plural number, but differentiate as
well small groups of two, three, a few, etc. fhis~
semantic intention, as well as the preceding one,
are, from the point of view of the EL1 learner,
arbitrarily marked for these concepts since there 1is
no obvious reason why an L2 should mark them. This
concept was precluded by theﬁﬁ}nal choice of an
unexpected encoding process bésed‘on number . The
experimenter felt that two task variables based on

LY

one element in a sentence, in this case nouns, would
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put too much emphasis on one single aspect of
lanquage. The next section will explain this problem

more fully.

Encoding Processes

1.

Inflect ional suffixes.

Languages of the Altaic, Germanic, Slavic, and
Uralic families mark grammatical relationships such
as nominative, .genitive, dative, instrumental, and

accusative by means of declensional suffixes on

i
nouns. This type‘of encoding form was not chosen

because English-J es use of the process of
suffixing, and Vi
require excessl
Place of the adjective relat ive to nouns.

Many natural languages position adjectives after the
noun Or nouns tb which they refer. Greenberg (1963)

claims that languages which have subject-object-verb

(sov) word order usually place adjectives after the

noun. Since SOV word order was ultimately chosen as

one of the encoding forms investigated in this

experiment, it seemed reasonable that noun+adjective

“érder be chosen to compliment this choice. However,

all of the subjects of the experiment have studled
French from one to five years. This would have meant
that the subjects would have had previous contact

with this order. It was for this reason rejected.



Concord systems , o ’

Speakers of many- Indo European languages make gender
and number agreements between adjectives and
articles and the noun to which they refer. As well,

there is a“gender and number concord system in

operation’between nouns/pronouns and verbs in

ertain*‘hnguages. As with the preceding item, the

subjects have already had prev1ous experience with.

French, a language making use of & concord syc-em.

Concord was not used for this reason.

Prefixing., o

This type of encoding processtis used in Amerindian

languages such as Navajo, in which prefixes are used

to inflect verbs Such a system is appealing in that

it contrasts w1th Engllsh which is predomlnantly a

suff1x1ng language. Prefixing as an encodlng process
N,

was not chosen since 1nf1x1ng, a related encoding

process was yltimately preferred.
, ‘ "1, '

»

'Reduplication,

i
)

Languages such as.Hawaiian and Korean make -use of
this typebof syntactic_processr Hawag%an expresses’
frequentative actions by reduplicating the root ¢
verb.  For example, hoe means 'to paddle , and

hoe hoe means ‘to paddle contlnuously ' Korean uses
redupllcatlon to express variety. Forﬁgfamﬁﬁe, chlpb
is 'a house' However chip chlp means every

house'. Syllable redupllcatlon was not chosen as a

1

\ Lo
1
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separate task variable, rather, the experlmenter_

dec1ded to use vowel redupllcatlon in conjunction

with infixing as part of an encoding form discussed

in the following section.

h

In summary, the preceding types of semantic

intentions and encoding processes were considered, then

1.

rejected for five reasons:

They %ere

”

too d1ff1cult to define llngu1st1cally as

PO

v1able semantlc 1ntent10ns~

They were.

frequency

semantlc 1ntent10ns that would have a low

4
i

of use in communlcatlon situations

Te

(communication situations were stressed in the

experiment);

They‘were

dependent on cultural institutions

’unfam111ar to the subjects which could not readily

be 1ntroduced 1nto the teachlng 51tuat10n

They ‘were
available
They were

French L2

manlfestly too dlfflcult for the time

\
for the experlment

‘already "k%own through the prev1ous

experiences of the subjects.



43

4

bescription of the Variables Chosen '

’

Ratfonale for the Choice

As mentioned earlier, a number of semantic
1ntent10ns and encoding processes existing in natural
languages but not in Engllsh were con51dered as task
variables, then rejected for the reasons given. The
final choice of which var1ab1es were to be tested in the
experiment was made on the ba51s of two criteria.

Firstly, in order to allow the L2 to be used as a
tool for,commuhication between speakers and hearers, '
ohiy variables that woufh not p{aée an excessive burden
on early and relétively unconstrained information
exchange, vere seriously considered. Losses in vider
statlstlcal generallzatlons through ch0051ng,randomly
from among a large number of varzables were balanced
against gains coming from the use of var%Pbles which did
not require unreasonable amounts of prepération before
‘the miniature argificial languége (MAL) céuld be used as
a means bf*&ommunicagion. Thus, since ii was important
that the varlables be used in an aut hentic language
envg:iigﬁnt in: orden to ?ncrease intervariable

S £
compaxﬁg}llty, the 'experimenter in effect eliminated
mény VariablesAwhiéh might othérwise have.been of
1nterest In, short, an “éase of commuhic;t&bn" criterﬂon
S S

- determining which varlables were bey d the scope of the

experiment was applied by asking the €pllowing questrons

[
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about each candidate:

1. Can this variable be learned in a maximum of three
to five hours?

2. Will its inciusion place unreasohable pressures on
the communlcatlve use of the MAL or be restrlcted

because of the realm of discourse of the beglnn1ng

Secondly, the appllcatlon of new encodlng processes
and semantic 1ntent10ns on a random basis to dlfferent
sententlal elements would have produced a p0551ble
source of varlatlon ,into the experiment. The second
selectlon cr1terlon used was that varlables should apply
only to major syntactic consxtltuents, and in palrs
comprlslng one of each type o‘ semantic 1ntent10n and
encodlng process. The three loci of NP VP, and S vere
chosen as sites for the experimental investigation. The
important point is that pairs of'variables'were pleced
in similar locations to improve their comparability.

Afrter the criteria of ease of communication and

,pnifo:mity of location had been applied, the remaining

variables were then adopted for use -in the experimental
MAL. In all ‘cases a modified form of the variable type
found in natural language was developed. These modified

semantic intentions or encoding processes sought to come
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/
-

as close as possible to their manifestations in natural
language. The principal modification consisted‘in
eliminatingvexceptions in a variable‘Such as they were
found in the natural language from thch the variable
was takenﬁ

The task variables tested in the exﬁeriment are
desqribed below. They are listed according to:which part
of the sentence they apply,\gnd whether they are
semantic intentioﬁs or enéodjng processes. Each variable
{s described in the form that it takes in natural B
langLagé with its exceptions, and the extent to which
the variable 1s realized; or can beﬁrealized, in

English. The actual fprm of each variable will be

described in sectgon”C (Grammar of the MAL) below.

\\

AT THE LEVEL OF THE NOUN

ke
A

1. Semantic Intention = u

‘Animacy . ' N
Animaéy exists as.a concept in”numeroﬁg\izfrindian
languages, such as Cree (Wohlfart & Carroyl, 1981),

. Blackfoot {Uhlenbeck, 1978), and Menominik(Bldomfield,
1962). For the most part, animacy systems in Amerindian
languages are based on the membership of nouns into two
groupings, depending on whether "a particulgr noun is
considered as living or nonliving. in practice; there

are often exceptions to the rule. For example, Cree has
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groupings of nouns which are arbitrarily adimate, eren
though they are basically inanimate. Words such as
kettle, snowshoe, and plpe are v1ewed by Cree speakers
as being [+animate], perhaps by assoc1at10n with the
[+animate] users of these articles. In Blackfoot,
animals and humans are considered as [+animate], but
parta;of the living human or animal body are seen as
[-animate].

English does nqt;formally conceptualize animacy 1in
ways similar to Amerindian languages, although it does
refiect some human vs. nonhuman notions in its proneUn

system. Who, as a relative pronoun, refers to a human

"(and animate) antecedent 'and that and which refer to

both human and nonhuman antecedents. It as a subject or
object pronoun is used in Engllsh to refer to both
inanimate objects and animals or babies. The effectlve
use of pronouns’in English depends on belng able to sort
out humans from the rest of reallty, rather than
distinguishing what is living from what is not living.
.The concept of animacy was encoded in the MAL by
means of a known English encoding process. Thie process
consisted of a prenominal particle similar to 5‘

determiner. -
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2. Encoding Process

Morphologically conditiongd infleétions used to indicate
plural . : | e

Piural is a semantic intention which speakersIOf
English expecp{té find encodéd in language. In this
experiment, the g*pected semantic intention was marked
in uneipected'ways;—namely, by means of separate
’mhorpholégically Edgditioned plural forms for argitrary

t

noun classes. ' , _ '\
Many natural ‘languages have numerous classes to n‘
which nouns are assigned for the formation of plural

A J
forms. For example, modern German has elght g%

' plurallzatlon patterns into which nouns are grouped -

- (Haas & Mathieu, 1980). For the. beginning learner of
German, there may at first appear“t§=be no logical
‘reéson why a particular noun belqngs Eo any given plural
grouping. Modern Standard Arabic is an example of,a.
language having large numbers of plurallzat1on
vparadlgms. Arabic has 29 separate plurallzatlon forms,
many of which may be used with several different
singular paradigms'(Wright, 1962).

English is not withod% its own complicated plural
patterns in pairs such a¢ man-men, child-children,
mouse-mice, deer-deer, cr"erion?criteria; etc. Such
plurals can be considerec as ~orphologically conditioned’
variants,_and are usually cors.dered as irregular. These

plurals are no longer productive patterns for new items '
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entering into English.JThe regular plural in English is
usually considered as phonoloéically conditioned in that
‘the forms /-s/, /-z/} and /-9z/ are governed by the
characterlstlcs of the)pre&edlng consonant, or by the
[+voice] feature of a vowel when there is'no preceding
cénsonanﬁ. ,

Suffixation is a familiar eni?dﬁng process in
" English. In this experiment, Plural is a known process
realized by means of a complex set of forms. It was
expected that the forms rather than the commonly used
encodlng process would produce a memorization problem

for the subjects.

AT THE LEVEL OF THE VERB

1. Semantic Intention
7

Experiential vsq.honexperientialy

Certain Amerindian languages'draw a distinction between
phenomena which are within the visual range of the
speaker as opposed to those which are physically remote.
Sapir (1921) describes this concept as it \exists in
Kwakiutl. In a sentence such‘as "The farmer kills the
duck", a speaker of Kwakiutl must obligatorily indicate
whether the farmer and the duck can be immediately

- peréeived visually by the speaker, or whether both are

located beyond his "visual horizon”

Japanese speakers must also express similar experiential
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or truth value notions in their langoage. Scott Delaney
reported 1n a paper presented to WECOL (October 20,
'5984) that verbs in Lhasa Tibetan express an
"evidential” semantic intention in which events are
descrlbed according to whether they are based on the
speaker s direct perception through sight or sound’, Or
on the incontrovert1ble result of an assumed event.
There is also a verb marker in Lhasa Tibetan Vhlch is
used to»establlsh that an event is based on report or-
inference.

Japanese: uses sentence-final particles sim{&ag to a
modal auxiliary to ‘state that an event 1is being reported
by the speaker without judgement, or that an event 1is
based on objectiQe eyidence; or finally, that the event'

415 based on sub]ect1ve evidence ("looks llke, sounds
like", etc.)r No particle in a sentence implies that the
speaker hes experienced the event in quest1on, or knows
it to be true (personal communication, Michiko
Kawashima).

fhe experimenter decided to'generalize the types of
semahtic intention described above to include all of tlhe
sensest(visual,-auditor§, tactile, olfactory, and taste)
inrorder to give itpa wider conceptual foundation
(greater appiicability). Agaih; note that the familiar
English process of en auxiliary verb was the encoding

process.
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2. Encoding Process ,

Infixing with vowel reduplication used to inJicate past
tenée.
As with Plural, English speakers expect to mark

Past in language. What is unexpected is the process used
to encode this familiar concept, in this case, infixing
plué reduplication. Various woﬁld languages form past
tense in a number of ways. These extend from virtually
no cha%ges to the verb form, as in Japanese (Jorden,
1963), to elaborate affixes and infixes, as in Turkish
(Lewis, 1967) and Shilha (Applegate, 1958); Although
Engiish uses a number of irregular suppletive forms of
the past tense such as go-went, throw-threw, hit-hit,
which involve vowel alternations with or-without a
suffix; of no change, the regular English past tense is
a thnologically conditioned suffix. Thué, dance giﬂFs
danced, and close gives closed as a past form. A
different'pre of process will be used in this
“experiment. Instead of a suffix, an infix of the variety

C+reduplicated stem vowel will be used.

AT THE LEVEL OF THE SENTENCE

I. Semantic Intention
Generat ional hierarchies.
Societal and family hierarchies are marked in language -

by different cultures and world languages. Some



iinguistic systems reveal a very complicated view of
interpersonal relationships that have been formalized in
language. Many of these social relationships reflected
through laﬁguage, as previously mentioned, are far too
complicated to be taught independently of an indepth
knowledge of the culture involved (see Korean example
ment ioned in section B, Semantic Intentions, earlier 1in
this chapter) Others are less compliéated. For example,
Blackfoot marks four different family and sokietal
distances from the speaker (Uhleﬁbeck, 1378). Most
Romance, Slavic, and Germanic languages have a second
person singular verb form correspohding to 0l1d English
"tho@i, which designates friends and family, as well as
a formal "you" (either singular or plural)) thqh
includes éll others.

Engl;sh no longer has the "thou" form in current
usage. However, there are many subtle shifts in sentence
length, voice loudness, pitch, choice of .lexical items,
etc. which serve to establish social distance or
closeness between speakers and hearers.

% The semantic intention chosen is a compromise
between the more elaborate societal  conventions
mentioned above and the systems of registers»uséd in
English. Avdifference between three generations
(younger-than—spéaker, speaker's peers, and
older-ﬁhan—speaker) was marked in the MAL in forms of

direct address. In the experimental group of subjects, .
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teacher, and observers, there were at least two distinct
generations (subjects' peers and subjects' elders), as

well as the possibility of using pictures to show babies
and grandparents. Encoding was by a lexical ltem in‘the

«

position of the English sentence-final adverb.

2. Encoding Process

SOV word order.

In the case of SOV, learners were confronted with a -
known process, namely word order, since English 1s a
language using flxed word order. What was unfamiliar was
the exact form of that encoding process. In the
experiment, this unfamilkiar form was SC¢ as opposed to

the familidr SVO. A large number of wo: ianguages use

&,

SOV word order. About one-third of Greenberg's
~ 30-language sample were SOV languages. English is an SV6A~WQ;
language, and it was felt that a major reordering of |
sentential elements might prove to be an interesting
experimental variable.

In choosing SOV word order, the experiﬁenter was
,aware that two of Greenberg's (1?63).lingdistic

universals were relevant to SOV languages. The two

~universals are the following:

Universal 16: In languages with ‘dominant order SOV,

an 1nflected aux111ary always follows the main verb.

Universal 27: If a language is exclusively suffixing,
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it.is,postpositional; if it is exclusively prefixing, it
is prepositional.

As mentioned, the MAL incorporates the variable
Experiential, encoded by means of an auggliary verb
preceding the main verb, and Plural inflectional
suffixes. In order to satisfy the constraints of these
two universals associatedjwith SOV word order, the
auxiliary verb encoding Experiential would have to
follow rather than precede tne main verb and Plural‘
suffixes in the MAL would occasion the use of
postp051t10ns rather than prep051t1ons. However, neither
of these concomltant unlversal features of SOV word
order were 1ncluded in the MAL. The 1mplementat10n of

Universal 16 would have prevented the use of a known

encoding form for Experiential (the subjects "knew" that

in their L1 aux111ary verbs precede the maln verb) and

B

¢
),

created a dependency between SOV and Experlent al

Universal 27 was rejected as well 51nce ‘the MAt was;m,

x.\u

exclusively suf fixing: in fact, the only SUfleES usé
in the MAL were noun sufflxes Flnally, the embodlmehA K

'\-

of these two universals would have glven a dasglnctly

u

nonEnglish character to the language ﬁwhlch was to be,

e

kept as English as p0551ble,w1th the %xﬁgptlon of thevg‘
a8

X

lexicon and the six variables. For thé ve | reasons,

Universals 16 and 27 were not 1ncorporated 1nto the MAL
IB : .i'.» o N
}*

in spite-of their association with Sov@wqrd order.t

e
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As mentioned previously, French uses SOV word order
in the case of affirmative declarative sentences
containing direct or indirect object pronouns. Since all
of the subjects in the main experiment had studied
French formally in school, the experimenter was
concerned that knowledge of French might have given them
prior contact with SOV word order. In order to establish
subjeét awareness of French pronoun order, all subjects
were informally tested on this point. Only one subject,
MU, was aware of a different word order in French
reSUl;ing from pronoun objects in a sentence. This was
noted for 1its possible effects on MU's patterns of

learning of SOV word order.

In summary, new and unexpectedrencoding processes
and/or forms and new semantic intentions were
1nvestlgated in the way that they affect three major
constituents. Nouns 1n t&ﬁs experlment included the..
concept of animacy and a551gnedvplural number by means
of morphologically conditioned suffixes. Verbs included
the concept of eXperiencing\or nonexperiencing of
reality and formed past tense by means of a system of
“, infixing with vowei‘redgplication. Sentential
complications involved the establishment of generational
honorifics and a major reordering of SVO consituents.

In the novel semantic intention experimental group,

the following order of learning difficulty is p{edicted
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.

from easiest to hardest forfthe following reasons:

1.

Anlmacy is predlcted to be the easiest var1able to .

t

learn 1n the experlment because it is a more basic’

notlon than the other two -variables, arid 1nvolves

the learnihg of an invariant categorlcal concept.
That is to say,\\h object is either [+an1mate] or
[-an;mate], L \\\

Generational is predicted to be the next hardest

”\variable, because 'its usq will require the’ learner

to perform a 51tuat10na1 assessment of generatlonal

dlfferences between speaker and hearer in forms of

‘dlrect address.

Exper1ent1a1 is predicted to be the hardest .
varlable, since it  requires a constant comparlson

4
between ‘an event and: the speaker s perceptlon of how

the.event ;elates to his senses.

In the other experimental group, novel encoding

processeg and fotms,ithe fellowiné,order of difficdlty

is'predicted;

1.

Past is predicted to be the easiest variable to

learn;, since some of the subjeéts have knowledge of

Hindiba, a secret code using similar processes. It

'is also felt that Past will be easy to learn because

its correct use depends on the application of a

relatively compact and easily learned linguistic

rule.

 SOV'is‘predicted to be the next hardest variable in:
: + ' . : .

B



56

¢ this group. This prediction is based on the premise
that SOV involves the movement of major

constituents, rather than elemegf~within a major

constituent.

3. Plural will probabiy be the ha}dést Variable to
learn, because its many forée are.unpredictable and
must be memorizedr | ,

These assumptions will be tested in the next chapter.

P ":_‘ o : . ‘ _
'C. Description of the Concept-formation Study and the MAL

/

Taught in this Experiment

£

ancept—forﬁation Study

PriOr'to-conducting the main experiment in which the

'learnlng characteristics of different task variables wefe

1nvest1gated the author carriéd out a concept-formation

‘experlment The subjects. for the concept-formation

experlment 1ncluded those who later learned the MAL and the

v

conceptfiormation study was a part of the main MAL

experiment described later in this chapter, in that it acted

as a training session which formalized and labelled the
three new semantic intentions to be included in the MAL for

the prlmary sUb]ects, and made .suré that they knew them (the’
N
purpose of the MAL experlment then was to determine whether

.y

4sub]ects remembered to enﬁode these unexpectec semantlc

¢, v
intentions in appropriate cmrcumstances) The

4 .
' .~;= -

e Ee
SN
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concept-formation experiﬁent sought’ to answer the following
questions: ~‘ 3 ﬁ;‘
AT
>. What are the patterns of establishment of the [+] and
[-] values of the three concepts being investigated 1n
the main experiment? Can any comparison be nade among
the three concepts? .
2. Do ageaandIEex:dlerrences'affect hoquubjecta‘form
concepts such as the three listed above?
Concept formation is.an established experimental
. technique 1in whlch subjects are confronted w1th a set of
stimuli to be d1v1ded 1nto two or more olasses established
beforehand by the experlmenter. The subject accomplxshes
this classification by applying concepts which he already
possesses through his past experlence of the world ‘and by
using sone form of search.procedure in dealing with the new .
¢ ; : .
‘Etiﬁnlus material. The experimenter uses differential
reinforcemest'lnvorder to guide the snbject in focussing his
\attention on somezparticular asoec %ﬁ@ the stzmull relative
to the concept or concepts in Question.
| For example, in a concept-formation experiment suhjeots_
may be presented with a series of different cSioured shapes
used by a experimenter to-lnvestigate the formation of the
/ concept "red-coloured shapes". Initially, the subjeot does -
not know which aspect or aspectS‘ofvthe'stimuli are the
relevant ones and must 51mply guess at each trlal“whether a
partlcular stlmulus 1s a ‘member of the target group The

investigator's responses to these prellmlnary guesses guide

d a &
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the subject tofprogressively include or exclude the
parameters.necessary to form the concept. In this case, the
parameters are based on colour and shape.

The usual performance measure in a concept-formation
study is the number of trials required to reach a certain
'criterion. In the study reported below, a trlal consisted
(in the first two parts) of one;picture and a response. In
the»second part, a trial consisted of a sensory presentation
and a response. "The crlterlon for hav1ng formed the concept

was set as ten consecutlve correct responses

'SUBJECTS ‘
In all, 26 subjects, 11_males and»]S'females;
participated in theistudy. The average age of thgﬂ
subjects_was‘39.27 years. Each subject belonged to one .
,Fof three age groups: 9—12 years, 13-18vyears, and 30-45
-years " These three»groups corresponded to the
‘theoretical learner groups of preadolescents,,
adolescents, and older learners. There was approxlmately
the same number of males and females in each group Thek'
youngest group contalned f1ve subjects, in the ’
adolescent‘group there were ‘16 sub]ects, and 1n the
oldest group there were flve subjects. Members of ‘the
preadolescent ‘and adolese«egtﬁ group were all full time
students in the Edmont§§ Public School System. All
subjects came from//lddle class backgrounds ‘AS noted

below, thlS group of '26 subjetts included in the

preadolescent and adolescentﬁdé%egorles a sub- group made

o
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bottle, and then asked to hypothesize whether the ac
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g

up of the nine subjects who were also a part of the main

experiment.

PROCEDURE

In order to.judge the.ease of'learning of the three
concepts as "pnte" concepts rather than language
embedded concepts, the"experimenter devised a three-part
task involving tno sets of pictures and a series of
paired actions. The first part used a stiTulus set
comprising 52 pictures of various animate (in the sense

of lyvgpg persons, plants, animals, and inanimate
LY

_objeets. The two stimull groups were approximately

£y

equal, with 29 pictures exemplifying the [+an1mate]
category, and 23 plctures showlng the [-animate]

category. The second part 1nvestlgat1ng the generatlonal

5»concept was made up of 23 plctures, of which 12 were

“ pictures of bab1es, younger children, and adolescents 1n

the "ngnger"_group, and 11 were pictures of mlddle aged
RS

 persons, and grandparents forming the older group. In

each picture, there were members from only one age
group. In the last part of the experiment, the

experlmenter presented stimuli for the five senses in

‘pairs. Presentatlons were conducted on the followlng

s}
format: a-subject was asked to smell perfume in a

smell1ng per fume was, or was not, an example of the-
concept in guestion. The perfume bottle was then taken

out of the range of scent of the subject, and again
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opened. The subject was again‘asked if what was taking
place was an example of the concept in questionlehis
type of paired presentation was repeated for visual,
auditory, tactile, and taste sensatlons.

In th1s study,\each semantic concept ‘'was viewed as
béing composed»of two sub-concepts, which together
formed a unified single concept for'the learners in the
main experiment. Animacy was tested -as a coﬁcepﬁ on:
one-half of the subjects in the form [+animate], and the
other half was asked to form a;cdncept with the target
group [-animéte]. Sihilarly, the gen%ratiénal copcept
waé presented through two target groups of members of
the older generation as opposed to the younger
- generation. The expetiential concept was presented as
pairs of sensory‘experiences, each one of which was
either present or absent. In all, there were six
sub-tasks in the study. This allowed thezcomparisonMof
[+] and [-] versions of each concept.

Each subject was testediseparately, and conducted
through all three conceptsggk the test. At the begihning
{of the study, sub]ects were told that they would be
shown a series of pictures, and later, a series of
-actions. The subject was told that the pictures: and
actions were examples of something that the experimenter
was thinking about He was th;n asked to hypotheSizﬁ%@

whether a picture or an actlon was an example of thls

idea, and was informed that after each hypothesis he
‘ :‘;?53?\ o 2. n;;!‘ & X
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would be told if the-hypothesis was right or wrong. To
1llustrate how this would work, the experimentet gave

the example of how things colored red could form a

target group among pictures of different coloured'

objects. Sub]ects were. told to answer "no" toO the first
stlmulus item of each set,

In order to g;ve a concrete example of the natutre
of‘the task, subjects were shown a set of 12 pictures of
various geometric shapes, one-half of which were

different sized triangles. The target set Wwas

"triangle”, and on an average, this concept was formed

by subjects w1th1n 5.13 trials. The exper imenter
considered that the concept had been successfully formed
from theé mbment that ten consecutively correct anewers |
were given in response to test stimuli. Subjects were
asked at periodic intervals if they could verbalize the
concept beiag sought. In the case of the triangles, the

moment of verbalization\gf the concept and:cpntihuously

\g-'\ 8 -

_eorrect answers nearly always coifkcided. This was not

"dld the tasks i the order (i)Animacy, (ii)Generatlo

-,and fanally (111 ﬁ*perlentxal The experlmenteras y

4] . ° ..
the case, however, with the tests-whiéh followed.

Subjects were chosen for the stucy in spch'a way

© that there were approxlmately the same number of males

as ffmales in each of the three age grouplngs Each of

.

the six* target groups was equally d1v1ded by age group

and sex. The orde gof tests ‘was not varied. Each sub]ect

N B 5 'y . B R T

5 LS : . 5 - .- . v,

- R IR : [ R 1 AT ‘
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noted all responses an‘hypotheses as they were given by

the subjects.

RESULTS
Averaged across subject age groups and sex, thewi?
difficulty of the subconcepts accord1ng to the number of

*{tgials required to form the concept (10 COnsecutlvely

r \
IR

.
Ly

correct answers) was as follows:

i
o

[-animate] 71.77
[+animate] : 21.85
[generational=old) 9.38
[-experientiai] : ' 4,23
[+experientiall 4,17

[generational=young] 2.31

| The [-animate] subconceptAwas significantly harder
(p<.001) to form for theléubjects than the [+animate]
subconcept; In the Generational concept, the
'[generatlonal =0ld] target group composed of middle-aged’
4.1nd1v1duals and grandparents was 51gn1f1cantly harder
'(g<.05) +o form than the [generational=young] subconcept
comprising bgbies, younQér children, and adolescents.
There was no significant difference between the [+] and
[—]fExpéfieﬁtiéi su5concebts. Animacy and Generational
both uéea.the same task, and for this reason they can be
compared Contrary to the experimenter's expectations,

: Generatlonal was ea51er to form than Animacy.

)
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Males were able tc form the [+animate] group more
quickly than females (males=6.0 vs. females=31.75), as
can be seen in Table 2.1. Females, however, found the
[-animate) concept easier to form than did males
(fcmales=67,0 vs;;maless 77.33). There wvere no
appreciable differencec between males and females in the
other tasks of the cxperiment. None of these-differences
between males and females in the concept-formation study
was 51gn1f1cant "

As concerns age differences, the adolescent and
middle-aged groups were, On the whole, better concept
formers'than the 9-12 year old group (see Tables 2.2,
2.3). There was one notable exception to this
“generalization. in the hardest target group of the
experiment, [-animate], the youngest subjects required
20% more triais to form tge subconcept than did
adolescents, who were the best in thislsubtask. However,
fthe'oldest group required even more tfials than the
youngest subjects in fact, 55%.more trials. Across ail
six subtasks, the superlorlty of the adolescent grq@ga

: o P
was not maintained. The younggst group did best on only

3

one of the target groups ([generatlonal =0ld])), whereas
adolescents did best on two target groups ([- anlmate]
" and [-experiential]). The superior grou@%of concept

%
2 4’

2formed ‘the

formers was the 30-45 years group, whot

best on three of the six target gro%Ps?%or one-half of

all of the subtests ([+animate], [ﬁexperientiél], and

oy

R e
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CONCLUSION : ‘ ‘ &;\“ A
e ‘ % o
Concerning this study, which attempted to find“a W

langpage-independent measure of the difficulty of
forming the [+] and (-] subcoﬁcepts of Animacy,
Genéqptional, and Experiential, the following comments
can be made. The concept of -Animate proved! to be the
most difficult to form. This could be caused by the
amorphousness of the members of the groﬁp which ranged
from lakes to lawnmowers. with one~half of the subjects
in this group, the e;perimenter was obliged to stop

frer two complete passes of the 52 stimulus cards and

" ”" "

sort them into two groups of and "no" cards. When

yes
the [(+animate) group was available as a comparison,
subjects appeared to have the informatiqn necessary to
arrive at the'correct concept. In fact, the only subject
who managed to form the (-animate] concept after only
Six cards'reporfed that she consciously paid attention
on her own to the nontarget group. It is interesting to
note that the easier form of this concept, [+animate];
was still twice as hard tc form as the next easlest '

concept, [generatlon =o0ld].
i ,
The Qeneratlonal concepts may be compared with
Arimacy, since the same task was used to test them. Both

Generational subconcepts were perhaps easier than

Animacy because they could be formed in the trials from
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pictures of a unified group of humagt. It is interesting
.to note, as is shown in Taple 2.2, that the youngest ége
group was théﬁfastest to férm the concept of
[generational=old], and that the oldest age group was
the f&?tést fb form the concept of [genefational=young].
This finding seems to suggest a heightened chiprocal
awareness between the younger and older gene}étions in
our society. It is difficult to know whether this
inc;eésed ability on the part of the two gengrations
. comes from cultural reasons, or other unexplained
factors. '
. &« The two Experiential target groups were the easiest
o oﬁﬂihe&three concepts to form when their results were
wévéraQEd. This may be because of the way in which the
Q?tﬁélt;rget groups wére presented, which differed from
. ﬂ?‘Animacy and Generationai. As explained earlier, trials
:v>for this concept ?onsiéted of pairs of presentations in

Ry

whicb each sensory stimulus was alternatively present or

. 4
I

;. Vo ! L . .
. ' absent. This type of presentation may have served to <,

give an unfair advantage to this concept.

A'seconaéry measure of the difficulty of forming a
,.'$ubc6ncépt was available in the extra number of trials
(cards'é; actions) required by subjeéts before being
abl;‘to ;erbalize a given subconcept, even though .

'éohsistently correct answers were being given, It was .
usually obvious to the experimenter through the*speed of

subject answers when a concept had been grasped.
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However, the experlment was continued until the subject
could correctly verbalize the concept.‘ |

Fog the [+an1mate] and [- anlmate] target groups,
the subconcepts were always verballzed by subjects in
terms of living or n6n11v1ng..There was only one S
)exception‘ One of’the subﬁectsk-who did not participate
in the prlnclpal experlment, had come.into'contact as a
ch1ld with Cree. This subject deflned his target group

as. anlmate suggestlng that he possessed

.metallngulstlc knowledge of Cree. A‘%umber of subjects
'developed and eventually abandoned var1ous hypotheses as
to the nature of thevtarget group Such hypotheses ori
‘concepts were mater1al vs. nonmaterial, food vs.
persons, thlth in the hoyse vs. things outslde of the
house, and more detall 1n a plcture vs. less detail

L

" The generatlonal target groups ‘were verballzed asﬂ
. u LS

Y

. children vs. grown ups, .'old vs. young, and ydunger VS iy
T E ‘
Aelderly, Other” concepts were also formulated for the :
. stimufl‘ actlve pedple vs. pa551ve peoPle (the

grandparents were all seated 1n the plctures) serzous -

F s,

7ypeople vs happy people,‘1n51de, out51de, and flnally

people who are eatlng vs. those_not eatlng;_ hef - ﬂ ¢
, ii." '/- s w " »

experlentlal target g 'ups were always tormulated as

-

'senses vs. nonsen es or lack of senses..Subjects'did'not

ther concepts for these last groups.v

\‘.‘

fform any_
"ghe results glven below show that - [ anlmate]

contlnued to be the most dlfflcult concept ‘since-a

P
* - i



physical sorting of”the cards Qa£ usually required
‘before verbalization of the concept would be produced.

" The d1ff1culé§ of the subconcepts 1s Stlll malntalned as
shown‘earller. However, [generatlonal young] is nos
longer.the easiest subconcept; In the verbalization of
Ithehconcepts,.Animate is clearly harder than
'Generational The.figures~below represent the number of
.trlals necessary from the moment that‘con51ﬁtentl$¥ ¥
correct responses were given unt11 the targ@}#co %fpt e
'could be formulated. |

*

[-animate] * o o .o--

qh‘{+animatejt | \ h | o :13.92

'f[generatlonal young] | jis;oé
v[generatlonal old] | 4,75 .
(- e;peraenkgal] 5 ”/3-4Q.p ' : o’

o %&x%ﬁ’ e ’W?ﬁ&

[+exper1ent1al] ® T

In é%ls group of sub]ects, the oldest subjects in

-

P oo
1.567 \

. the. age group 30- 45 years were the best concept formers

followed by adolescents, who were one- thlrd

less sucg¢essful. It should be noted however that it was
the adolescqus who excelled in the hardest target group
of the experiment: [ anlmate] The least successful

RAR

gVoup ‘was thatkof the. subgects 9-12 years of age. These

subjects were. two- thlrds less capable as cpncept formers

'Y B, 4}' q"% .‘ -
.than were the oldest subjects. ThlS relatlvely péoﬁQ&ﬁg
. 4 \ B e
performance by the preadolescent group agrees w1th QHWV o
%/’f ’ '

(@ .



Description of the MAL Used in 'this Experiment

following ciapterz

» | o ‘l j _ o L R

?iage::s theory that abstract concept formation is less
highly eveloped ln c}tldren before the age of puberty
tnanhln adolescents who have entered what Piaget deﬁlnes
asfthe formal operations stage. This experiment
demonstrates that ébility irr forminé concepts is &
funcflor of age. This concept—formation study suggests
that even w1th only two of. *he three age groups as
subjects, factors such as age and sex of subjects
(leerners) and relatlve difficulty of concepts must EE“’
con51dered in. addltlon to, dlfflculty of encoding forms
ln learning an L2. Such information is lmportant from |
the poin% of view of Lz development, since the formation
o%’the concepts 1nvolved in no%el semantlc 1ntent10ns in
an’ L2 is a part of the learning tasx. The results of

[

R
this small experlment will be discussed further }g the

~
[

Brief History of the Use of MALS

MALs have been used for many years as‘a—feélarch tool

by psychologlsts and llngu1sts 1nterested in 1nvestlgat1ng

{
cognxtive and. l1ngu1st1c processes. As McLaughlln (1980)

“

,points out, one of the advantages of the u%g of such

4

languages is that the’ material under 1nvestxgat10n is

simplified, and as-a result, uncontrolled varlables are

k]
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is composed of'fnqm 5 to 20—

N L .
elements exlsting in a symbollc system.’ The*referential

field, when there 1s one,
usually composed of diffe
colours. Subjects learn a
grammatical strings, and’
learned the rule system u
1977). !

The MALs used 1n lan
semantlcaliy and syntact1

‘language. It can scarcely

representatlve of q

,P AR ex

natural language.

research of such well kno

¥

=N
typiéally é%ught‘and test

hours.
A number of cr1t1c1s

MALS by Slobin (1971) and

is completely visual and is
rent geometric shapes of varying
"grammar" -composed of‘a number of
are then tested to see 1if they haQe

nderlying the “g;ammar" (Moeser,

suage research have been far less
cally complex than natural

be said that twenty elementsuare
ical richness of any ex1st1ng

b Vo
e MAL such as those found in the

wn i Fstigators as Braine are’
e . )
ed in ON ief session of a few

ms have been dlrected at the use of

chle51nger (1977). As mentipned

.earlier, the MALs of the 196 s and 19705 tended to elther

totally lack a referentla

" field composed of differe

Conspicuously absent from
real use of the MAL as_a

Schlesinger and Slobln ha
reg%ﬁts of the MAL system

Be extrapolated to comple

'natural language.

1 fleldq or used a referentlal
nt‘cotqured ge’ometric‘shapes;l
,MALS have been actions, or an;
communlcatlog system Both |

ve been scept1cal as to whether the

s used; up to’ the present time can -

X systems such as t’se exlstlng in

.



73

The author 1is gene(a‘ly in agreement with these
criticzsms. In the author s personar expe'mence, however,
natural language contains toOO many interacting variables to
permit its use in an experxmental condition sudh as the -one
required here. The slmplezcatlor &f language is the onlv

means by whicnh a few Yariables can be separated out from the
. o
complexity which characterizes natura. .anguage. This can
v ) ] ‘ .
only be accomplished through using a reduced form of
o :

language in the shape of a MAL. @“

4

.z, There are, on the other hand, many ways in which a MAL
mn be de.?,lgned o apprommate more C. losely the substance
b
3 Q-\I'é 0
and functlons of % ;eal language. Listed below are t&; ‘

\

Features 1ncorporatéd§1gto the MAL used in this experiment
#i L

which make it poss%b‘ to consrde:mﬁt as a close

approximation to an actual langbage.'; N s ' -

1. Semantic fieldsm, ‘ ’,w

The notm of the MALS designed for psychological and
*llngulstlctresearch is that o‘ a "se€mantic vacuum."

‘, El 4
Rather than a semantlc fleld composed of shapes and

H

colours, the normal if restrlcted referentlal fleld of

tne beginning L2 was made up of plctures of humans,

animals, and events. Thls represen¥ation of reallty was

supplemented by actiOns,performed'by the subjects, as
'iwell as by objects whlch vere phy51cally present in the

learning env1ronment. Unllke other MALs, thlS system,

sunllar\td‘real language, 1ncorporates classes of

' N o >

elements into 1ts structure. For example one

: ’ '
/7 . X . - . X " @
a . . : Ce

B *) &

Lo d
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o

referential f1eld developed around "family kinships”

includes terms for brother, sxste?’ mother, father,

*eusin, etc. Another field gives the possibility of |
dlSCUS%an the home and events occurrlng in the home ﬁh.
"environment. These flelds will be more fully discussed
below. j

2. Learning and testlng tzme

The time spent 'in learnlng and testln%,of experlmental
M.* o« "4'6.‘ " ;

MALs is usually 1n the order of a . is
dif 1cu¢t to genera‘lze about lan gnitive °

! Prdiissﬁé on the bagi f such lnn E rch Bearxng
this problem in m‘fh/ rnlng times we;e extended to

'i full-day classes. The effectsv

I ¢ researched. However , the results of a perlodvof
approximately 14 hours of L2 learning activity will

permit the researcher to makeghore interesting
generalizations .about thefGai%ables being investigated oy
. . ot N . ¢ . : " ~ , -

4

in this study.u -
: # , '
3. Number of lexical elements and syntactic patterns in thi>

$

5O R
o, I .

‘ 7
s g0
» LR '-’f‘ N,

o As dlscussed earller the nunber df.lexical-elementstin'

a typlcal MAL number about 20 _The MAL of thlS S
§ )

exper1ment\§§nta1ns 230 lex1cal elements and a-
UfflCL@ﬂtly 1arge set of natural language like

»

“syntac c patterns to make normal communlcatlon

¢

.possible. The elements ‘cembine in ways characterastlc of
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natural language. That - 15 to say, there are classes of

nouns, verbs, ad)ect1ves, adverbs, and a:t1cles, all of ¥ ™

'~ which are found in natural language Tt musn be. admltted

J
1 RS

< .that even thlS number of lexical xtems in no way
approaches the number of elements p;esent in a'reél/‘
language. However, to compensate for the llmxtatlon;(
whxch th1s number of.’tems 1mposed on communlcation .the
author had ready durxng the teach*ng 1earn1ng perlod a
list ‘of lex1ca1 snells 1nto Wthh any regu1red A
referent ¢ could be plugged should the need arlse.‘In
fact, subjects did require. a Wu&ber of new words whlch
had not been forseen by the rQ@earcher In the course of
teaching the MAL the author dld@not experlence the
feeling that the elements ptovxded were 1n general )
insuffd#dient for communicition, or that 'Q""‘.mcatlo“
uas béing impeded. | | v |
The MAL as a communi_catio‘n“ system.
This feature is wnat differentiates other'experimentai
MALs from the one developed for this study.ﬁ&he MAL of
this study 1s sufflc1ently 51mp11f1ed to 1nvest1gate a
limited number of var§ébles, yet rich enough to be used
as .a communlcatlon system The subjects used the MAL as
'a means of.communlcatlng ideas in the language
classroom, and_then‘later.on, outside of 1t, and quité;
unprompted, as a secret language . | | ‘

-

v . .;”;J‘E, .

-~
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"
In summary, this MAL was constructed bn_such a way as
to answer a number of justified criticisms of past use of
R ¢ k
this technigue. Klthough simpler than natural language, the

MAL is language- llke, contalnlng a rg\atxvely large
o

referent1&l field of pictures of’ humans,‘anlmals objects,

and events grouped 1nto semantic classes. It was taught 1in a

“long enough t1me to angw its use as a tool for

communxcat1on. Overall, the MAL resembled in many respectST

bl

gﬁgpﬁﬁgtfis“dsually taught in the beglnnlng phases of an L2

';'claSSv ile. lxmlted and concrete lexical 1tems, a limited

3

g

R A1)

L 4

range of syntactic structures, and ‘the usé’of 51mple

~sentences with little coord1natlon “atd no subord1natxoﬁ
Flnally, the fact that sd.b of the subjects contlnued to use
the MAL as ‘a secret language after completlon of the
experxment attests to the success‘of this system as‘a

B

language l1ke means of communlcatlon.

«

Grammar of the HAL
,' Except fon the var1ah‘es ans the lex;gpn, all elements
- were kept as'"En l1sh“ as poss1ble. The varlablds ‘described’

earller in sectlon B are the framework around whlch the .rest

X
]

of the MAL was constructed. The grammar can best be

" described by dlscu551ng ag@ln the three levels NP vp, and

1. NP:
. S "w
A’noun phrase*consists«of the followlng elements' T

o
/ ' f

’
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NUM] + (ADJ)s* + ANIM + [N anim] (+PL)
ART N inan ’
~ PRON

v ‘ In first position in noun phrases, one finds either the
definite article en, which is both singular and plural,
or ghe indefinite article den for the singular and g for

plUral Numerals can also occupy this=*position, and are
" R
1pV%r1able Articles and numerals are mutually ~
. é?@r%51we The second element in the noun phrase is
Pk S S . @mg s
pled ‘by one or many ad]ect1ves Adjectxves are

1%w§§$able The thlrd element of the noun phrase is an
d@fﬁ§atory animacy marker. This marker uses ta when the
‘\$yfg%10w1ng noun 1s living [+animate], as in the "case of

~humans, anlmals! ang plants, and po when the following

'Y

A : » . . . .
VARG houn 1s nonllvxng (dead humans, anlmals,‘plants, and all
. 0!"‘, . r }' e A

‘afﬁ $fﬁ}u1nan1mate objects). Nouhs occupy .the third slot in an
J%F g%k They can be used in the singuiar with no ending or
) MA*wweh a plural suffix, which.is attached directly g the

- stem Pﬁonouns are also marked for anlmacy The
followxng’senEences are examples of lawful NF

. . LA >,
constructions:

(1) En henk ta catso
The silly [+anim]‘téadher'
< " (2) Den po tori o 4

A [-anim] house
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(3) Boun ta pugen
Two [+anim] boys
(4) En po feak

. The {-anim]} clock

(5) PO - feakas ;
“3. ; (some) [-anim] clocks’

(6) Ta | catsou

(some) [+anim] teachers . "

In this MAL there are five classes of plurals: as; a, u,
en, and s. The: 94 nouns were assigned to each plural

class on a random basis, each class containing about 18
@

~,.. . . nouns.

" The -verb phrase is composed, of the folley;ng elements:

1‘“ .

E\Bxp + VERB +(TENSE) +(ADV)
(See Appendlx D for the optlonal adverb front sh1ft1ng

transformat1on to Shlft adverbs to sentence 1n1t1al

pos;tlon)

\ B A RN,

BXP denotlng "experiential?, and 8ccupying the AUX
position,, is modal in character in that it indicates
whether the speaker is experiencing by means of his

senses the objects, persons, or actions of the utterance



that...", or perhaps "Rumour has it that...". EXP 1is
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-

in question. Two forms are used to denote the
experientigl concept: sha, and nog. Shé’is usad to
indicate that the speaker can see, hear, touch, feel,
smell the action described by the following verb, or
preceding noun(s). For example, in (7) below, sha states
that the‘speaker is seeihq, or in some way sensorily
e*periencing the teaéher's presence as he (the teacher)
walks. In (8), nop indicates that the speaker 1S not‘.o;
hag not very recently seen or heard the teacher looking
at televisiogy %his would cqrrespong to "1 hear
obligatorily present in all sentence tYpes, inciudi%g

questions and commands. Exampie (9) states that a

certain door within the range of s hearer senses
. v - &, ‘a » ' . . ‘A
is “o be closed. g 4 : o e

. &
V/ 5 ety
(7) En ta catso sha sneap

The [+anim] teacher [+expl walks

(8) En ta Acatso ko en po . rame nop folt

-

The [+anim) teacher at the (-gnim] TV [-exp] Looks
'The teacher looks at the TV.'

(9) Sha b]ate eh, o) chine

[+exp]?close the [-anim] door’

The experiﬁental MAL has tense, specifically present and

past tense. Adverbs, when they are ‘used, ~come

- ) ®
:
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immediately after the verb or in sentence-init;al‘“
position. Past tense is formed by a process of infixing
and vowel reduplication. To form a past tense, subjects
had to locate the first vowel in the verb stem, then

immediately before this vowel’place "Vm", where/V 1s a  "
copy of the first vowel in the stem followed by the | %
consonant [m]. To illustrate this process, the first

vowel of sneap, 'walk', is [i]. To form the past tense

of this verb, one would place before 'ea' the

combination 'eam' to give sneameap, [snimip]. Sentences

(10) and (11) 1llustrate the use cf adverbs and past
rense infixing in the MAL: N
(10) Den ta catso .nop omorthal ter

A [+anim] reacner [-exp] write-[past] slowly
"A teacher wrote slowlyf'

(11).7Ta lo sha  simikal fleam
[+anim] he [+exp] telephone-[past] yesterday

'He telephoned yesterday.’ ©

S: .

‘A sentence in the MAL 1is composed of the syntactlc'

-

arrangement SOV. The O component is, in fact, a complex

contalnlng dlrect objects, indirect objects,fand

ltv

prep051tlonal phrase The follow1ng order Ywithi d‘ 5 vw:.
. A T 9“5%

e h

radop&ed somewhat arbltrarlly direct object<1n ?!@Q,

>,

oquct<ptefposft,é:s“bnay fphra’aes. Sentences such as%ﬂz) to

-’

X
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(13) below are representative of what subjects were. =~

asked to learn:

I

(12) En ta pug. sha sneap
The [+anim] boy [+exp] walks .
(13) En ta pug nat en po thring sha w

T?e [+anim]- boy to the [-anim] store [+exp]~$§Eks
'The boy walks to the store.’

\’,“'(“14) n ta zena en po poist bo en ta

| — The f+anim] gﬂrl the [;ahim] ball to the [+anim]
lask nat en po ti sha  shenk
baby in the [-anim] schooi [+exp] giveé

- " 'The gxrl gives the.- bal¢ to the baby in “the

school.’

Sy

3K

'The verb metsa, 'to bé', was treatgd as theﬂonly
exception to SOV ordef in this language..Sentences
 containing the coﬁbldéused SVO order, as cdn be seen 1n
the fol}owing example:

.

. i
(15) En ‘ta - pug nop - metsa nat“ en po thring
: The [:anim] boy [-exp] is in the [-anim] store
?‘ < fi - N s L "
@%ﬁi}f, l;;~fA11 othé% ve%bsj' $ﬂhfﬁd‘thewuse~of SOV. if ?l‘ *
v S " 3\ g LRI ., . . S

Jsententlal forms. This was done to determlne to what
extent the process of overgenezallzatlon was occurrlng,"

. .
-~ N 5

- ' !
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~— ‘
[

and at which p01nt this process would make 1tself felt.
The results of thts w1il be reported in the next .

.&\

chapter. % L

-

- In this language, Genérational operates as a
seotential”oarticle. The‘generatiopal particle occupies
theﬁénd of a sentence, with Q (ag) and NEG (sen) in free
’word order. Although this sentence-final location for Q
and NEG is not typical of English, these two structures
were not scored. They were placed here in order that the
subjects would append them at the end of the sentence
after the more difficult encoding had been performed.

The generation function is only operational in comd‘lds
and guestions; i.e. in sentences involving d;?ect
address. The markers for this function are pat, used by
older persons to younger persons (younger by at least
one deneration) and teg, used by younger persons to
older persons. Speakers and hearers of the same age
group do not, reguire a generational marker. Senteoces
(16) to (18) illustrate this function:
. ‘

(16) Nop sneap nat ‘en po thring pat

I- exp] wa&mmﬂia ;he [-anim] store [gen=young]

(the store is not visibie, and. the addressee

is younger than E/y speaker).

e

‘Walk to the store"
(17) Sha . blate en po chine t? sen

[+exp] close the [-anim] door [geh= =oldsr] NEG



oy

\ : .
(or sen teg) , _
(The door is visible, and\the addressee is older

‘than the speaker)

'Don’ t cloSe the door? ’ B : o
(18) Nop - metsa ta vo sneap nat en  po
[—exp]'are";[+anim].y0u going "o uthe [(-anim]
— .fhr'ing-pat'. o .ag (or ag,‘pat)
| store [gen=young] Q
'Are you going to the store"
§ Commands in the MAL were formed u51ng Engllsh word

order. The experlentlal marker contlnued to be placed before

the'main verb as’ Wlth néncommandsd whlch meant effectzvely

*
that Sha/nop always occupled sentence 1n1t1al p051t10n in®

‘0

' commands. The reason for malntannlng Engllsh word order in

commands was to determlne to what extent subjects would

generallze SOV word order to other sentence constructlons 1n

spite of 1nstruqtlons to the contrary

L2 Phonology as a Var1able
The L2 learner 1s .not always confronted w1th the

problem of learnlng a radlcally new sound system Although
__no, two languages probably ever have 1dent1cally the same
phones and phonemes, the L2 learnlng s1tuat10n 'is sometlmes
oharacterlzed by the lack of a need o master radxcally
dlfferent language sounds as-in. the case of a Ll speaker of
Ukrainian learnlng Ru551an. However,ﬁlt 'is more llkely the

/

case that the’ learplng of an L2 wlll entall the mastery of
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. »
phonemxc and phonologlcal systems'which are different, even

radically dlfferent from‘those of the L1 ‘

Y
In Order to make a- complg&e statement dpout L2

»

learnlng, this experxment would have to consider the effects
& A ) ,
of the L2 sound system on other varlables. Inean earller

unreported study conducted by the experlmenter, 1t was7§ound

that Anglophone subjects who were'asked to learn substantial

amounts ©Of new French L2 matertal tended-to be guite

concerned with the correctness 'of their pronunciation, to
~

~

the detrlment of other aspects of\L2 learning. The great

importance of - pronunc1at1on as a contam1nat1ng variable led‘“

the investigator. to conclude that even at the risk of
conducting,a less complete‘prerlment, it would bewadvisable
to eliminate pronunoiation proSTems in order to be able to
1solate those factors which are. of interest in this study.
This, dec1slon does not deny the role which thg learnlng of
L2 phonology has on the learn1ng process. It states rathar
that thls aspect of L2 1earn1ng is felt to be too large to
manage w1th1n the scope of, thls partlcular stuéy,
partlcularly from the point of view of time.

For these reasons,.the phonology of this MAL was taught
as though.it were an exten51on of Engllsh The lex1con was .
presented in English sounds, wr;tten and read as though the
words ex1sted as new words in-an English dictionary.
Subjects were told that they could read words as though they

were readlng an Engllsh text. In cases where pronunciation

of a word in the MAL was in questxon, subjects as 'a group

ST
A



decided togetliger vhat the acceptable p ndﬁciat
but always on the ba51s of\Eﬁ/llsh sound laws. [I
noted in pa551ng that once the group had dec1de-
.ptoblem word was to be pronounced, individuals seldom—e

varied from the accepted convention.

vLexicon
In de51gn1ng the vocabulary for the MAL, the‘paramount

con51der;tlon was’how to develop a tool wh1ch would allow
‘the maximum‘amount’of indiv1dua1 expre551on ‘wngd exchangevof .
information by,subjects;,ﬁith this in mind,‘the elaboration'
of a lexicon was done in threé separate phases:
(1) the development'of'interest areas and ltems within such

areas; She ' o . ..f
(2) a word frequency study of the English lexicon to insure

use of high frequency 1tems,
(3) g1v1ng a form and phonetlc shape to referents, once

chosen. -f

J. Phase 13 Devel ment of InterestIAreas.

Since the sub)ects were preadolescents and adolescents
aged 9 to 15 1/2 years, the author concluded that it
“w,youldfbebbest to constroct the'lexicon_around a number
of\§engtalvinterest areas relating to theif experience

in the teal\world It seemed a reasonable &ssumptlon
that sub]ects would be the most expan51ve about known'

experlences, experlences whlch they could relate to and

subsequently ‘talk about.



object pronoun sxstem.e

For the above reasons, principal vocabulary areas”
or semantic fields and three ‘minor areas were

elaborated. These were: ;
(1) family kinships (sieter, brbther;'mother, fathera
_etc‘) Y S 7 N |
(2) the home (house, bed, lamp, bike,.boy, girl, ™V,
car, cat, dog play, bali; etc.); |
(3),school,’its activities, and occupants (book, SCaool,
teacher; homework, work, queseiam; answer,, .

read write, etc.); ., ' .

. (4) the environment 1mmed1ately ad]acent to the home

+ (store, tree,‘busr zoad, lawn, garden, house,

bird, friend, office: etc.);

(5) the physical body (hand, fingérx nose, ear, efk,e

. body, etc.). . ) ) S j e
- Within (2) above, the vocabulary of the home, there

were three further semant1c subflelds'

(1) clothlng (shoes, coat, dressﬁ shlrt, etc ) L

(11) play (ball, toy, game, play, etc. ),

(iii) eating (sandwich, cup,_luneh, drink, eat, meal,

etc.). .

The total list of nouns and verbs was supplemented

*

by the numbers one. to ten, 'some common adverbs, <

adjectives, and prep051tlons, and flnally, a subject and

R
§ »

Phase 2: Word freguengy counts

In order to insure that lex1ca1 1tems used 1n the

i
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: R
experiment would be amenable to communicative purposes
in .the exper;ment, the list of words generated in phase
~_one vas compared vith three word frequency lists:
Carrol Dav1es'l Rxchman (1971), Kucera & Francis
‘(1967), and Rxnsland (1945). Those words vhich had a
relatlvely lov frequency value across all three
frequency lxstsrwere deleted from the list of lexzcal
items on the assumpt1on that if a given word has a low
frequency in a 1arge sample of words across many
subpopulatzons,’zt prob!bly would not be used very
frequently in communication. Words such as mow, lawn,
" wrlstwatch "and dictionary were el1m1nated from the
ylex1ca1 list and‘:ther words such as buy call, and
’ _bring were added, since such words have a high- frequency
of occurrence in English, and seemed to complement the
or1g1na1 work1ng &exzcal stock. A small number of words
vere included, even though_they«had neglxglble frequency1
counts, because the concepts were recent newcomers to

'vEngl1sh This was the case for jeans and homework

3. Phase 3: A551gnment of phonetic shape and written form.

As dlscussed earlier, the effects of L2 phonology are
| excluded as a varxable in this study. In order to’
accompllsh this exclu81on of what is obviously a: factor
in L2 learnlng, lex1cal items were glven Englzsh
'~pronunc1at10n and 1ntérpreted accordlng to Engl1sh sound
laws. For example, pug, 'a boy', was pronounced [pagl,

=

although subjects did in fact often attempt to pronounce

\\*xee_;,//*"
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new words in reading ;s though they were French. The
carry-over effects of an L2 phonology on L3 wili bé
discussed more fﬁlly in the .final chapter. ‘

The experimenter hgd noted that Hungarian, Finnish,
'01d English, and Japanese contain many words with CV and
CVC combinations that res;mble tSpse exisFing in
English. Since English-like words were to be used in
this study, thesewlangdages were used to supply a stock
of word forms A review of‘severay gqaymars of.these
languages generated a list of 200 one- and ;wo-éyllable
,words. V o -

Three native speakers of‘English were then asked to
.rate these words as possible English words 6n a scale of
1 (most acceptable) to 5 (least acceptable). The
experimenter read the wOrdS‘aléud to the ratérs in order
that the possible effects of a queign appearance in
form mlght be neutrallzed The 29 words ranked at 2.5 or
hlgher were dlscarded and those rema1n1ng were assigned -

4

randomly to the lex1cal list from phase one (see

Appendix E).

At‘}his point, the MAL was essentially completed‘
anq‘cont;ined a grammar containing: S
1. six ;arhgbles composed of three new semantic

intentions aﬁd three new encoding processes or forms{‘

2. syntactic fu;es; |

«
: . A .
3. a lexicon of semantic fields -and items;

: S
4. a phonology based-on English;
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\ : .
5. a number of grammatical classes such as nouns,'verbs,

~adjectives, adverbs, and tense.

.
) L]

D. subjects

Nine sub)ects were available to the experlmenter, of
_ whom four were adolescents aged 13 to 15 1/2 years, and £1ve
were preadolescente aged 9 to f2 years. For the purposes of -
- this experiment, "adolescent” is defined as an 1nd1v1dual
who is 13 years of age or older. The term "preadolescent is
used to desxgnate a subject who is 12 years of age and
younger The average age across the whole group was 11
}years, 11 months, and the age spread from youngest to oldest
was 6 1/2 years There was one male aged 12 years in the |
preadolescent group and one male aged 15 1/2 years in theh
adolescent group. 0f the females, four were in the
‘preadolescent group and three were in the adolescent group.
All nine subjects came from stable m1ddle class homes, in
which the fathers were employed as teachers, accountants,
englneers, and busxnessmen. Mothers of the subjects were
:honemakers; or employed onga full- time Qr part-time b351s as
nurses Or teachers AU '

“All of the subjects volunteered to part1c1pate in the
experlment, wh1ch they were. told would last one full week at
~ the beg1nn1ng of the summer vacatlon from school The

subjects were told that they would be pa1d for their work in

the form of lunches plus $3.00 per hour. At the conclusion
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of the week, each subject was paid for time spent in the \
eipefiment.

All ﬁembers of the group of subjects knew each other
quite well, and in fact were the experimenter's three .
Childfen and their friends. The subjects were old enough to
be able to participate actively for a three to four hour
period of classes and testing during five days, but young
enough to be enthusiastic and nonanxious. The resear;hér was

Mhis type of subject since firstly they were

, ’gum'gmqunt of extra planning,
and secondly because a syvﬂ < social sutrounding vas
felt to be the 1deal condition for rapid learning and use of
an L2. This assumpt1onpproved to be correct in the
experiment.

"~ All subjects were native speakers of English, aﬁd none

-

l‘pbssessed an L2 in any meanihgful way. Members of the group

.if hadzbeen exposed to 1 to 5 years of French as an L2 in

classroom surroundings. Five of the subjects had studied
"Extended Frgnchf for 2 to 3 years. This type of program
exposes the student to extra amounts of French, usually in
the iorm of one extra subject such as Art or History taught
ent1rely in French, In addltlon to a limited background 1n
formal f}ench three of the subjects had lived for brief
periods in areas where-Engllsh was a minority language. One
‘ subject had épeht 18 months with her family in Malaysia, but
had attended Kindergarten and grade one in Englié% schools.

o o
Servants in the home spoke English and Malaysian. Another
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subject had liVedtfor a short time with his mother, a Cree
speaker, on a reserve near Regina in a Cree- speakxng

community. A tbird su je'g had extensive contact with the

German-speaking community in stony Plain, Alberta, dut

claimed to have never learned very much German. These

¢ontacts @er all noted for their poss1b1e 1nfluence on the
learning ofvt e experimental MAL.

One last ' iistic influence coming frqm other
languages was the fact that £1ve of the female subjects :
spoke a secret language known to its speakers as "H1nd1ba
‘This language, in ways similar to Pig Latin, uses existing.
lexical terms in English as well as Engliéh structures, but
mod1f1es words. to make them unrecognizable to noninitiates
through elaborate vowel changes that work 1in systematic
ways. The author was in the process of learn1ng thls secret
- language at, the time when the experimental variables wvere
being chosen. He ‘was aware that Hxndlba uses a process of
vowel reduplxcatlon that could have given a sllght advantage
in learn1ng the past tense to. those subjects who spoke 1t.

In order to determine the characteristics of these
" subjects as potent1a1 L2 learners, each;member of the group
was given a battery of standard1zed tests and answered a
questionnaire. Individual differences will be discussed . in
the next chapter. What follows ;s a resumeé of group norms

"for each factor investigated.

1. Intelligence

t

Intelligence was not tested. Rather than using a test of
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intelligence, subjegts' school grades were taken as an ?
indication of gene(iﬁ/intelligence on the basis of the

.40 correlatxon found .to exist between 1Q and school

grades (Pimsleur, Sundland & McIntyre, 1963). The

‘average scholastic grade across all school subjects for

the nine experimental subjects was 67.49, with a range

‘ petween 54% and 77%.

Aptitude

Four subjects ranked average (“chances'for>sdccess in
learning an L2 average"5 and f?:e high (“chances for
success highf) on the Pimsleur Language Aptitude
Battery. This group of subjects would best be
characterized as having a relatively high apt?tude.

Motivation - ’

- On the basis of the researcher's experiences during the

one-week training and testing period, motivation could

be termed as high. All subjects filled out a

a

mot1vat10na1 quest1onna1re de51gned by Gliksman, Gardner
& Smythe (1982) wh1ch on a scale of -3 to +3 showved

subjects,to have \ °

(1) positive, parental encouragement for learning a

=B
7

second language (in the case of French) (+.47)

(2) p051t1ve attltudes toward French Canadlans (+. 54)

1

(3) positive integrative motivation (+.33)

(4) negative instrumental motivaticn (-.24)

- (5) positive interest in foreign languages (+.48)

~(6) neutral motivational intensity (+.01)



(7) negatﬁgg (low) erhnocentrism (-1.2)

Classroom anxiety v

\

A set of five‘items in the Gliksman et ai.~instrument
tested this facror. Subjects»reported that'they were at
ease in. the L2 classroom, and liked to respond to

" teacher questlons Thxs was shown to be the case by a
positive rat1ng of 4 12. The researcher's experxences
‘conflrmed sub)ect ratings. | .

Field d;ggpdence independence

’ATwo sets of tests, the Embedded Fxgures Test
(W1tk1n, Oltman, Raskin & Karp, 1971) -and Flexibility of
Closure (Ekstrom, French, Harman, [} Dermon,‘1976)

revealed this group to have an above-average analytical

"~ ability, and a marked tendency toward field

independence{'

.Need for achievement

This factor was tested by ten 1tems in the Gliksman et
al. instrument Subjects scored on an average positive.
‘fvalues (+. 47), and appeared through their answers to be
a group seekxng relatxvely high levels of achxevement in
all endeavours 1n thelr life. |

General att1tude toward lanquag learning

This factor was not tested on any 1nstrument, b;t was
' observable by tho.exper1menter durlng the one-week

experiméntal ooriod' All'subjects had a very positive
attitude toward classroom act1v1t1es, learning of fhe

MAL, and seomed to v1ev‘the1r language experiences

—_—
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favorably. The parehts of the subjects veré supbortiQe
of the experimenter's activities, even though few of
themlrea}ly understooé the nature of the experiment.

The following genefalizations can be made of the nine
subjects who éartidipated in the experiment. They vere
prtadolescent‘gnd adolescant learners% predominanily female,
‘all na{iye speakeré of English'with‘limited formal contact
with L2 learning. The membefgiéf'the group were average
academically, but posse®sed hiéh aptit@dc, integrativé
motivétion, analytical abilities, achievement needs, and
interest in foreign. languages. Subjééts also had low French
classroom anxiety,}ethnocentrism, and instrumental

motivation.

E. Training Methodology, Training and Testing Conditions =

Methodology Used in Training s

The choice of aﬁ’%ppropriate teaching methoddlogy was

?

considered as a major issue in this experiment. Previous

research -has suggested that early skill strengths can result

~

from different L2 methddologies .

(Scherer & Wertheimer, 1?64), even thoéugh such early
advantages may dis;ppear with the passage of time. In order
to minimize the effects of an audio—liﬂéual methodo}ogy or a
methodology based on grammar-translation, the methodology

developed for this purpose was an amalgam of these methods
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plds a number of innovations dcsignfd to encourage early
communication in ;he MAL. The four skills were taught and
tested in the order listening, speaking, reading, and
writing, ‘s recommended by audio-lingual thearists. However,
paper and pencils were always available fa% those who wanted

por. |
them.

Certain fe;lures of the methodology developed for this
experxment are unzque, in that they are not used in present«
methodologies. Others are regularly 1ncorporated into
standard L2 textbooks. |

1. A list of iexical items posted on the classroom wall

From the beginning of teaching through to the end of
testing, lists on different coloured cardboard fdr all

qf thexlexical items in each cat;gd}y of nouns, verbs,
adjectives, and adverbs were attached to the cl;ssroom
wall, Students were free to consult these lxéts by |
merely looking up at the wall, where reqdired words were-
posted in large letters. These lists turned out to be a
great help to commun}catlon, in that the needed tools

for exchange of information were 1mmedlatély avallable

and, of course, used. The 1mpl1cat10ns of t\&s for L2

teaching Wlll be discussed at a later point.
Q {

2. A list of the rules of the language posted on the

¢classroom wall

'In similar fashion to the posted lex1ca1 lists, a
mini-grammar was posted on the classroom wall. It was

constantly updated to reflect the current state of
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’ knowledge of the language on the part

\ -

This grammar was not avallable §or use durlng testlng

Plctures g 1 . { - . \_ ,

Prior to teachlng, the experhmenter assembled a bank of
1dsome 2, 000 plctures of allwof the lexlcal 1tems used in
'the experlment. These plctures were used heav1ly to
encourage use of the language in sollc1t1ng answers to
quest1ons. ‘ | d

Lengthy explanatlons of the exper1mental varlables‘

In order to make the. varlables to be learned in the
'experlment nore mean1ngful the experimenter . devoted an .

initial: 20‘30 minutes of each training per1od to |
qexplanatlons of each one. These were contrasted with
Engllsh in order to make each one. more mean1ngful wlthlnj

the subjects current cogn1t1ve structures.

vMechanlst1c and sppntaneous communlcatlon types of =+ =

lanquage activities,

“Activities of a "behaVioriStic" nature were also done.
These 1ncluded mechanlcal exerc1ses such as
substltutlons flll in ‘the blank_(oral and wrxtten)

sentence creatlon, as well.as'translation; readlng ‘and

wr1t1ng exerc1ses, ang‘communlcatlon orlented tasks such

as SkltS, charades, and puppets. B

%

A teachlng session’ for each variable followed as .

closely as possible the follow1ng format:



' approx1mately the size of a small classroom. This room was

.a circle in the mlddle of the room, but were rapidly -
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(1) 20 minutes- explanatlon of the concept or encodxng form,
.‘1ts place, examples of its use, contrasts with Phgllsh
(2) 30 mlnutes- mechan1cal exercises, pattern drlbls,
substltutlons;
(3)“30 mlnutes— writing- exerc1ses, reading exerciees

translations, sentence creation from v1sﬁal stimuli;
' : o

$

(4) 15 minutes- review; - : /

',(5) 30 mlnutes- small group spontaneous éommunication, )

puppets, skits, charades, story teil1ng-*
’ . ‘ Lo / .
(6) 15 minutes- miscellaneous act1v1¢1es.

Each 2 1/2 hour training session was term1nated by a

. 4
. five-minute test before going on{to new materidy

i

/,'4.2

o

Training and‘Testing Environment‘

Tra1n1ng was conducted in a basement room,:

R [N

located in the expernﬁenter s home. Chairs were arranged im
abandoned by the ;ubjects. They preferred to sit on the
carpeted floor, but st111 retained the c1rcular ' WW‘

conf:guratlon}/A blackboard was ‘available and used in "the

,classroom. The Fesearcher conducted the‘classes from a-

p051tlon just out51de of the c1rcle, immediately in front of
the blackboard There was a window in ;he room, located at

eye height. The researcher's w1fe and thesis director vere

frequently present as observers, and were. seated just: beyond‘

he edge of the c1rcle of subjects, 1mmed1ately opp051te the

\
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blackboard The atmosphere ‘was relaxed and l1vely The
experlmenter s two cats frequentli!301ned the circle and
were the ,subject of much conversation in’ the MAh

All teachlng and—-testing was recorded by means of a
tape recorder and a mlcjo;hone, a. Sennhelser MKX 405,
located in the middle of the circle on a small tripod. As
well, a lapel microphone was.worn around the experimenter's
- neck, . a Sony condensor‘mlcrophone ECM15P. Both microphones
were connected to -a Nagra 4 2 reel to- reel recorder, whlch
was located out of 51ght of the subjects. A.new reel was
-1nstalled at the end of each tra1n1ng per1od each of which

lasted approxlmately 50 minutes.

‘ Classes began ‘at 9 00 a.m. and continued to noon, with

:dbreaks at 10 00 a.m. and 11:00 a.m. After a

‘one hour lunch'break tralnlng and teSting resumed for

another 50 plnutes.,Taklng 1nto cons1derat1on the age of the;gv

,part1c1pants, large amounts of ‘food, video games, and
records were avallable at breaks. Motivation remained high

throughout the exper1mental week Activities in class- tlme

were varied to maintain interest and attention. Testing was

'done‘aizeach trainﬁgﬁ?unit was completed. | = j

F.-Testing . : | : L j.
) Orlglnal intentions were to test each of the six

factors after 2 1/2 hours of training, then to take

five—minuteesamples randomly fognanaly51s during the_

remainder of the training time. However, since all classroom

-~
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activities, and tests were recorded-on high ouality recording
equipment, Yhe e perimenter decided to score a}l subjects on
theﬂr performance on tests and ongoing class activities from
a transcript made later from the reeorded tapes. This typed
bf thorough testing allowed the experimentervto investigate
‘the state of learnxng of any and all variables at a g1ven
p01nt throughout the entlre week and six months after
‘tralnxng was completed. |

Four 'posttests nere administered to the subjects at one
week, one month, and six months after the teachbng‘week.,All
variables were tested. The first two posttests,”done one
week and one month after training, were orai in nature, and -
both were identical in format'and'substance. These tests
were.conductedrusing pictures nhioh seﬁyed as ‘a tool for
posing~specific guestions as well as more general gquestions
in which subjects could expand thelr answers 1into several
,‘qconnected statements. Questions of the type "What did you do
yesterday’"t'oncluded these two oral exams and served as a
secondary means of testlng knowledge of past tense in Morph.

The thlrd oral posttest gaven six months after
training, was composed of six reiatively co&plex line
drawings i.e., a dog cha51ng two cats up a tree, or an.
elderly woman askxng a young glrl to walk her dog (th1s
request was shown by means of a cartoon type balloon above

the woman). Each variable was tested through

variable-specific questions posed for each picture.
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The f1na1 posttest, a wr1tten exam held the day.after
the third oral posttest was the longest and most thorough d;
- of all exams in the experxment. It tested both productlon
‘and comprehens1on. In the first part, a rproduct;on_sect1on,
subjects vere asked to write plutal forms when ‘'shown \
plctures of these objects. Anxmacy was tested Specxflcally g
using pxctures of referents in either the1r-+antmate or
ranimate states (1.e.; a 11v1ng fish vs. a f1%p served on a
\ plaEE) Other*varii?)es were tested using translatlon
exerc:ses, paragraph complet1on tasks, transformat1ods, and',
wrxtten descrlptxons of p1ctures.
A comprehen51on exam followed 1mmed1ately the written: KR
production exam This final exam tested each varlable

sequent}allymbg~gggps of flfteen sets of four plctures for

each var1ahle, rn “which sub]ectsﬁhere‘askedﬂteerndlcate the

———

'number of the p1cture in each set of four Whlch Best LT

represented a sentence read by the exper1menter. The IEx;cal

N
\

lists descrlbed earller were avallable durlng all posttests
however, subjects d1d not have access to the rules of Morph
whlch had prev1ously been posted in the classroom. '
In order to compare sub]ect performance in the six

variables, success in the first threé hundred obligatory
occa51ons (this concept is explaxned below)'was scored.as a
means of determining the initial learning curve for each
’variable. These results vere then used as a metrlc to assess

early success\xn the learnzng of 5n\tz and compared with

the overall pattern of learning; durlng the six-month perlod

e
v

BN L s
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in whlch the experlment took place. The flrst three hundred
observat1ons are called. the Inftial subset in subsequent
d1scu551on. | (

The experlmenter was 1mpressed by the scorlng system
used by Burt, Dulay & Hernandez (1975) in the Blllngua

Syntax Measure. Thls meEhod known as structural scoring,

was or1g1nally developed by Brown (1973) as 'a means of
dasse551ng the prof1c1ency level of L1 learners, and was

\later wldely used in L2 research Structural scoring uSes
\

‘the - concept of the: obllgatory occas;on, 1n whxch the Output

-

wh1ch a gzven L2 structure is’ requ1red in order for his

!
e well formed For. example, 1n the MAL used in

output to.

this ex erlment the use of any\noun or pronoun would obllge’

'the speaker to supply an anxmacy marker in order for the

utterance to be" correct.

The researcher adopted the Burt et al method-of
Scorlng in whxch an actual score 1s d1v1ded by an expected
score_to y1eld a percentage of accuracy in produc1ng a given
structure. For example. each t1me that a sub)ect produced a

».u

sentence: contalnzng a noun or pronounf,ﬁthas.was viewed as
an oblzgatory occas1on for the use of animaéy ;;rhé?s. I1f a
correct form of anlmacy (ta or. po) was - used 1n the rlght |
place, two p01nts were ass1gned to that sub]ect. If the .d'
~animacy marker was suppl1ed but was m1sformed or mlsplaced
one point was ass1gned ‘1f no: structure for anrm@cy was

S

attempted, zero poznts were\aSS1gned The followlng from a

of the- Ianguage producer 1s seen as. a number of occas1ons in

=~
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Burt et al. resumes the scoring‘system. fhe expehimenter
gave each de51gnatlon in the Burt et al. systenm tyhe name
(A, B, or C):

TYPE A...?ypoints...correct structure in the corr t place;

TYPE B...1 po1nt....m1sformed but attempted structure;

\

\

TYPE C...0 p01nts...no structure attempted. CoN

In order to'give a more accurate idea of..the rat1o of
success as a functlon of tlme, structural scor1ng was
computed for each subject 1n each d1fferent type of activity

throughout'all trainlng and.testlng tasks. These activity

v scores, wh1ch numbered as many as f1ve or six per class

period, were’ then collapsed to yield average scores for each

‘class perxo&éand for each test. This. metr1c is referred to

. as the glooal score in subsequent dxscu551on. An average of .

Qlobal scores across all n1ne sub]ects and all tests and

. classes ylelded a set of numbers which were then graphed to

" show vzsually what was occurr1ng within a given variable.

In add1tlon to the use of structural scor1ng to show
success across a var1ab1e, the experlmenter also computed
the percentage of type A, B and C ratlos across all tests

and classroom act;v1t1es,

VG Sunnary

' Th1s chapter has described the variables under

1nvest19at1on, the nature of a concept format1on study and

the MAL“used 1n the exper1ment,'and flnally the subjects and .

" how they uere~trained,and'tested._Invsummary, in a
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,fourteen-hour training period wvhich followed conpletion'of a
‘concept- foqmatxon study, n1ne subjects, 9 to 15 1/2 'years of
age, learned a MAL conta1n1ng six experlmental varxables. \
Two varlabi;s, one a new semantic 1ntentlon and the other a
new encod1ng process or form, were located at each of the
levels of sentence, noun phrase, and verb phrase. Sentence
varxables taught and tested were generational marklng and
SOV word order. ‘Noun phrase variables were noun and pronoun
‘animacy marking and morphologzcally conditioned suff1x1ng to
form plurals. Verb phrase var1ables vere experlent1a1
markers and past tense formation by means of infixing with
vowel reduplication.'." v T e |
Although it contained many aspects typical of English

in order to isclate the-egperimencal variables, the MAL used’
in the experiment was much closer to being‘a true L2 than
‘other MALs reported in the llterature. Itxnn%orporared
~‘features\of natural language such as semantlc fle&d; i
gestures, and a foreign lexicon. The MAL,.called Morph by
teacher and learners, was taught,es a’means of.communication
) amonéitne subjects and between . the subjects and_che. |
experimenter. | | |
: M,'All ‘teaching and testing activities were recorded By
means of two m1crophones and the transcribed scrlpts were
"used to calculate global/5cores and response types for each.
varlable. Perlodlc testlng cont1nued for six months after
completlon of the tralnlng sessions. Scores were computed

&

for class sessions of agproxxmately 50 mlnutes each For

°
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each class, ratios were established for individual subjects
in each type of act1v1ty and for percentage .of dxfferent

‘response types, and then averaged for each class period.

The Questions'that the experiméﬁter will answver with
the results of these data are:

1. Are certain types of novel and unexpected L2 encoding

‘~£ofms_anﬁ/or‘processes and novel and unexpected semantic
intentions harder or easier to learn than others? What
a:e’thé different learning patterns of each variable and
group of variables?

2. As a group, are uhexpgéted encoding forms and/or
processes harder fo{learn’than uneipected semantic
intentions?

“3, as a consequence of point§ (1) and (2) above, what is
theu?glevancy of these findings to the teaching and

learning of an L27?



111. RESULTS OF THE EXPERIMENT

Before examxnxng the results of this study, the top1cs
of the practg al problems in the exper1ment concern1ng the

competlnglgow s of the teacher and the researcher, and of

how teachihg~<1me wasuallocated to each variable, will be

dlscussed 1ﬂfi‘e first two sections. Since the

43!methods used in this exper1ment are quite.

B2l

data- gather1

»ﬁﬂj‘?yrd section will explaxn the means by whxch
' 3‘._‘ ‘1 Jgﬂ
~f3wwated prior to a discussion of these

'éuﬁ% ‘

results, wvhich ar% reported for the six variables and for

complfcag
individual subjects in the ‘final two sections.

A. Pedagogical vs. Expérimontal ConsMerations in the

Experiment

Dur1ng the exper1mental days, the experlmenter assumed

- two funct1ons~ he actid as an impartial analyst and observer'_'

of all act1v1t1es,‘wh11e at the same time adopting the role

of the supportxve mentor of a group; of subjects trying to

learn a language. These two roles do not share the same. o
philosophical.pointiof view. Since the experimenter
recognlzed the different outlooks requlred for each
function, he malntalned an almost schlzophren1c awareness of -
the impact of one role on"the other throughout the
experiment. | | | |

[
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The axm of an L2 teacher . 15 to create a Qavorable
atmosphere . fofr learn1ng in which there is a good rapport
between learner and teacher in a group env1ronment. Th1s
situation was especially applicable in this experlment which
took place over a relatively extended»period of time. The
teacher's perception‘of?his role is'that he must be
knowledgeable, empathxc, and encouragxng, while expecting
students to put some degree of effort into their learning
endeavours. Moreover, the teacher seeks to e:adxcate error,
to achieve a perfect, or near'perfect, knowledge of a
sub]ect area by using techn1Ques such as individualized
1nstructlon, remedials, and other pedagog1cal approaches
which balance student strengths or ueaknesses with teaching
materials. An effectxve teacher trles to reduce individual
v dlfferences and to eliminate problem areas in the learning
of a laﬁQuage. '

The language experimenter, on the other hand, is
lnterested in ach1ev1ng a: favorable atmosphere for learnxng,,
but is more interested in study1ng the learning procees
,’itself. He is not concerned with eradicating error He 1is,’
‘rather, interested in studying the characteristics of some
variable or variables ln'controlleq}circumstances in order
to formulate a.;tatement which will help to understand

better the factors which govern the variablefs) of interest.

in this experiment sought to

In a word, the teacher
‘achieve. success in an L2, hereas the researcher hoped to

explain why and how success had or had not been achleved
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vhile maintaining conditions favorable for experimental
| purposes. It should be noted in passing that those
technigues which were most effective for teaching were not
always best for experimental testing; The experimenter
attempted, successfully it is iglt, to achieve-the aimg of
the teacher, but invway§ consistent with the goals of the
experimenter. ‘ ; /
Some compromises w?re necessary to assure the best
learhing cénditioﬁs in the experiment. These compromises
vere caused by the length of the experiment and the age of
the subjects Subject fat1gue and the need to create a
sy;éathet1c ambiance required periodic ad]ustments in
teaching materials, testing times, and overall pedagog1cal
techniques. THe rhythm of learning in the first day was
slower and more relaxed than in the subsequent four days in
order that subjects become comfortable with the iearning
environment and the teacher. The experimenter soon
discovered that the fourth hour of each day.required 11ve1y
activities that engaged the subjecls as their attention span
dwindled. The expérimental scheddlg que'upbin advance had
to be modified on occasion as a result of human variables
‘and unforseen events, not the least of which was the
excitement of three birthdays falling in the teaching week.
One of the major practical problems in dealing with a |
group ofvybunger learners was that of spending equal amounts
‘léf time and performing.similar types of activities in each |

A ., .
‘QQ;iable. In the course of teaching a variable, if it became

107
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obvfous to the experimenter that a variable concept had not
been clearly grasped, or if subjectﬁkseemed slow in h
developing facility in its use in appropriate contexts (as
. was the case with Experiential and Generational), he was
forced to devote extra time to it. This meant that in the
interest of achieving a basic level of competence in each
variable, more time was spent in certain activities than in
oihe?é! This problem will be discussed more fully in the
hext;SeCtion. | . | ‘ ) C

ﬂ? second compromise was created by the exper;menter's
decxs1on to study the experimental varxables in real
language condxt1ons, rather than in vttro. Instead of
1nvest19at1ng each variable in isolation from the others and
from 1ts behavxor in a language, the experimenter chose to
embed gach vanxable in a MAL in- order to assess the
chaf;céeristicg 6f ;hq‘variables when used by L2 learners.to
communicétb‘théir’meSSages. It was decided to introduce the
variables sequentially. o

The consequence of this dacision was that memory and
intervariable effects could not be explained as fully as if
each vaé?able had undergone preéisély the same conditions of
teaching and testing. The experimenter felt, however, that
' losses caused by thé int:oduction of the above effects Qould

be compensated by gains coming from the fact that variables

could be tested in an authentic language context.

)
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A

B. Time Devoted to Each Variable and Grbup of Variables as a
Factor in the Experiment

The question of the amount of time spent in teaching
each variable, raised in the first section of this chagte},
will be discussed more fully here. The effect of differing
amounts of contact time for each variable will be addressed
in Chapter 4. The expprimenter's initial intention was to
spend equal amounts of ‘time in teaching firstly the concept
for each variable, and then in developing skills throug&
various types of cued and uncued languagewactiviqies. As the
experiment progressed, .it became obvious that this goal was
not feasible. As can be seen in Table 3,1 showing. how much
time was spent in learﬁing each variable and group of
variables, nét all variables reqyired the same amount of
teaching time before tth were cémprehended and automaqézed
through practice exercises. Generational, .for example, was
grasped by subjects very rapidly in only sixteen minutes,
probably because of the subjects"cultural awareness of
generational concebts. However, a considerable amount of
practice in languagé drills was required by subjects before
the experimenter judged that they were skilled enough to use
‘this variable Sorrectly in spontaneous com%ynication. sov,
on the other hand, required twice as muchfgim; for subjects.
to jlearn as a language concept, since it involved
meéalingui;tic notions that some of the learners, §§}

particular the younger ones, found extremely hard to grasp.

SOV required much less drilling than most of the other
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variables before subjects were able to use it corfd&tlxg}n

dlfferent exercises.

‘In terms of time spent beyond initial concept

1ntroduct10n time, "the experlmenter employed four types of-

N

language activities 1n order to develop SklllS in a

varlable. @ach type or.level had progressively less cuing

than the precedlng ‘Oone,, more empha51s on communlcatlon of a’

message or messages having an ego 1nvolvément on’ the part of

the subjects, less time available for monitoring. These four.

act1v1t1es were'

..

2.

3.

4.

Experlentlal and Generaglonal which’subjects.seemed 'slow in -

”English-

,y type- sentence creation with no support beyond a

,,}-'
e

EEA

a- type-'one item manlpulatlons, behaVLorlstlc drllls,
haghly cued and teacher- corrected exetc1ses,

B- type' sentence creation u51ng pictures or wrltten e

support, translat1ons from Engllsh to Morph and Morph to

[¢]
)

° : N
verbal context- ; ' S - o

-
]

6ftype: llttle or no focussing on the form of language
by the experlmenter commuhication activities based on
role playlng such as sklts, charades, and puppets.

If SUb]ECtS seemed unable to use a varlable correctly.

fgefter‘about‘thirty.minutesfﬂthey received extra practice,

partichlarly in « and B activities{ This occurred with

using with any degree of facility even though they had )

_appeared to’ grasp the concept more qu1ckly than those of the

other variables. All varlables had equal p0551b11ty for use

| S AL
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'of them to be learned. : L

111

by subjects in y and 8§ activities. There was one exceptlon
“to this pr1nc1ple' the experlmenter 1ntent10nally devoted
extra time’ to plural sufflx forms, since there were so many

)

Secondary time spent in developing skill in a variable,

-~ shown 1n Table 3.1, was the time during which subjectsvhad

to §Se.that variable when thelr attention was focussed

elsewhere, usually on practice in some other variable. For

rgxample; while doing activities that driiled SOV, subjects

were Still requlred to use Anlmacy, even though their
attentlon was on the orderlng of major constltuents rather
than the elements making up a partlcular constltuent As
mlght be expected secondary t1me ‘turned out, to be a
functlon of the point-at which a glven varlable was
1ntroduced in the week of teach1ng This is the reason why

Anlmacy, the f1rst varlable 1ntroduced ‘has ‘a much hlﬁher
%

sedondary time than Generatlonal, the last»varlable :

“1ntroduced.

For the purpose of establ1sh1ng success in a varlable
within an experlmental category, subject performance in the
o ,
flrst three hundred compulsory occa51ons of each varlable

was determlned thereby yleldlng a measure of early L2 y

Vi

nlearnlng patterns. This initial learning was then compared

\

w1th subject performance 1n the same varlable over a
six-month period, even though not all variables, as

explained, ,had received equal amounts of teaching time. The

first °three hundred obligatory accasions of each variable
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TABLE 3.1 DfSTRIBUTiOﬁ'OF TIME (MINS.) SPENT ON EACH

"TABLE 3.1 DISTRIBUTION OF R o e e ———

o VARIABLE AND GROUP OF VARIABLES

OR EACH VARIABLE

DISTRIBUTION OF TIME IN‘MINUTEé F

VARIABLE

ANIMACY
PLURAL
SOV

EXPERIENTIAL

PAST
GENERATIONAL

- GRAMMAR
PRESENTATION

31.5

25 . A
32

20.5

27

16

" PRIMARY

29
93.5
46
178
76
150

SECONDARY

682.8
436.2
392.2
177.2
166
28

712 .

" NOTE 1: PRIMARY TIME IS THE AMOUNT OF TIME SPENT IN DRILLING

A VARIABLE. SECONDARY TIME IS THE T
TO BE USED BY SUBJECTS, BUT THEIR A

IME WHEN A VARIABLE HAD
TTENTION WAS CENTRED ON

THE USE OF ANOTHER VARIABLE, OR ON COMMUNICATION ACTIVITIES.

DISTRIBUTfON'OF TIME IN MINUTES FOR EACH GROUP OF VARIABLES

VARIABLE

ANIMACY
EXPERIENTIAL

GENERATIONAL

AVER.

- PLURAL’

SOV
PAST

" AVER.

SEMANTIC INTENTIONS

TOTAL TIME

743.3
375.7

194

.87
.44
.23

.51 v

ENCODING PROCESSES/FORMS

554.7
470.2.
269

.66
.56
.32

.51

% TOTAL TIME  GROUP TOTAL

1313.0

1293.9

NOTE 1: TOTAL TEACHING TIME FOR THE EXPERIMENT: 852 MINUTES
114 HOURS, 12 MINUTES). ‘

NOTE 2:

AVERAGE TOTAL TIME SPE
SUBJECT DURING TEACH

INCLUDED IN TOTAL TEACHING TIME): 71.4 MINUTES.

¥

NT IN FORMAL TESTING FOR EACH
ING WEEK AND FOUR POSTTESTS (NOT = = °



i

%
v

N

113

1

will henceforth be called the inltlal subset. The total
number of obligatory occa51ons in a varlable w1ll be

referred to as the overall results in subsequent discussion.

- #In the case of one variable, Generational, the initial

subset and. overall results are numerically the same group
(see Table 3. 2) '

Although 1nd1v1dual varlables received unequal amounts
of use time, the two major groupings con51st1ng of Encodlng
Processes/Forms and ‘Semantic Intentions were equally

balanced at about 1300 minutes each (Semantic Intentions=

3313 0 mins; Encodlng Processes/Forms- 1293.9 mins). The

overall balancing of the two major groups of varlables

allowed the experlmenter to compare the areas of
experlmental 1nterest even though there vere varlatlons in

time spent on each variable within a group. In tak1ng the

average‘within-group percentage contact time for Semantic

ki

Intentions and Encodlng Processes/Forms, it can be seen that

the average of each was about half of the total teach1ng

¥

time spent (. 51 for Encod1ng Processes/Forms and .51 for

Semantic Intentlons from Table 3.1).

C. Data-gatherlng Methods -

A wr1tten transcr1pt1on of the record1ng tapes of all

teaching, oral testing, and interview activities was

prepared by the 1nterv1ewer’dur1ng the summer ﬁollow1ng ‘the

experlment Thls transcrlptlon prov1ded the 1nstrument used -
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to gather the exper1mental data for analysxs.
Transcrlptlons wvere grouped for scanning and analysis
by gday (1-v), four 50- m1nute blocks correspondlng to a
'dtraditional class within each of the five days (1-4), and
7ffinally by formal oral and written tests where. these were,
-oiven to subjects outside of regular class blocks. ThlS
three-part division provided a chronologlcal record of the
Hteachxng and testing achievement patterns at any glven
p01nt. For example, subject results could be calculated for
the fourth teachlng block of the third day (I1I,4), or for
the separate oral test given at the end of the flfth day
(OT,5) Wlthln each of these time- test blocks, sub]ect
per formance in each variable was analyzed separately (for
example, III,3;Animacy; 111,3,Plural; etc.) 'In each
varlable, performance was calculated for each of the nine
subjects for the number of responses provided in each
response type (A, B, or C) in each. act1v1ty level (a, B, Y,

¥

_or §). Plurals in %f;h/analy51s block vere further

subdivided into the five classes in order to track

w1th1n class success. D

: Th1s'somewhat elaborate system of data collectlon was
devised to allow the experlmenter ‘to be able to follow the
performance in each response group across subjects in each

-

act1v1ty type at any g1ven time in the experiment. An
example ‘of the data gatherlng sheet for subjects
performance durlng the flfth day, second class period,vin

’An}macy (v,2 Anlmacy) can . be seen in Appendlx H. ThlS
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1collectzon systéﬁ

Once the: responses were noted into the v#rious

categories as ‘just described, two types of StatlStICS were

'calculated from the data for the 1n1t1al subset and overall

results. These two dlfferent procedures w111 be used to

quantify results 'in the following section. _

<

Global score.‘

Each obllgatory context in a varlable act1v1ty provxded
a subjectAg}th the posszbllty of scorlng two p01nts. 1f

in a given act1v1ty ‘a sub]ect prov1ded three correct

responses (A responses) two attempted 1ncorrect

responses (B responses) and one nonresponse
(C responses), he had the possxblllty of scor1ng 12

points (6X2=12). However, he scored two po1nts for each_;

A response (6 points), one for each B response

(2 points), and zero polnts for the one o reSponse. His .
global score in this case would be the actual number of
p01nts scored (6+2= 8) divided by the total number of
points possible, or 8+12?-67-,Th9 subject*s globa}_score‘_

in this activity type at this time point invthe’

;experlment would be .67.

¢

Global scores were calculated for each 1nd1v1dual

“;subject w1th1n an act1v1ty, then averaged across

1subjects to show results in the six var1ables (see
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Table‘3;5 -part‘A ‘for- these flgures) Asinell the
rperformance of subjects thh1n teach1ng blocks and tests
: was tabulated as global scores, ahd these results are
Qshown in F1gures 3.1 to 3 6 in thls chapter. F1nally,‘
jtotal A B ~and C responses for subjects in each o

i_var1ab1e vere we;ghted in the: manner explalned 1n the
precedlng paragraph 1n order to present success 1evels
attalned in the six var1ab1es durlng the 1n1t1al subset, -
as well as across the ent1re teaching week and posttest
perlod These flgures are those of Table 3, 3 / |
The_global score is the metr1c by which the
‘experzmenter could determ1ne how prof1c1ent subjects had
' *

‘ become in the 9ix varlables, and ultxmately how -

\«\\

dlfflcult the var1ables were relative to each other.,ln
h'assigning two points to ;n A response and one poxnt to a
B.respOnse, the assumptlon is. not that an A response is
1twlce as good as a B response, but rather that 1n terms -
of a rank1ng scale from 0 to 2, an A response is more 5
'hlghly valued than a B response.,The global score w1ll
'establlsh to. what extent subjects were able to remember .
L to use, e1ther correctly or 1ncorrectly, the varlable in -
vquestlon. This type of score does not reveal what
:proport1ons of A- and B- type responses have gone into
,‘mak1ng up a. flnal global score, however, this
1nformatlon 1s avallable separately as A B, and C

mresponses (see Table 3 2 for prdportlons of A, B, and C

-responses in each varlable and Tables I 1 to I. 6 in
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prendix I for -individual subjects).

D15tr1but1on by percentage of responses 1n each of the

P
n,

he three response group1ngs (A B C):

, Thrs second type of calculatlon was much less

compllcated than the flrst. In add1t1on, there was no

Xwelghtzng of numbers requlred to arrive at a flnal .

score. To calculate th1s f1gure, student scores were
summed for each of the three response categor1es w1th1n

‘an act1v;Fy, and then across all act1v1t1es ‘in the

- time- test block The totals of -each of, the three

categorles were calculated in percentages and noted

: separately frdm‘the global scores.

mhisisection has decribed'the means by which data was

L

gathered and analyzed for presentatlon in the various tables_

and graphs whlch follow. ‘The author is aware. that the data

analysxs in th1s experlment is qu1te detalled and hopes

G

that the precedzng descr1ptlon as well as. Append1x H will

: *fac1l1tate reading of the next sectlon.

D. Results for thebsix Variables

1] ’ N &‘ '

Although the scorlng system based on three different

,responSe categorles (A, B and C) has. been prev1ously

d1scussed in Sect1on F, "Testing", in the prev1ous chapter,

the assumpt1ons be1ng made about the subject's knowledge of

a varlablevfrom the three response types will be .explained

3
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at this point. When a subject's response is totally correct
(A-tjpe response), it is assgmed that he (a) understands the
semantic concept indquestfon, (b) remembers to use it in the
appropriate circumstances, and (c) knows and can produce the
vcorrect encodxng form. 1f the subject produces a misformed
‘response in an appropr1ate context (B-type response) (a)
and (b) are assumed to hold, but (c) does not, since the
correct encodiné form has not been produced. If a subject
" does not respOnd'wﬁere a-responae'was.called for, we do not
bkaow on the basis of one single response what the subject's
current state of knowledge of the concept and form are. We
can only-assume that he has . not remembered (b), and has‘not
produced' the correct encodxng form (second part of '¢').
As expla1ned in the prev1ous section, two complementary
types of. measures were calculated from the data: the global
score,iwhlch permits a comparlson of performance in the MALa'
between subjects ‘and var1ables, and a percentage breakdown
of the’ dlstr1butlon of the three response types 1n
-act1v1t1es and t1me blocks{ These’two measures serve as the
base for all comparisons, and the ‘author will- state in the
follow1ng pages when one type of comparlson is be1ng used.
rather than the other. Varlables are presented in this
section in thelr chronolog:cal order of presentatlon in the
exper1ment. A global discussion of the results for each
variable will follow at the end of this section. Tablesv3.2
.’through.3.5, preSented‘sequentially in the following pages,

will be referred to frequently in discussing each one of the
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variables in this section. All ofithese £ab1es‘containvboth‘
comprehension and productxon data. Tables 3. 10 to 3.17
‘present T tests showing differences in global scores, A
responsés, B responses, and C responses between the six .
var1ab1es across all sub]ects, and because of the problem of
1nflated probablllty values-~-that is, the danger of
rejectlng the null hypothesis incorrectly when do;ng
repeated T tests on the same data---the a« level was set at

.01 rather than .05.

1. ANIMACY: Semantic Intention. No. 1.

It will be recalled from the preceding chapter that
Ahimacy,refers to a grouping of the nouns in the
experiméntél“MA; according to'whether iﬁéy\denote 1jving or
nonliving referé;ts. This semantic intention is encoded by
means of a prenominal particle similar to a determiner
consisting of the two forms ta ([+animate]) and po
([-animate ]). As Eéﬁ‘be seen from Table 3.2, which
identifies the'numbe:'o?vobligatoryvcontexts and
distribution‘of subjec£ responses for each ?ariable )
1n1t1ally and overall subjects were required to use Animacy
more often than the other five variables. Ob11gatory
contexts for Animacy, which numbered 3,150, represent 46% of
thé total reduired uses of all variables in the MAL. This
proportion appears to be unusually high in relation to those

of the other variables. However, Animacy was the first

]
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or ALL SUBJECT RESPONSES FOR EACH VARIABLE

RALL RESULTS (PART

AVER.

RAN_SCORES / .’
| A B <
ANIMACY 292 4 3
. PLURAL:. 179 108 13
- SOV . 191 2 107
EXPER ' 187 28 ¢
PAST 240 19 4
GENER 187 46 60
TOTAL 1276 207 310
PERCENT AGES
A_ _B_ €
ANIMACY .97 015 .015
PLURAL .60 .36 .04
SOV .64 0.0 .36
EXPER .62 09 .29
PAST .80 .06 14
GENER .64 .16 .20
.71 11

17
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(TABLE 3.2 CONTINUED)
]

B. OVERALL RESULTS

RAW ES
TOTAL NO.
OBLIG.
CONTEXTS A B c
-~ ANIMACY 3150 2737 111 302
. PLURAL 1414 864 474 76
SOV 576 . 324 25 227
EXPER 985 395 RN 479
PAST 418 296 57 65
GENER 293 . 187 46 60
TOTAL 6836 . 4803 824 1209
oA
PERCENT AGES
TOTAL NO.
OBLIG.
CONTEXTS A B o
ANIMACY .46 .86 " .04 S .10
PLURAL L21 .61 .34 .05
SOV .08 .56 .04 .40
EXPER .14 .40 : L1 .49
. PAST .06 L7 .13 .16
GENER .04 , .64 .16 .20

AVER. .17 ’ 63 .14 .23

NOTE: COLUMNS A, B, AND C IN "PERCENTAGES" SHOW WHAT
PERCENTAGE EACH RESPONSE IS OF THE TOTAL NUMBER OF
OBLIGATORY CONTEXTS SHOWN FOR THE APPROPRIATE VARIABLE
LISTED IN "RAW SCORES". ' -

AN . 5
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TABLE 3.3 INITIAL SUBSET AND OVERALL GLOBAL SCORES FOR ALL

SUBJECTS AND MEASUF 5R THE §1X VARIABLES IN ORDER OF
PRESENTATION IN THE EXPERIMENT
INITIAL OVERALL DIFFERENCE
ANIMACY : XL .09
PLURAL .78 .78 | . 0.0
SOV .64 .58 .06
EXPER .67 -~ .46 .21
PAST .83 N .77 ' .07
GENERAT L7 .72 -.01
VAR. AVER .70 77

TABLE 3;4 AVERAGE CHANGE IN LANGUAGE PERFORMANCE AS A RESULT
OF DECREASED SUBJECT MONITORING AND INCREASED EMPHASIS ON
COMMUNICATION (RESUME OF TABLE 3.

) GLOBAL

VARIABLE SCORE A B c
ANIMACY -.10 -.08 -.02 +.10
PLURAL -.03% -.05% -.02% +,09
SOV -.20 -.19 +.01 +.18
EXPER -.15 -.15 +.01 +.,14
PAST -.04 -.04 -.03 +.06
GENER ~-.16%x% -.16%% 0.0%x +15%x%
AVERAGE ~-.12 -.11 -.01 .12

+ Plural suffixing was not used by subjects in & activities |
sxGenerational was not used by subjects in v activitieg




TABLE 3.5 AVERAGE GLOB

DIFFERENT RESPONSE
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i

SCORES (A) AND PERCENTAGE IN
FOR ACTIVITY AND VARIABLE (p,C.D)

A. AVERAGE GLOBAL SCORE ECROSS ACTIVITIES
L}

ANIMACY .95
PLURAL .83
SOV .17
EXPER .17
PAST .90
GENER .98
AVERAGE .87

r (]
.88 .79 .65
.72 .78 -,
.62 .88 7
.51 .45 .32
.68 .85 .78
.67 - , .67
.68 .75 .52

B. AVERAGE PERCENTAGE OF A-TYPE RESPONSES ACROSS ?CTIVITIES
a 8

——

ANIMACY .91
PLURAL ' A
SOV .71
EXPER - .75
PAST .79
GENER .94

AVERAGE .80

C. AVERAGE PERCENTAGE OF B-TYPE RESPONSES ACROSS
_ o 8

ANIMACY .06
PLURAL .26
Sov .02
EXPER .09
- PAST .19
GENER .06
AVERAGE L1

X L
.85 > .77 .66
.68 .61 - \
.62 .68 .14 )
.47 .36 31
.66 .83 .68 '
.57 i - .62
.64 .65 .48
ACTIVITIES
bd $
.04 .04 .01
.13 .22 -
.04 0.0 .06
.11 ' .12 .13
.07 1 A1
21 - .06
.10 | .10 .07

D. AVERAGE PERCENTAGE OF C-TYPE RESPONSES ACROSS gCTIVITIES
a B '

ANIMACY .02
PLURAL .02
- SOV 27
EXPER .18
PAST .02
GENER .03

AVERAGE .09 -

»

.28 .22

X 2
12 N " .26 .33
19 .16 -
.35 .09 .80 -
.43 .52 ' .59
.34 - ‘ .07 W21
.22 - .32
.45
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varlable 1ntroduced to the subjects,, and nouns and pronduns

B

representing the’largest texical group in the MAL, wereiall

" matked for this variable in every sentence position,

Consequently, subjects had a longer time. in which to use'
Animacy, ., and a number of places 1n each sentence where its
use was mandatory

The proflle of 5ub3ect reSponses for Animacy is

»Chgracterlzed by & hlgh level of success throughout all

phases of the experlment. As shown in Table 3.2, correct

sub]ect responses Animacy varled considerably by 11% between

‘the two comparlson perlods (97% initially and B6% overall)

Y

Attempted 1ncorrect responses Were 1.5% and 4%, and although
contexts where an anlmacy marker was requ1red but none was
Supplled represented 1. 5% of all responses 1n1t1ally, this -
figure increased to 10% over the six- month perlod This
dlfference can be accounted for in.the- 1ncreased

& act1v1t1és which occurred at the end of the’ teachlng week
and wh1ch offered subjects increased contexts where Anlmacy
was not found only in sentencefinitial’p051tlon (see Table
3.6 for a profile of this error type) |

1t was learned the best Of all 51x varlables as shown

by the global scores of .98 and 89 (Table 3.3). As shown 1in

Tables 3 JO to .3.17, whlch set out the dlfferences between

the 51x varlables all responses categories vwere
y
(

,'51gn1f1cantly better for Animacy ‘than for those of the other

~'variables, with the exceptlon of overall "B" responSes

» . i

(Table 3.16). o :
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_Another.meagure of the success in this variable can be
' seen in Table 3.4, which seﬁs out the average increase Or
decrease in both globalgscoreg_and subject reéponse S e
percentages as a function of decreased monitofing aﬁd |
“increased focus on the“message‘(in other words, the
experience of stuaents as they mdved from a to &
activities). In the case of Animacy,'as subjects.progfeSSéd_
.throuéh the four diffe:ént‘actiYi;ies, there was an average
decrease in therglobalvs-ofé of 10% between each ﬁype.p
‘A—type‘ r sponsés ae;creak at each level on an avefa’ge Qf
8%, B‘ézzponses\rem?ined relatively gonstént at 2%, and C
responses_inéreaséd by 10%. These cﬁanges in the global
scéré andﬁﬁercentage‘of response types wére’close to the
average for all six variables. An inspection of the aétual‘
figuresjfh Table 3.5 (parté A to D)7shoﬁing the reduced
success rate of subjects as a function of activityﬂtyéé‘ifv
reQea}s a steady decling in performencg as monitoring and
focus on meSsage decreased. However, subjects'scored
.éubstantially~above the variable norm inveaéh of the fougl.;f
activities (parf A) and hiéhest of al;)variables-in B ;iV iit
activities in Animacy." | |
An anélysis of B and C responses from Table 3.6 below
indicates that the two markers for Animacy, ta [+animate]
and po [-amimate], were rarely evergmiépiaqed by subjécts
from the éérre¢t position immediately precéding‘the noun or
éfpr060un modifigh by an optional adjective. This error

occurred in only 2% of B responses, and always involved a
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reversal of the order Gf the animacy marker and the
adjective. Misformaticns, which accounted fcr 15% of all B
responses, involved only the vowel in every case. Errors
typlcal of those made were pa ‘for. po, or tey or tl for ta.
'SUbjeCtS who-used such vowel replacements tended to use them
only for a brief time,<?;ter which the correct form
dominated. : | ‘ ‘

Although prorunciation pecularities”éere notvcf primary
1nterest in this exper1ment the experimenter was all the
same 1nterested by the effects of English vowel. reductlon

—

rules on the two anlmacy markers operatlng w1th1n the NP. In
the‘flrst two days of the experlment, all SUbjeCtS -
pronounced the vowels of the two forms as unreduced vowels,
;[po] and [te] or [ta] As they became more . comfortable with
these structures, and this was usually marked by 1ncreased
vspeed in oral productlon the vowels became reduced‘by
nearly every sub]ect to schwa, first ta,bthen po in many
'cases.‘

‘The most common type of error made in the B reeponse
cetegory 1nvolved.productlonvof one marker for the other. In
57%»of'Byrespcnsee, the [+animate] marker was substituted
'for the [fanimate?fmarker. The‘;eVerse occured in only 26%

oé B’responses The difference between these two figures is
, great enough to suggest more than just 2 chance preference
for the [+animate] form and concept. It suggests a saltency

of the ta form and the [+animate] concept in a ratio of

approximately 2:1. One of the findings in the
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TABLE 3.6 PROFILE OF B AND C_RESPONSES 'FOR ANIMACY.

/4
(2]

TYPE-B RESPONSES .~ PERCENTAGE .
1. Misplaced forms .02 |
2. Misformations . .15
3. [-animate] for [+animate] .26 ‘ S
4. [+animate] for [-animate] .57 e
~ ‘h‘v | ’\ .\’ N . o (b
- TYPE-C RESPONSES - PERCENTAGE = .
1. Possession : .01+ T Rl
© 2. N2 as Subject o .02 - oa
*3..N Subjects . .16 :
4. N and PRON in O ‘position .30
5

. Pronouns allgposxt1ons ' .51

1

2y

)

AN |

‘conCeptrformetion study reported earlier supports the vfew

that subjects seem to have greater cognltlve awareness and
\

ease of conceptuallzlng of [+animate] ent1t1es and grouplngs_

conc formatlon study found the [+an1mate] target concept

thari[ anlmate] objects. The 26 subjects of the

to be approxzmately three tlmes easier to form than the

(- anlmate] target group (21 85 trials for the [+an1mate]
target. group vs 71 77°¢ tr1als for the [-anlmate]) In fact,

many subgects vere unable to formulate the [- animate]

: concept_unt;l they’hadjthe [+animate] stimulus set sorted

separatef?ﬂbetore them for comparison purposes. Reesons for
this greater ease of conceptuallzatlon of the [+an1mate]
concept will be dlscussed in the flnal chapter. |

The percentagﬁs Qf 'C responses (Table 3.6) show that

subjects usuelly did not mark pronouns for Animacy (.51), as

i
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.well as not marklng nouns and- pronouns in the object
p051t1on.(.30). The construct1ons conta1n1ng nouns and -

pronouns 1n the object position were prepositional phrases,

“f'dlrect objects, and 1nd1rect objects. Noun subjects were

left unmarked for Anlmacy 16% of the time, and a second noun
subject such as "the dog 1n "The cat and the dog ran was
nearly always left unmarked by all subjects, even though
this type of structure represents only 2% of all B
responses. The d15tr1but1on and nature of C responSes '
suggest the. exlstence of a memory effect in the sequent1a1
marking of An}macyfln'a sentence. The marklng of nouns for
Animacy was lesshlikelyvto occur as a function of linear
‘distance from the initiai‘subject position in a sentence.
‘This was npot the case for pronouns, however. Pronouns were
treated dlfferently from nouns in terms of marklng, in that
they were nearly always left unmarked in all sentent1al

| p051trons by suhjects;‘ | | '3?'

A yisualirepresentation of subject performance in

' AnimacY'is provided>by Figure 3.1, This graph, showing
teichlng blocks and oral and written tests ‘on the X axis and
global scores on the Y axis, 1llustrates the overall pattern‘
of_achiévement in this variable. The generally high level of.
success in monitored activities as well a‘drop of 30% in
average subject success in act1v1t1es such .as. charades and
puppets can be seen in the graph. Note also that after six

months of reduced contact wlth Morph subjects had forgotten

"virtually nothing of An1macy. : .
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This f1rst concept, taught for the greatest amount of
atlme overall - vas learned 51gn1f1cantly better than the
other var1ab1es in both -sampling per1ods. It was also |
' retained remarkably well after a six- month perlod of
relative dormancy. However, the two target subgroups of
[+animate] and [-animate], which together formed the global
.concept Anlmacy, were the hardest of the six subgroups to
form as pure concepts in the concept formation study.
,Moreover, the [+an1mate] concept was about three times
easier to form than the [-anlmate] concept in the
concept-formation study and twice as easy in the main
»experlment. It would appear that Animacy as a language
embedded concept is easier to learn than the same- concept
when formedllndependently ofjl:n?uage; Th;s issue will be
addressed more fully as. a poi?}/of discussion in the next

chapter..

2. PLURAL SUFFIXING: sncoding'Prdcess/sorn,ﬁo;.f

AS mentiOned earlier{in'the second chapter, both
sufflxatlon as an encod1ng process and Plural as a semantlc
1ntent1on were known to the prlmary sub]ects of thls
experlment The forms used to mark this known process and
known semantic intention were however unknovn—-ln this case,
con51st1ng of separate morphologlcally condltloned plural
forms for five arb;trary noun classes, each contalnlng_about

_15'randomly‘assigﬁedpnonns.
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| Plural su£f1x1ng was 1ntroduced early 1n the second day
.,after subjects were begxnn1ng to feel at ease w1th the‘
1earn1ng env1ronment of the eﬂpen1ment.hplurals represent
21% of all obllgatory contexts, As ‘in the case of An1macy,
the percentage of obligatory. contexts is higher than most of -
the. other varlables since nouns, the most frequently used
part'of speech-ln the MAL were nearly all subject to,_
.plural1zatlon. Although subjects were s1gn1f1cantly less
successful in learnlng Plural than 1n learnzng Anxmacy
across six monthsa:they were'consxderably_less successful in
the initial subset-as cen\be-seen»in Tables 3.10 and 3.14. ..
In fact, as shown in Table 3 10 the difference between the
initial global scores for Anlmacy and Plural was the
greatest of any varlables (Q< 001). The components that
rcontr1buted to success, as explalned below, are dlfferentv
from those of Animacy as well as all of the other varlables
Response patterns were remarkably similar in both
sampling per1ods. The percentages of A responses from Table
'3 2 prof111ng subject responses are .60 1n1tlally and 61
overall. But in con]unctlon ‘with an averageflevel of A |
‘responses, SUbjects'provided the highest%percentage of B
.responses for any of the varlables.qphe proportlon of “
'attempted incorrect - answers was 36 during the 1n1t1al i o
‘subset and .34 across the ent1re experament. These two
figures were h1gh1y 51gn1£1cant and vere d1fferent from
‘those of other var1ables 1n the 1nkt1al subset (p<.001)° as

well as overall (rangxng from Q< 05 to p<. 001) See Tables

(=3 & . &

oy
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3.12 and 3.16 for these figures. At .04 (initial) and .05
(overall), C resfonses were, with those of Animacy,
significaﬁtly the lovest bercentages of all variables (see
Tables 3.13 and 3.17). Subjects obviously knew when to use
plurai suffixes; and did so, as one might expect given their
knowledge of Englxsh plural suffixes. In the process,
" however, they made a very hlgh rate of error. The reason for
‘this high percentage of error is that Plural had the largest
number of separate forms to be learned, and of all the ,
variables, it was the only one which was‘not predictable or
"rule governed. | |

The progress of thlS var1able across dlfferent activity
types (Table 3. 4) reveals an average varlatlon of only 3% as
_a result of reduced monltorlng across the first- three levels'

, B and y). One of the reasons for this small amount of
variation, as noted in Table 3 4, is that subjects avo1ded
‘using Plural in & commun1cat1on act1v1t1es for reasons to be
explalned below. As monltorlng decrea?ed although there‘
vere few changes in the percentage of attempted wrong
B answers, there was an increase of C-type nonanswers of 9%
‘ | As’ m1ght be expected from the subjects' knowledge of
thelr L1 plural suffix forms were never mlsplaced .‘yb]ect
errors nearly always involved the 1nc1u51on of mouns in the
wrong plural class. There was a far greater memory
requ1rement 1mposed on, subjects than in the case of the
other varlables caused by the need to recall the numeroue

arbitrary plural forms. In splte of extra practxce in
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working with the different forms, fhe effects of this memory
‘burden are .reflected in the high proportlon of type-B
responses.“one—thxrd of all subject’responses were of thzs
nature.,

As can be seen in Tables 3.7 and 3.8 which show the
degree of success experienceﬁ by subjects in learning each
dlfferent plural suffix category and the extent to which
each form was used as a variant for other categorles,
subjects displayed different levels of success in learning
the five suffixing groups. Suffixing categories which were
the most similar to English plural forms, naﬁely S end as
(the second of which subjects often tried to reduce in
spoken form to [551) were learned best at .78 for each
group. These twe are followed by en (.68), which alSo occurs
in a few 1rregular Engl1sh plurals such as children and
'oxen. The hardest suffixes for subjects were those endlng in
a vowel,‘end in particular u, [u]. Although there are a few
" Latin pluralfsuffixes in a in,English such as criteria, as
well as 51ngular nouns of fore1gn origin ending 1n a such as
Samoa sofa, and iota (and all pronounced with a final [a]),
there are few neunsvendlng in U in English. During the
teaching peried, the two vowel sqffixesAwere added to words
sucﬁ as catSo'eracher' (blu;al qatsou)'and kapa 'friend’
(plural kapaa) whicﬂ also end in a vowel. The result was
distinctly nonEnglish in phonbtectic (ef'wdrd) structure;
and some subjects had EOnsiderab;e‘trouble pronouncing these

words.
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TABLE 3.7 GLOBALFSCORE FOR RESPONSES IN EACH CATEGORY OF
S

PLURAL SUFFIX AVERAGED ACROSS SUBJECTS AND ACTIVITIE

1. S r .78
2. AS .78
3. EN .68
4. A .67
5. U .54

TABLE 3.8 DISTRIBUTION OF THE VARIANTS USED BY SUBJECTS IN
TYPE-B ?LURAL RESPONSES

.S .48
. EN | L2
. AS | 12
A .08
.U .07 -
. OTHERS » : .04 :

NN ON
.

(ens,us,er,an,als,is)

Wwhen subjects made an error in using the plural, the
suffix which they used as a replacement form was the correct
English allophone of-s nearly one-half of the time
(Table 3.8). In féct, in 81% of cases the incorrect form
supplied resembled an exisﬁing plural suffix in the L1 of
the subjects (the sum of thew%irst three variants in Table
3.8). The single vowel suffixesloﬁ\Morph accounted for only
15% of type-B variants, and thiﬁgiéaffix, which was iearned
the least well of all, was notlgggﬁriSingly supplied the’
least number of times as an incorrect variant form.

As concerns type-C responses, a nonresponse for Plural

has a different status from a C response in Animaci; in that
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a noun ugpnrked for Plural is a singular noun. A C-type
Animate response, on the other hand, was alﬁays
unequivocally an incorrect form; This distinction'has
relevancy in the case of C responses for Plural, since the

| majority of subjects C responsés Qere‘made in cdmprehension
rather than in product1on. Since Morph had no concord
between noun and verb, the only way that subjects tould
detect Plural was by means of the popn suffix. Consequently,
in oral form the plural suffix was not attended to, and the
noun was very often comprehended as being singular.

An interesting characteristic of type-C responses§ in
this variable was the existence of avoidance strategies
“adopted by most subjects in psing plurals in é-type
(communication) activities. Subjects had frequent o;casions
for usxng plurals while part1c1pat1ng in role play1ng
activities such as charades and puppets, but in all cases
they 11m1ted the;r‘sentence production to singular
utterances, even when the use of a plufal poun would have
' seémed to have beep more efficienﬁ. Subjects revealed in
their posttest interviews that they perceived Plural to be
one of the hardest variables to learn, because they felt
they were making SO many errors in its use. It.seems
reasonable to speculate that rather than ventur1ng into an'
area that they had not yet mastered, sub]ects simply avoided
plurals completgly when there were given a choice. This
avoidance strategy had the effect of allpwihg them to

communicate effectively without losing pace because of an
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uncertain form, .

The following command given by one of the subjects to
another during a class activity where one subject commanded
and tﬁe other carried out the command typifies the way )

subjects preferred long enumerations of singular nouns to a

single plural form:

TIME: Vv, 1

»

L: Valerie "draw" en ta snirt ou ta  langle
Valprie draw the [+anim] cat and [+anim] dog
ou ta zena ou ta pug boun "minutes"
and [+anim) girl and [+anim] boy two  minutes

pat

{gen=young]

L was attempting'to assign a task composed of a number
of pictures which Valerie was to draw, but chose to list
each object separately rather than using a shorter, but more
risky, single plural form such as cats, (snirten) or dogs |

1 . , -
(langles).
| Figure 3.2 gives a visual representation of performance

in this variable. As can be seen in the graph, there‘wag

relatively little fluctuation in the global score across
J‘time and.activity types, although'the absence of
Q§%~activities tends to suggest a better performance than
might otherwise have been the case. S?x months after

teaching had ended, the performanée in this variable had
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FIG. 3.2 PLURAL
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dropped to about .50' but recovered by .20“after one.day.
Plural suff1x1ng forms were taught for the second
longest period of time, and were learned the second best of
.thewsix»variables, AS mentioned at'the beginning of this
sectlon, unllke the other varlables, th4s score ‘hides a
large amount of attempted but wrong answers, and only an
‘average amount of completely correct responses. nother
1nterest1ng aspect of this varlable will be dlscussed in a
later sectlon dealing with 1nd1v1dual subject results. Those
subjects who reported practlslng plural fbrms out51de of
classroom time were those who scored the best results.
~Conversely, the three weakest subjects 1n plural sufflxes

reported that trey neVer practised them.

3; sov WORD ORDER: Encod1ng Process/Form No. 2
| As prev1ously mentioned, Engllsh speaker; through thelr
language are fam111ar with word order as an encodlng |
process, 51nce Engllsh uses fixed worﬁ order. The Anglophone a
'subjects were unfamlllar w1th the %orm of this process, a
wh1ch was SOV in the case of this varlable

Sub]ects began worklng on SOV and Plural at about the -
same tlme, in the §econd hour of the second day (II, 2) |
VThere vas less occa51on to use th1s varlable than w1th the
’“previous'tuo‘variables, as can be seen from Table 3.2.(Part‘

B). Obligatogy contexts numbered 576, or 8% of the total.

SOV worll order occurred only once in each declarative
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‘afflrmatlve sentence, whereas Anlmacy and Plural could occur
numerous times w1th1n a sentence. Subjects were not required
o use SOV in questlons and 1n commands, - whzre English word

rder held. '

Unllke the other varlables (thh the exceptlon of
_Ehperlent}al overall), subjects performed 51gn1f1cantly
,belon'averaoe in'thevglobal.scores (.64 initially and .58
‘overall) as can be seen in the‘profile ot subject responses
and varlable scores in Tables 3.2 and 3.3, as well as in T

test dlfferences shown in Tables 3.10 and 3.14. A-type |
responses 'in both sampllng periods were not 51gn1f1cantly
different from those of “other variables. As shown in Tables
3,13 and'3' , C responses in both sambling periods were
51gn1f1cantly d1fferent from those of all, other variables,
except Experlentlal. Sov shared the flgure for lowest
,percentage of B responses with‘Animacy i%'oi initially and
4% overall. | | |

The profile of ABG responses and the global score
, reflect the amount of g1ff1culty that most subjects had in.
learnlng thlS varlable. During the 1n1t1al subset , A and C
»responses were 28% apart and 16% apart across the whole
sampllng perlod_ conflrmlng the experlmenter s 1mpre551on
durlng teaching and posttests that subjects in general
 forgot to use SOV nearly as much as they remembered it., It
should be p01nted out also that type-C responses for SOV

~ were unlike those of Plural and Anlmacy, in that failure to

| impose SOV word order on a sentence meant that the sentence
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remained SVO, or English woro order. There was in effect
“only a form for C reSponses,‘namely'SVO, in contrast to all
other.variables where C responses were null. 1n.the
vexperiment,vthere.nere only tw.0 variations used 1in
B responses: OSV, and S AUX O V. |

An analysis‘of B responses (see Table 3.9, below) shows
“that 88% were osv and 12% 1nvolvec a cleftlng cf AUX and V
in the second order mentloned at- the end of the last
paragraph As can be. seen in “able 3.4, subjects showed a
20% global score variaticn between act1v1tv levels in SOV,
the greatest of any variable. In fact if one looks at Table
3a5(Al, it can be seen that the largest variation, a drop of
.71, occured between Yy and 8 aCt1v1t1es This figure 1is.
exceptlonally high, and shows that in serlbus communlcatnon,

act1v1t1es SOV was nearly completely 1gnored with,

rate of only 17%, the lowest of any: varlable.
tendencies were observed in type B and C re sy

sub]ects. Flrstly, when subjects used a type-~

form thiy re51sted separating subject and verb in creatingk
hnew sentences. several subjects malntalned the OSV form
fthroughout the“experlment. This: flndlng prov1des more dat

on the-guestlon.of sub]eCtnverb vs. verb- obwect bondlng, and
suggests that 1n terms of L2 developmentf the tormer bonding
is stronger for Anglophone leerners. Secondly, the yonnger
subjects had the most d1ff1culty with a reorganlzatlon of |
major sententlal elements. Conversely, the older subjects
withln;thg ‘group had the least di fflculty “with this |

g
T

A
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TABLE 3 9 PROFILE OF B RESPONSES FOR SOV, EXPERIENTIAL‘
PAST, AND GENERATIONAL

A, SOV . ' r
1. OSV - .88

2. S AUX O V ‘ 12
B. EXPERIENTIAL |
1. Misplacement to beginning

‘or -end of sentence - . e

2. Confusion of forms , .13

3. Misplacement to location’s : '
~within sentence = .10

C. PAST

1. Loss of form after 6 mos. - .55

2. V problems (teaching week) .20 . -

3. Double pasts, N pasts’ .13 T

4., C problems (teach1ng week) .11 _

D. GENERATIONAL ‘

1, Confusion with Exper forms .45

2.  Reversal of 2 forms .35

3

. Wrong place - .20

variable;'The question of &ge differences and variable.

success will be addressed at a later point. An inspection of

%ygure 3.3, a graph of the average success in SOV reveals

wide variations,ﬁgartlcularly.resultlng from

communication-centered activities. Of interest in this

variablewis the low average score of 30% after a six-month

:rest from the langyage and the fast recovery time after only

one day - ,' ¢

' %

: Although this varlable had a relatlvely long period of
teachlng exposure, the global scores of 64% (1n1t1a1) and
9

58% (overall) show that it was one of the hardest for

sub}ects to learn, partlcularly when focus was on"the
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22
message. sov was 1gnored by subjects about £°7t txmes 1nv
ten. It was also the first varmable to . show sﬂgns of age'
- differences among subjects in terms of its 1earn1ng

patterns.

‘. EXPERIENTIAL" Semantic Intention No. 2 |

" As explalned in the second chapter, Exper1ent1al refers
to an exp11c1t marklng of all sentences in Morph to 1ndlcate
whether a part1cular phenomenon is, or has been experlenced
by the speaker by means of his senses. Th1s semantlc
v;ntentlon was encoded by means of an auxlllary Verb wﬁich
is . a fam111ar encodlng process for the subjects. The two:
forms used were sha [+exper1ent1al] and nop [ exper1ent1al]

The experlentlal concept was the. fourth varlable to be

1ntroduced Subjects came 1nto contact w1th 1t in the second'

hour of the thlrd day~ Thls varlable had the third highest

| number of obllgatory contexts (985) wh1ch represents 14% of N

.,the total Since all sentence types in Morph were. marked for
this var1able, suggrcts had more occas1ons for u51ng 1t than
ASOV Past and Generat1onal This varlable was not |
'51gn1f1cantly harder to 1earn in terms of ‘its global score.
than the other variables durlng the initial subset (see
‘Table 3.10). However, it. proved to be hardest of all . .
variables for sub)ects to malntaln across the whole

- six-month per1od As shown in the varlable results in Table-

13.3,'scores»1n Experrentlal wvere much better initdally (,67)

.y"\ kN e
teon
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.than overall (.46). Globa} scores across the whole samplxng
period were'significantly dszerent from all other vdriables
(Table 3.14); whereas, global scores during the initial
perxod wvere“not 51gn1f1cant, as prev1ously mentioned.
Similarly, A responses. in the overall period were
>51gn1f1cantly the lowest of any varlable (Table 3. 5) 'but
"were not 51gn1f1cantly dlfferent dur1ng the 1n1t1al subset

,(Table 3,11). During the overall perlod subject responses
,'for Exper1ent1al resembled most those of the prev1ous
varlable, SOvV. The overall pattern of responses, as'in the
case of - SOV was “one 1nn‘h1ch subjects supplied no response
approxlmately as many t1mes as they gave a correct response.
‘In the case -of Experleq@hal however,vtype -C responses were
. even greater than correct A responses, although this pattern
did not occur in. the 1n1t1al subset Type C responses were
'51gn1f1cantly dlfferent from 51m11ar responses for other
variables only across the six- -month perlod (p<.001).
Overall ' C responses were not different from those of
Experlentlal (Table 3.17). In the case.of the initial
subset, C response dlfferences in Exper1ent1al were not
51gn1f1cant | .

An analysxs of B responses (see Table 3.9) reveals‘some
'1nterest1ng facts about learner errors in this variable:, 87%‘
- of errors made in using Bxper1ent1a1 were errors in plac1ng
correctiy the two forms. Instead of placing the forms in the.

AUX position before the verb, subjects,who m{splaced‘them

\\j

either front—Shifted to the beglnnlng of the sentence, Or
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placed them 1n sentence- final pos1t10n in about equal
proport1ons. Incorrect placing to locat1ons within the
‘sentence accounted for only 10% of B responses. Subst1tut1on
of one form for the other represented only 13% of
B responees. |
A C response in Experiential was similar in nature to
the corresponding type in Animacy. Feilure to mark
Experiential did not create a'form which‘could'be
misinterpreted as being correct, as in the case of Plural,
Past, and Generationel. |
An inspection of eubjects' language performance over

different activities in Tables 3.4 and 3.5kshows that
performance with changing levels of monitoring and focus on
message declined rapidly by 15%, although less rapidly than
_SOV (-.20). As can be seen in Table 3. 5, the decline is more
or less steady, SO that subjects were only scorlng 32% on
the global score in &. act1v1t1es. Figure 3.4 shows
graphically'the abrupt decllnes which occurred for this
‘variable in commun1cat1on act1v1t1es, the almost complete
~loss of Experlentlal after/51x months;, and unlike the other
varlables, the lack of recovery in a floal written test
admlnlstered one’ day after the 1n1t1al six-month oral
'_posttest. Exper1ent1al was not well learned durlng the
teaching period, nor was }t‘remembered after s;x months of
relative unuse. o '. : - N

This variable was the hardest of all six for subjects

to learn over the six-month period. Yet, in the initial
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subset and concept-formation study, Experiential was easy to

learn and to form as a concept. Across the whole experiment,

- what seems to have been the most difficult aspect of

learnlng Experlentlal was not development of 1ts concept,
but remembering to épply the concept and its form, and if
remembered, how to place the two forms in an utterance. The
two forms were often treated by the subjects as pre- or
postsentential adverbs. The higb percentage of C responses
across six mbnths shows that subjects fofgct to mark
Experiential more than the other variables in @he excitement

of wishing to convey their ideés.'This type of forgetting,

based on expectations of what should relevantly be expressed’

in language, is not like that of other variables, as will be

shown later.

5. PAST INFIXING: Encoding Process/Form No. 3

Infixing with vowel réduplication (C+reduplicated
vowel), as previously discussed, 1s an unfamiliar'encoding
process £or the Anglophone subjects. This process. was used
to mark Past, a semantic intehtion which Engllsh speakers
normally expect to mark in the1r language.

Past. 1nf1x1ng was introduced in the first hour of the

fourth day. The obligatory contexts for Past were 6% of the

total. The uses of Past were more restrlcted than some of
the other varlables, since they depended on verbs, which

wvere much less frequent than nouns in the- MAL as well as
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the somewhat art1f1c1a1 use of past tense in communxcatlon
activities. In splte of a presentatlon and teachlng period
which were placed later 1n_the teaching week the global
score in past infixing was high at 83% (initial) and 77%
(overall) (see Table 3.3). It was the second best iearned’
variable initially and the third best learned across the
entire experimental period.

The Past infixing forms snored a high levél of A
responses in both sampling periods, but were'signrfiCantly
higher only in the initial fub§et. As can be seen'in Tables
3.12 and 3.16, B respnnsesmaere nrt different from those of
other variables. | “

B responses (sée Table 3.9) dispI;;:a a diffenent type
of error in the initial and posttest pnasqs. The largest

. . .
percentége of production error occurred in the‘final
posttests six months after teaching. After a ®elative
dormancy period of one-half a year, subjects were able to
remember only that some part of the verb was repeated. Thex
attempted forward reduplications such as snesneck instead of -
snemeck for the verb sneck, or backward reduplications such
as stofof instead of stomof for the verb stof occasionally
remembering the consonant m in ‘producing 1ncorrect forms
sGch as gatmat 1nstead of gamat for the verb gat. This type
of B response was a con51stent trend among subjeqts, and
‘ répresented 55% of error responses.
During the teaching peribd, 20% of wrong answers

_involved vowel problems (extra or misplaced vowels), 11%
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“
»

vere consonant problems (absence or misplacement of m). The
last type of B response ‘was a trend on the part of certaln
subjects to supply double. pasts on both AUx gnd VvV, or to
apply past only to the V, rather than to AUX, where 1t had
to be placéd.“i J’f;

Similarly to ?1ural, a é“response could be construed as
a correct recponse.a%nce it was also thé'presentltense.
Judging these respéﬁces relied{heavily on the context of
each ﬁtterance)»éhichnwas available thrcugh the recordings
and transcriptions. C responses were not significantlya
dlfferent from those of other varxables in ‘the 1n1t1al

subset (Table 3.13). Overall, C responses were 51gn1cantly

\.«-"k’

different from all other variables except G

(Table 1.17). When Past was not used in oral responses,/ 1t

was verv often because the adverb fleam 'yesterday' occupied

-~

initial position in a s ce, and seemed to be sufficient

to convey past notions ‘in languages such as Chinese. This
variable, like Piural, showég‘much poorér results for
comprehensioﬁﬂfﬁan for production.

There was ;éry little variation in Past as a result of
rcduced monitoring and increased focus on the message, aS
can be seen in Tables 3.4 and 3.5. Success in 6 acgivities
was only 11% -lower than in a activities, where emphasis was
on correct form. Subjects appeared to Se just\as able to use
the correct form of Past when required in communication as

in ‘'substitution drills. In fact, subjects had the most

success of all variables with Past in y and & activities



150

| T
Teaching Week And Posttest
veraged Over Subjects

3

T

Results Durin

s POI’LO d

SOR XIS LIVINOD 1S¥IJ|

S1iNS

o

o
w

.

40 -
30 -

T

P

71T 1
0.0 O
N “F

TEACHING PERIOD

POSTTESTS



151

(Table 3.5,B), but made a high'percentage of error in
structured activities (19% rate of B responses in «a
activities, as seen in Table 3.5,C). This is in marked
contrast with the avoidance behayiour shown in the use of
plural suffixes, and the very low degree of success for
Exper1entlal and SOV in 51m11ar circumstances. Part of the
reason for this comes from the fact that the rules for
creating‘paét infixing forms were easy to learn and to
remember during the teaching week, based on subjects'
ability to produce correct past forms. Like plurél fprms,
the past in Morph was used in the same conditions as in
English. |

An inspection of Figure 3.5, the graph of success
across time, shows the high level of success in this
Encoding Process. Of interest is the fact that after six

"

months, the subjects' ability to form Past had nearly

disappeared. However, after oné ~the old skills returned

to ,the same hlgh level as six months prev1ously -,

¥y

6. GENERATIONAL: Semantic Intention No. 3

_Generational_ié a semantic intention markingﬁthree
differences in generation (older-than-, younger-than-, and .
same-age-as-speaker) in forms of direct address. Encoding of
this variable was by means of a lexical item occupying the
same place as English sentence-final adverbsé The three

forms used to address interlocuters were teg. }+old] pat

[
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[+young]) as well as a zero form indicating that the speaker

and addressee were the same age..

Thisxvariable was“ the last of the six varlables
initial}yﬂpresented to subjects in the second hour of the
‘fourth'day (1v, 2} 1in the teachlng week. It represented only.

§’4%'of obligatory contexts; belng conflned to onlyﬁcommands
and questlons which’ had limited use ‘in the MAL 1t was,
‘however very heav1ly used in the 1ast two days of teachlng,

and espec1ally in b~ type activities such as' charades and

»

“puppets .

Although Generatlonal received the least amount ofvﬁé
”’contact time, sub]ects learned it fourth best of all |
varlables ‘both 1n1t1ally and ‘overall, as shown by its global
scores of 72 (Table 3.3). It should be noted that 51nce
Generat10na1 was located at .the ‘end of the teaching week,
“the init1a1_subset is also the overall result. The profile B
of subjeCt responses for Generational across all three
‘response types 1nd1cates average responses and no “ ' /
Qgignlflcant,dlfferences, except for C responses: across the
entire samoling beriod, which were significantly’ dlffe%Znt
from those-of other varlables except pPast (see Table 3»17).

As in the case of Plural the results across dlfferent
activities are incomplete, but for different reasons. There’
are no results for Y act1v1t1es (sentence creation with no;
’cu1ng) in the case of Generatlonal This is begause theﬁi

experlmenter was anxious to f1n15h 6 act1v1t1es oefore'the

end of the_week, after whlch ‘the subjects would no longer be
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,avallable for teaching. Consequently, the third level of
cuing work for Generat1onal was replaced by extra

opportunltles for its use in 6 act1v1t1es

. seen from Table 348, the average drop in success

‘ ‘ . the’ three act1v1t1es completed was 16% .. :the second

hlghest after SOV. The figures from Table 3.5 show that the

:hIArgest reductldh in the success ratio occurred between a
and B activities (a drop of 37%) . Thls drop took place in

’splte of,the second hlghest expendlture of time for prlmary

;language act1v1t1es (Table 3.1). Another ﬁactor)wblch_couldv
have played a role in this reduction in success is the
general compre551on of tlme dnd excitement caused by
end-of- week act1v1t1es B ‘ , f

An analy51s of B responses (see/Table 3.9)'shows that

the predomlnant type of error, atcou%ting for éO%'ofﬂ
responses, was error in the form produced to convey
Generatlonal Subjects espec1ally hFd problems in Confu51ng
the - Generatxonal forms Wlth sha and nop, the two
Experiential forms.. Confusions of tnls type occurred in 45% .

- of B responses. A reversal uf_the/two forms for Generatlonal
) °

occurred 35% of the time. The red&ining 20% of B responses

~

.

were errors of place S | D

fl C Responses agaln posed a unlque problem, in‘that‘a
nonresponse was also potentlally a right, response. Slnce-:
absence of pat and teg could also be 1nterpreted as an

1ntentlon to mark generatlonal equalltv ,thls requlred a

. greal deal of care on the part of the experlmeﬂtEY to verlfy

e
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‘ seemed. tc-account for reduced success.

Ty, A

that subjects were not’merely forgetting to add thé "
Generational marker. The average increase in C responses as

a result of decreased monitoring and increased focus on the

"

' message was 15%, 3% above the average. i‘__-@l B

An inspection of the graphlc representatlon of suecess
in this varlable in Figure 3, 6 shows an abrupt decl1ne gn

success in & act1v1t1es, an exten51ve decay OVer 51x months,

o

and a relatlvely good recovery rate in the wrltten test. dbne

one day after the six-month oral test. An 1nterest1ng e

n

feature of success in this variable is theé sex difference

o

_ noticeable between males Ahd={emales'€o be discussed later

in individual sub]ect dlfferences. The two males in the
expeflment scored the lowest of all nlne sub)ects in this
vaflable, whereas females of al‘ ages dld qu1te well in
Geﬁeratlonal fﬁ:s dx‘ference is suggestlve of another set !
of cultural dlfferences, thls t ime opera;&ve between male
and'femelellanguage learners.

| - As a concept to be formed in the Concept*fotmation

st udy Generatlonal was easier than An1macy This. p051t1on

was not maintained’ in ‘the - flnal results of the main

experiment. The reasohs\why subjects were less successfel(*.'

with Generatzpnal‘enan wlth Anlmacy in Morph are less clear

than for‘Expefiéntlal. where memory and syntactic placement

-
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each variable descrlbed more fully in the precedlng pages.
The most 1mportant parameté@s‘usea for %dgdﬁ?the success
Bt

which subjects. exper1enced 1n%&earn1ng a given variable are

AL -
T

shown in the first four columns cbntaining numbers next to
the variable names in Table 3.18. These columns show ‘
respectlvely the ranklngs of the six variables 1in global
scores, and the three types of subject response rn each &,
obligatory context. Ranklngs for B and C responses are shown
inverse;y,'in that "1" in these columns shows the lowest
percentaée of attempted incorrect responses (3 responses) as
well as thefloﬁest amount of nonresponses (C responses). In
columns 2 to 5 (global score results, A, B, and C |
responses), the first flgure shows ‘results in the lﬁltlal
subset. The second flgure, coming after a slasn 1s that gf .
the overall six-month perlod For example, colmmn 2 ( Global
Resglts") indicates that subjects were ranked thlrd 3 )

the initial subset, but second ("2")'overall.inuPluralZ' ';ﬂ

Where a figure is common to both samples, it is shown only. "
. : X : ki T

once rather than twice, separated by a slash. R T
il , ot :

The rankings of five additional parameters have beem

added in this table for the purpose of providing an’ extra‘¥f¢
dimension to the 1nterpretatlon of the flnal results. These
parameters are: .

1. Global scores in & (communication) activities (column ¥

5);
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LI

2. ﬁ‘ﬁpction in overall globai scores across the four
classroom activities, also ranked in inverse order
"(column 6); ‘ :
3. Perceived order of ease by subjects of the variables in
a" posttest interview (column 7); | s
"4, Average results across all agtivities'in an oral test
~given six months after the tgaching period (column 8);
5. Recovery rate in the vari;bles as shown in a written
test administered one day after the six-month oral test

(column A). ’

Animacy was the best learned of the'six variabies, and
showed the highest percentage of correct A responses, the
second lowest amount of attempted incorrect B responses
initially, as well as the lowest overall level of B

)

responses. C responses were the {owest and second lowest
percentages initially and overall?'It was judge@lto be the
easiest variable to learn by the subjects, and was retained
the best of any variable in two tests after a six-month
absence frem active sustaineg use;'Aithough this variable:
was clearly the easiest,ggﬁlearn, there are two afeas where
other,variables~ﬁere easier. When iavolved in meaningful
communication activities, aubjects were less able to use
'Animacy successfully than Past and Generational. Subjeats g&
also experienced a greater average decrease in success
across activity types than for Plural and Past. The most

common error in u51ng Animacy wa§@5 use of the [+an1mate]

;form for the [-animate] form (.57 of B responses were of

3

Lo
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. . ) !
this sort). In sentence positions other than the subject,

"Animacy tended to have a high level of C response (.30), and
" pronouns were seldom ever marked (./51).
. o . . - -~ .1,. ‘ .
Plural was learned 1nitially third best of the six

varlables, and second best overall Sub]ects prOV1ded less

a

'than average amounts of correct responses Afifth ﬁlace
1n1t1ally and fourth place overatl), the hlghest amoun* of
attempted 1n§orrect responses, and the second lowest and

‘lowest pergentagawpfyunattempted responses in the initial

&,

" and overalldpampt s,ag%bjects CODSldeted thxs varlable to be

L M

the hardest of the Six to learn It was retalnec second best
after six months. Of the five plural forms the Engllsﬁ like

plural sufflxes were 1earned best, and the #57 piural sufflx

. s

was usec the ‘most frequently of all varlants in B responses

.48). Subjects av01ded the use of Morph plural sufflxes in-

6 act1v1t1es. Plural had the least reduction in success as @&

N /;result of decneésed'ﬁohiior1ng, although an av01dance

» stf@legy in comounlcatlon activities may have renderedlthls
' advantage somewnat suspect The subjects in the experlm:

v

gave the highest percentage'of C reSponse.for Plural in.

»
L

comprehen51on exerc1ses. : o .

A Past was learned second&best 1n;tfally and thqu best
overall. It shOwed the second h1ghest fiqures for correct A

respOnses, thlrd and fourth hlghest for B responses .
1 r

1n1t1a11y and overall respectlvely, a%d thlrd hlghest ﬁor c -

- N 3

responses. Thls varlable vas judged by subjects to be the

) q‘é{ﬂq.. -,

Y

-second ea51est to leﬁrq&gfter‘A@;macy Although Past was a.

N N . . . 5 4 P M" “ X
. T ' . s e . "4 . 4
s . . - . e ‘o 1. Py, A - Y
. ? L
. . ° P .
4 s e b N L R t A
. L3 X I ! . o
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Cam ] o . L
"miéd" variable zn/terms of srandifig. in the fi1nai rankings,

LT e N :‘A . R - LU
.. was the variable that subiects retained vhe .east we..

after a six-mofc} period of relative dormancy. However, tne
day after the six-month cral test, subjects appeared to

-

redis;over‘rhe‘ru;es for past infixing, Ir the las:t written
test; Pastirecovered to,secobd positioh among the Six
variables:‘PaStvwés thé'most succsssfully csed cf all
varzables‘in 3 actiViries],shE SUccess,iﬁ his varlable'was

thtle a‘fected by a reduCc .on i :eacher cuing and srucent

monﬁtorlng. The mOSt\ngmeﬁferror in using Past was to© app y//

- .

reduplication in an incorrect fashion.

_ The oenerarlona- confepr was learned fourth best in

{

both sampling perlods by rhe learners of Moror Correct_use,

& of Generatvonal (A responses) was fourt h h-gnes* amonig the

~

variables init 1a’ry, and thi rd hi ghesr cverall. hoth -

‘periods, B rggponses were in fifth place and C responses

N
.

ranked in fourth dlace. This variabie was judged to be the

thizd ea51est to léarn by ‘the subjects. After six.months,

0 5
@

Generational:occupled’the samé fourth place that 1t occupred
at the endfofzthé,teach;ﬁg period. Howevsr,'it recooersd.to /
thlrd place in the written test on *he followlng day

Siibjects scored second best in communication acz1v1t1es in
Générational, but experlenced a large drop in: soccess across
aétibLty f?ﬁzs. Only SOV showed a larger decrease in this
area. The most oommon efrror in the use of Generatlonal was a

_confu51on wlth the two forms used for Experlentlal ( 45) agﬁa

a reverggl of the -two Generatlonal forms ( 35). , .

Cwy

»

A
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in 6‘aCtivit§es, and 1t was viewed to be _the fifth hardeu

169
. o ! . ‘ , ’ .
SOV is ranked at sixth and final place initially ahd at

wl

£9¢th p.ace overall. It exhibited a very d:ifferent learning’

» "v" ® . : N ~ 2 A' ‘,} - ' .
pattewr initially and overall. Subjectg showed the third
highest level cf correct A responses iritialiy, but this

level dropped to fifth place over the entire experiment. C

responses were very high- tKHroughout the expérimental period

‘at sixth place initially, and fifth place overall. It is not

v

obvious why subjects would have made so'few incorrect
v . ’

-~

attempted responses: in any event, SOV ranks first and
second initially and overall in‘rqlé category. Thls varlable

is'once;agéin fifeh in terms of syccessful use by subjectsw_

N
e

4.;[ .

varlable té learn bv the subjects One 1nterest1ng result o

the tesrlng/o‘ varlables after six months was that thlS

' variable was better learned'under‘the effects of the passage

4

L

of time than the other variables. This was the only variable,

to show an improvement in results after a léyoVer of

one half a year. ﬁThe most common error in u51ng SOV - was a’

front- shlftxng of O into’ OSJ(constructlons (.88).

e

One_ of the hardest variables-ﬁOr subjects to learn inl
the experiment‘wés.Experiential (fifth. hardest initially,

and hardest overall) Inﬁtlally correct responses placed’
T .

-

Ghls varlable 1n fourth place, but overall, subjects Had the_

@ -

least .success of all varlables 1n prov1d1né correct
)

responses., Their answers'put Experlentlal 1n fifth place

“1n1t1ally and 51xth place in contexts whefe the variable was

.

requ1r? but not supplled Subjects made’é’\’the fourth hlghest

£

'f«".
[y TN
RHEF S



percentage of errors (B tesponses)einlt{alry, and the chird :
ghesr ‘overall in :hewexperiment In communication |

act1v1t1es, Experlentlal was the fourth hardest varxable to

use correctly, and 1t showed thevfourth highest reduct1on in

success agross activity types ‘After a 51x-month 1nterval

subjects found this Varlable to be fifth hardest, and after

‘one day, it had become-the varxaol - in wh;ch they were the -

A

least shcceszgv, Aithougn learner success was lowest in
Experiential, the subjects ranked it as the fourth hardest
‘Ea;to learn. The most common error in this variable was

ihcotrect placeﬁent'of'che‘forms in a Morph sentence (.87).

) 4

In compar¢ng the resu ts between the initial and

overall samples a number of differencés become obv1ous from
& [

the data (Table 3,§ In genera;,,varlables were as well, or
4

3

&)

. ﬁ* bet*er learned in the 1n1t1al subset ‘than in che overall
) S, s

results%”Sub]ects ‘ledrned Plurdal wz&h tneqsame ceg yof ¥

' ” . W

success'f%ltlaﬂﬁy as JVérall ﬂ@k ‘gn every "other case
W

(with t'e exceptlon of Generat1onal wh1ch can not £1gure

/,,,.,‘
/ -
s

ly . success was NOt malntalned over 51x months, in fac&%

ngéie of the experlment Mere abOut one- thlrd less'
" ’ “ ~\\,”€'

uccessful overall than in the 1n1t1al subset.

As well' two sets of varlables showed 1nstab111{y in

o

the two sampllng perlods. Plural and Past, the second and

» = L

thlpd varlables, as°well as SOV and Experlentlal the fifth .

‘. & 5 Ak
! - S :
R -
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TABLE 3. 19 SIGNIFICANT D!?F!RINCIS BETVIEN L!ARHING OF
VARIABLES IN INITIAL AND OVERALL SAMPLES

L4

1. GLOBAL

2. A RESPONSES

[

3. B RESPONSES

171

) INITIAL OVERALL
Animacy(high) An1macy(h1gh)
Past(high) SOVilow):
gkg ‘ ) Exper1ent1al(low)
Animacy(high) An1macy(h1gh)
past (high) ' Exper1entlal(lou)

Plural(high) Plural(high)‘
Past (low) Past (low)
Animacy({low) o

* ,SOV(low)
\
Animacy(low) Anxmacy(low)
Plural{low) ‘Plural(low)
sov(high) ' ,~SOV (high)
. . o ;per1gpt1al(h1gh)
S PAST(loﬁﬁ .

3

oo

and‘sfxth variables

success patterns ac

rMhlch was second be

(Table 3.18), Showed,varlabilit in_t
v in g,

v

ross time. Past, the Encodxng Process .

st learned Jnltlally, moves to third

'place in long-term malntenance Conversely, Plural the

&

second best malntalned overall.

Encoding Process which was thlrd best learned 1n1txally, is.

A s1m11ar 1nstab111g!’!etween flfth and flnal place in

terms of learnlng success is found fob\§ov and Experlentxal

!

¥)

Exper1ent1al the Semanﬁ}c Intention wh1ch was learn@d f1fth

best. 1n1t1ally, moves to flnal p051tlon overall SOW{ in

final p051t10n 1n1t

-

1ally, becomes fifth overall.

A
The most striking aspect of thlS comparison, as ‘shown

i

S

in the T tests (Tables 3. 10 to 3. 17) is the early (relatlve)

P

success in the learnlng of Experlentlgl whereas thls '

»

‘varlable,ioverall

@

4 =

1s the worst learngd Otherilmportant

* .
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fsxgnxflcant dxfferences between ‘the two sampllng periods are

the h1gh 1n1t1a1 level of global and A responses for Past,
the low overall global level for SOV the lnltlal {ow ‘levels
of B responSés for Animacy, and SOV and flnally, the»dow
levels of C responses for Past and Experlentlal overall.
Theése points are su_amarxzed in Table 3.19.

A number of 1nterest;nng1nd1ngs emeaged in addrtron to

"

the scores and percentages proggdzng the results for ‘the
TN %

«S‘V

var1ables. These are 1lsted beiow, and?WHTl ﬁe dtScussed 1n

'

more detall at a later 901nt A':*wj "“j ,[ ﬁ@ @mr‘

1. The sa11ency of [+an1mate] forms 1n B r%spdhses for'f;;n

©
?

Animacy;
2. The 1mportance of practice for success 1n Plural and the
i eiistence of an av01dance strategy in communlcatlon,
3. .Thefﬁnebility of?subjects to retain the rule and the.
a‘bi"%".to form Past over time; | |
4. %Sex‘differences among the subject resuylts for.’
Generatlonal 3 ’ | / éiv' .

5. The effects Qf time and age 1n ‘learning SOV

6. -The roﬁg of cultural, expectatl & “ muure to learn‘

Experientlal : o °

"ﬁl

7. The dlfference in subjects"' pehav our 1n *the.

concept format1on stqdy from thexr use of the same,

<. "‘ :;‘
concepts embedded in language iaggmparlson of, Anlmacy
and Generatlonal bWhICh used the same concept formatlon
task shows that Anlmacy, whlch was by far the harder of

w@,concepts to form, turned out to be the best learned

« . - ’ e ',."_,_,
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'variable in the main experiment. Generational was an
@asier concept to‘form, but h;rder to use when‘embedded
in language. Experiential, which was an easy concept to
hform due to the simple and obvious presentatxon 1n the
~ ygohcept fofmat1on task was f0und extremely ‘difficult’

che main experiment. The followzng chapter will look at

some of the posslble reasons for these d1fferences

E. Ind1v1dual Sub)ect Results
 The nine Subjects in the experxment were motivated,

brrght and. outgoing pre adolescents and adolescents, who o

3 ®

were known personally by the exper1menter. All subg@%‘% o

oA T g ® L B

M?orked hard 0 please him, and from Py motlvatxonal po1nt of

g,a ¥

view, they were untypxcal of a group of 1nd1v1duals selected

randomly for.an exper1ment.\The very hlgh levels or e?o -;‘g;
involvement throughout the experimenf may have served;to | _s
reduce the extremes in individual variation that might gra E‘,
: - R 4
‘otherwise be found in a grouprof subjecbg. : “f g;ﬁi_

In the overall group of nine sub)ects of which. the fé“,*ﬂ:
X :

average age was 11 years, 11 months: there were four ) g
d15t1nct e levels across 8. 6 1/2 year age span. The four ‘

levels, each separated by two years, parallelled the school

-~

experlence of each age” gropp.

1. The nine-year-old group (Elemehrary School):'one d
subjectq CH, the'youngest learner of the group;

2. The 11- year old group (early Junior High School) four

subjects, MA L, J)s and’ ST Ages in th1s group ranged
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from 10 years old fOf the\youngest,uto 12 years, 4
months for the oldest; .‘
;3. The 13-year-old group (late Junior ngh school): three
subjects; v, R, and SH. Ages 1in this group rangedlfrom
12 years, 8 months to 13 yearpg!
4. ‘The 15-year- -old group (Senroei;lgh School): one subject,
MU, who was 15 1/2 Years old. J. - N quh"‘ '
This group of subjects is 1nteresting from én.aée.point
of view, in that there Wwere nearly as many preadolescent as
~adolescent L2 learners. There were, unf%@tenetely, hbty
-en0ugh males te support statxstlcally any generalxiatlons

about sex dxst1nct10ns, although suchﬁalstlnctlons were
i e

present in th15 partlcular group AS m1ght be expected —ghe

1nd1v1dua1 subjecxs within ah age*ievel shd“ed many

differences throughout the exper1ment.$There were,

nevértheless, a certain number of commonalltles WIthln séme'ff¢§ﬁ

.n

groups. These will be mentioned at the end of the SeCthﬂ

Individual results gmre presented‘below in Tables 3.20{

3.21, 3.22, 3.23,4:\(3 in the tables.of Appendix I."I‘he .

;6vefall final glo 1 scores by variable for each subject :R

, ofdefed"fsom youngest to oléeét appear in Table 3.20, and
again in Table 3-21. Table 3.21, however, shows the
individual dlfferences from ‘the group mean 1in each variable.
In this table, dlfferences of +.10 to .19 are ‘indicated by

‘a 51ngle aster1sk dlfferences of % 20 to 1.3; with‘two

asterisks. DifferenceS of 0 O to +.09 are ‘not spec1a11y

**Erked in the table. Table 3.23 -sets out the 1nd1b1dual



results for each of the primary subjects in the
concept-formatiOn study reported earlier, and compares them
vith averages of both the primary group and the larger group
of 26 subjects in the concept-formation study. Tables I.8 to
I.11 in Appendix I compare subjeCts across the six
variables, and indicate that throughout the experimbnt
subject behaviour was congruent on the experimental tasks.
There ;ere no significant dxfterences between subject

pet formances in any of the response categor1es (global
.scores, A, B, or C responses).

Table 3,22, where sub%ects.erelalso ordered by age,‘is

a ‘summary of the global results of the varlous | y e

language-related factors mentloned in the CZ- literature as.
ha

1ng predxctlve powers. Although these factd&s have been
brlefly discussed in Chapter 2 (Section D), a few words of

explanatlon w1ll be helpful in 1nterpret1ng .some. of ‘the

58,

contents, of ‘the table : iy _u“

1. PLAB%(mesleur Language Aptltude Battery) stanlne scores

”

in*column 4 : . '
, » -

This is a normallzed standard score expresséd as a

nine- polnt scale Each stanlne is an equally spaced unit

used to express a student s-standing in comparlson with

-

other stud nts in the same school rade populatxon To

interpret the;e stanines, lesleur proposes a three- part

v}‘ broad c13551f1catlon of bel:/faverage performance'
(stanines 1, 2, and 3), average performance (stanlnes 4,

"5, and 6), and above-average to superior perfozmance

v , . '
, \\
Ny

e



Sy

(stanines 7, 8, and 9).

Subtest 3 of PLAB (Vocabulary) in colnmn 5:

This sﬁ%test comprised 24 items testing word knowledge
in English. Subjects were given a word such as
chastised, and esked to indicate‘its "meaning" from four
possiblities: (a) coaxed, (b)*chosen, (c) chivalrous,
and (d) punished. In this subtest and the following one,

the‘higher tne figqure shown, the greatef a subject's L2

aptitude 1is eJ!Ected to be.

- Subtest 4 of PLAB (Language Analysis) in column 6:

Subjects were given 1in writing a few sentences in a
"foreign" language, and then asked to create new

utterances in this language This could only be done i f

'ects understood the principal of SOV word order, and
oo fIXIHg which marked DO and NEG attachment to verbs.

EFT (Embedded Flgufes.mest) in coLumn 11
This is a‘measuré>of- @hemmelat1Ve ‘field dependence or

independence of an L2 leﬁfnerj as-gauged by the

“

subject's ability to discrimina‘e a simple geometric
flgure embedded in a complex shape.“The subject's score

is the average tlme in seconds taken to discern a serles

” .

of hldden shapes in 24 patterns The target 51mple

flgure is not in view when subjects are asked to flnd ‘1t

»

when embedded in other shapes.* The fiat%es shown in this

0,

column are normalized for age—emd sex. Plys figures show

the degree of field independence, minﬁs figures ére

indicdtive of field dependence.
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. Hidden Figures Test CF-1 and CF-2, colUmps \2 aﬁd”13:

. .e-'nl
These ‘two tests are similar to the precedxng EFT

u‘

‘CF-1, one of five sxmple geometric shapes must*be found

in a complex figure. The main dlfference between EFT and
CF+1 is that all fiwe)shapes, constantly ava1lable for .

subject reference, caqybe candidates.ior the target

shape embedded in the complex form, In‘CF~2, there ls

one simple flgure, constaptly present before the
subject. The sub]ect has to lndlcate only whether the
simple figure is present or not in the complex one. He

ot

is not asked to show the sxmple figure to the examlner”

The memory difference between EFT and the two H;dden

gigures tests may explain-the different results;JSincé

. & .
norm tables are not avallable for this factcr, the
: e
results are given in raw scores. The~score for CF-1 is

the total number of shapes dxscernedmby a subject in 24
m1nutes. The sqore for CF 2°is the total number of '
flgures in whlch the sxngle target shape was 1dent1f1ed
as present or absent in different complex shapes during
s8x minutes.

Integrative mot ivation and French language-class

; Anxlety, columns 14 and 15: W ’ . e

- These two factors were tested in. the Gllksman et al.

QUestlonnalre. All 1ggms in the qdestlonnalrg allowed

.o,
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N '; - . % . .
"studying French can be important for me because it will
allow me to meet and convefse with more and varied.

peoble“.#

St

Five items test| Wnch*class‘anx;spy.‘This example

jonnaire exemplifies 'the nature of

[

taken from rh‘r

these  items: g
. ,

o

bl

"It embarra% me- to volunteer answers in our French.

class".

In the case of Anxiefy,'a negative number indicates a
lack of anxiety, whereas for Integrative motivation, a

negative number demonstrates a non-integrative point of

-

view in éésubject relative to French.
In the following sectioqf the pérformance ;f)each
subject in the six’variaﬁies willAbé summariied relative to
the learner attributes that appéQr in Table 3.22,'énd the
results from the concgpt—formatioh sgudy in Table 3.23y A
brief secfﬁon looking at the individuhl within each ‘age
§gb§roup‘ﬁiil follow_tpis. Subjecﬁs.will be described from
youngest to oldest, the ordering used in Tables 3.20 thfough

3.23%

s

k

1 Nine:year-qid group:

3 ot
v{‘:, "’fti"'\ .

~"  CH,+the youngést subject in the' experimeqt Wag. thery -

only member in this .group. She liked readingAat-ﬁdmé, ¢

it



TABLE 3.20 INDIVIDUAL RESULTS FOR SUBJECTS IN THE SIX
oy

" VARIABLES (OVERALL GLOBAL SCORES).

SUBJEQiJXNIM' 'PLUR SOV EXPER  PAST léENER AVER
ch 7 89 .78 22 .36 .87 .67 .63
L .86 .73 C .63 .43 .70 .65 67"
MA '.90 .85 .59 52" .74 .81 .74
J .88 .71 81 .45 .78 v69 .72
ST .92 .79 .53 .46 .74 .53 .66
sH .91 .80 77 .50 84 .85 .78

R 82 .70° .48 .28 17 .82 .65
v .89 .82 .43 (iif’,..ss 8 .63
MU 92 .8 .88  Neg s .93 .63 .80
AVER .89% .78 - .57 46 .77 .72 .70
v ) g

TABLE 3.21 INDIVIDUAL VARIATIONS FROM OVERALL QLOBAL SCORE

AVERAGES ACROSS VARIABLES

SUBJECT ANIM  PLUR ~ SOV
CH 0.0 0.0 - .37%x
L —;o; -,05 +.04
MA +.01 - +.07 0.0
J -.01 207 7 +.22%x
st +.03 Y -.06
s, +.02 +,02 . +.18%
‘R -.07 ~fb8 -T11x
v 0.0 108 ~ . 16%
MU +.03  +.03 +,29%%
a

oy

I

i

EXPER PAST
~.10%  +.10%
-.03 -.07.
+.06 =.03
-.01 ‘+.01
.0 -.03
+.04 +.07
-.18% 0.0
+.06 -1k
+.14*,"+.7%3

GENER

+

7+

+

.05

/ N ,."
i b
%/

ox -
. !
/

,

!

K
.03 .

,/
A9%
S13N
: ]
.10%

.10%"
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“ TABLE 3. 23 COKPARISON OF R!SULTS FOR INDIV!DU

:SUBJECTS WITH AVﬁRAGE PRINARY GROUP 'AND_ TOTAL GROUP RESULTS

~ ; ﬁg,~‘« IN CONCEPT roﬁua?xontsrunv

T N\

| TARGET CONCEPT GROURS <. ‘
SUBJECT _E+AN1M1 [-ANIM] GEN=OLD GEN=¥NG 1+ExP] [-EXP]

cH - ( N 6 | ‘f- 7 |
Lo e . i 6 -
MA R T B e
a2 bW . -
st . 7 SRR T 10 °

Sﬁ - . 66 - i B S-S

| : . . / . !\H- .
‘ i ,'/ o, Fac g Y. - PR
. . . . X ) “(, - ' » . \ |
| ALAVER. | 5 EERE T W
“, - | ’,v ‘ ¢ /‘,/

| PRIM. | . |
. suBJ..  33.17 62.67  10.%0  2:25  7.33  .6.00
. B.AVER - - . | S
\ ER LT e
f\ TOTAL " SR I
|POPUL.  21.85 71.77 9.38 . 2.31 P47 . 4.23
b- . -11.35 49.10  -1.02  +0.06  -3.16  ~1.77

SDIFF.  -0i52 +0.13  -0.11  +0.03 =-0.76 . -0.42
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and carrxed over her.preferenee for the vxsual mode 1nto N\

A

'Haes u3ed for learn1ng the' MAL CH transcrxbed
;nearly everythxng p0551b1e 1nto written form dur1hg the f
: teach1ng week. She reported uszng her cop1ous ‘notes as a
‘f,_way of rememb 1ng and studylng for the next day. As..can
be seen in Table 3 22, CH had normal language aptltude |
as measured by the PLAB, and the h1ghest score above the
norm of all subjects in EFT ~although’ her scores in CF 1-
and CF-2 were not espec1ally hlgh CH s school grade -
average wvas high (77%), and she excelled 1n English
HEF(BOX) and Math and Science (not reported in Table 3 22,
'but'also~1n the 80% range) She was part1cularly -
1hterested 1n computers. Classroom French was CH' s
weakest subJect, ‘and the unpleasant‘experlences”wh1ch a
'“Avwshe related'to«the experimenter'about her Frenchiteacher-
‘explaln perhaps her low 1ntegrat1ve mot1vat1on in French
. (-1.25) and French clasSroom anx1ety (+ 20)
| As shown 1h the final overall group rank1ng (column _
‘2; Table13.22) CH ranked last among the nine sub]ect in “‘
~ the ;xperiment w1th a f1nal score of 63% 7% below the |
group average. Her scores in Ah1macy, Plural, and
Generational were close to the group average. Her
\\\performance ¥n Past was 10% above average. In the case
of SOV%\houever:\she was ;;% below the norm, and 10%
) below for Exper1ent1al (Table 3. 21) CH neVer used'sov
in’ unmonztored y or 8 act1v1t1es, and in fact used it

A __only when her attent1on was selectlvely focussed as in.

-



P Ty,

.H1nd1ba, uh1ch mxght explaln her above average 5ﬁff”

- 183

r

E cued a and ﬂ exercxses. W1th Generatlonal CH scored

qply 22% 1n 8 act1v1t1es. At the tzme of the experxment,
'CH was 1nterested 1n learnxng H1nd1ba, a secret languagej
\used . by the other chlldren 1n the area.‘She was avare
somethlng in Past had vague S1m11ar1t1es wzth .

(

' performance in th1s varxable.r_ o | » ‘
. In terms of formxng the three semantxa concepts in
the concept format1on study (Table 3 23), CH scored
‘close to the average for'the Generat1onal-old and
'*Exper1ent1a1 target groups. She d1d howe@er, requzre
54% moﬂe\trxals than the other pr1mary subjects to form
the +An1macy concept This poor performance in formxng
‘this concept ‘did not appear ‘to- affect negataveiy CH s 'A’}
~overall performance in- the varlable, sxnce her f1nal et
score was only 2% less than the average subject score.
(Table 3. 21). ( | |
In the exper1ment CH had extreme problems thh the
yntactzc placement of Generatlonal and. Experlent1al as ;f
‘well as with the d1splacement of major syntact1c"'° '
Jsccurred vith SOV. Subtest ¢ of PLAB,

PR

which posed a siu@lar problem in the use of SOV vas

components whlch

H‘s inability to place correctly

new forms in an L2 tﬁihubtest 4, CH made the same low S
score as the second youngest subject in the exper1ment.
In Exper1ent1a1 in which CH was the second lovest |

:vscorer, her problem was not in fa111ng to understand1ng
.’ \
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A . ! ’ } . i

. “the. concept. It"vas rather in correctly placing the tvo

A"the MAL, w1th a final score of
~vvar1ab1es, she was average in Anxmacy

" score in Subtest,4 of PLAB ‘was not pred1ct ve of poor _

forms. These reaults suggest that CH had mpre problems . -

w1th these two var1ab1es because of a less develdped
metalznguxstzc awareness of language than was “the case
*tor most - of the older subjects, although thxs mxght be
questioned because of the dxfficulty vh1ch all subjacbs
encountered w1th Bxperrentlyl. :e:;'”" ‘{ya’u . ii”[f

\

11-year—old groug

~ There vere fdhr subjects 1n ‘this group; L ‘the ﬁf‘ﬂ_

Wyoungest at ten years"“ﬁﬁ at 10 6 J at 10,8; and

"fxnally ST at 12 ‘4. L was a sister. of“the youngest

"subject, CH ~descr1bed earlger. Like CH, L vas an avid
jreader, s1nce both came fron a- famxly vh1ch stressed

this skill. L also preferred to wr1te as much as’

-

p0551b1e, probably for ‘memory purposes._L had normal

aptxtude for Lz_learnzng (stan:ne 5), a. tendency touar'

f1e1dk1ndependence,;average school grades (65%), and |
. good grader in*schooi'French in spite'of some anxiety

vcaused by her past French language

3

L was the seventh best lea

n he six

.| SOV (a low

»performance in’ spv in: this case), an

'_Past (-.07). L's performance in Plural (- 05) and

Generational (-.OT)Vnas slightly -below the group

- . 5 . S .
. . N B rs

her of the var1ables 1n

semiewhat low in

-
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. ]average.. mvy;'7{‘;g7f"7\“ Lo e e

o An analysxs of L' s overall performance 1n | _WHL

) ‘oeGenerational revealed aome 1ntereating facts‘ L aid .

”‘relatzvely vell n1th Generatzonal durxng tostxng week

‘(75%) bﬁt lost the concept almost 1mmediately atter
1xfteaoh1nq had ended.‘51x months arter the teachxng :

“period it was as though she had never hllrd of thls

*}fconcept Vzrtually the same thxng oCcurred vxrh

\ e

wgzxper1entmai alrhough some of tbe other subjects also p'"
'flost th;s latter concept after s1x;months. In the case
»’of Plural L's bgaow average performance came from a:
elack of- practxce of the\var1ous forms. The experxmenter
4‘learned th1s frohba pbsttest xnterv1ew with L at the
conclusaon of the experxment. AR
- An 1nspect1on of the results of the’
ﬂconcept formation results for L (Table 3. 23) show that»

"'she had" consxd_'able d1ff1culty in forming -An1mate,

| although she ha 'no problems with Generatxonalnyoung and

'~e -Exper1ent1al ‘L requxred 66% more tr1als than the

Q‘\average score of the other prxmary subjects for Anxmacy,

‘ although th1s poorer performance 1n the concept d1d not

affect her ab111ty to learn the concept when it was
, E
w,‘embedded 1n a language Her flnal score 1n Anxmacyeuas

G

}only 2% 1ess than the average. As prev1ously mentxoned
~,L experienced her greatest d;ffxcultxes in Morph 1n

rememberzng over a period of tfhe concepts whxch had

‘”.'valseady been formed :/d developed through language use.~~‘.

*
- .



MA wss the nett youngesﬁ Lﬂ thxs group._hlso a
serious reader, MA vas much less dependcnt on writing
‘than the two precedxng subjects MA an best be

described as a competxtive lchxever ‘who worked hard

durffg;and after class in order tor perfect “her knowledgef:
in the HAL Her grades in school vere h;gh (75%), and ¢
t»she excelded ‘in _school Prencb (90%), whxch perhaps 'Hgﬁ ;;
',explsxns her very h1gh 1ntegrative motxvat:qgal score\of |
:+3 0. MA»scored the highest of all‘subjects in the PLAB,-;
'ana the hxghest in Subtest b of PLAB en indxcatxon of
her superxor sbxlxty in analyz1ng language.' | '
Th»s subject ranked thzrd hxghest smong the
sub)ects 1n terms of oversll performance.rShe vas
',average or above averege on arﬁ varlahles.iln the s1x
varzables MA dxd bestxon Generatxonal ané Plural- in-
fact she scored the hxghest of all subjects in thxs
”latter var1able. The reason for thxs vas not d1££1cult E
to find,. s1nce MA could be seen- each day‘after the ;
teach1ng perxod practxgﬁng her/plurals forms.' .
' g As can be seen 1n Table 3 23 shov1ng the results
for thxs subject 1n the concept formatlon study, MA was
able to ﬁorm the -Anxmat5 concept in 75% less tr1als
thsn the averageﬁﬁﬁhber of/tr1als for the other prxmary ;3“
sub]ects. Results. for the other two target groups vere
near the ;orm, however 'MA 's performance 1n formxng the

—Anlmate target group suggests that th1s sub]ect

| possessedgan above average abxlzty to deal w1th ebstrectv




‘concepts.

-

‘stxmuleted 2 general 1nterest 1n other languages, a fact
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o J vas :n& next youngest sub;ect in. the second

group Thxs subject hed some exposure rb forexgn

\lenguegee. at leest 1n te,ms of forexgn languege sounds,

JTB months. Thxs contact thh other langueges mey hevl ’;

':rgredes in French end other school svbjects, end e strong

e

' ﬁtendency toward- fxeld 1ndependence.

In: the overell renkxng of the sub)ects of the

iexperiment J stood in: fourth plece. As can’ be seen in

aTable 3 21, th1s subject was close to . the aVerage in all~'

:'a,but two var1ables. Plural (- 07) and SOV (+: 22) For

form. In the cese of SOV 1n wh1ch she scored the second

i‘Plural J reported thet she never ever pract:sed them,

and counted on her memory to come’ up with the correct

h1ghest of all subjects, J reported in posttest

‘:1nberv1ews that she founﬁ thls feature of the MAL to be

neat"; and that it appealed to her. J man1fested

‘ ”cons;derable nervousness in formal testxng condltlons 1n‘

the MAL, in spxte of a neported absence of anx1ety in

study1ng French in school. Of all of xhe subjects, J was

_ the’ most bothered by the 1ntrusxon of French into her

~,

' pronunc1et1on of Morph a,fect that she commented on

.'lrents in Malaysxalfor;

i
FERY .:"!



188

frequently durxng and after the expariment.
. In the concept formation study, J was unable to

. form the concept +Bxperient1al even aftet repeated
trxals. The failure to develop thxa concept in the
_earlxer atudy d1d not prevent her trom scoring 6% above .

’pth 'average in the variable when it was embedded 1n

ST vas the last subject in this group He vas, the fj{;l

‘only other subject to have had a suat41ned contact w1th
‘}another language as a chxld, in thxs caae Cree. ST was -
"'reported by his parents to have a hxgh IQ..aomevhere ant~j .
& the 170 range. His parents were unhappy that this ,:‘ '
u,advanced 1Q had not produced better scholastic reeulta,p

"and attrxbuted thzs to a lack of challenge in the local

f”school curr1culum. ST also had a strong tendency tovard
'szfzeld xndependence, havxng acored the hxghest raw acore{
. in the EFT of all subjects as well as the h1ghest 1n :

“both szden Fxgurea Tests. ST's analytlcal ab111t1es d1d

ci”not seem to help h1m much 1n hxs school grades as

f;ment1oned. H1s school grades were average (67%), and
,;French 1n which his cg;{ent grade was 40% was a

Lsubject that he found unpleasant. ?he negatzve |
exper1ences in French cauaed a hlgh level of anxlety

wvhile in French classés (2. 40). but had surpr1s;ngly
little effect on ST'#’ 1ntegrat1ve motzvat1on (+0 75). ST =

had average aptltise as’ measured by the PLAB althouqh
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he made the highest'score on Subtest"3 measuring
knowledge of- English vocebulnry equivalences.

_Ifi.the concept-formation study (Table 3. 23), ST was

able to form the concept +Animate and Generational-old
in one~third and two-thirds ;Espectzvely.the average

number of trials requzred for the groUP of prxmary =

sub)ectq Hxs performance on Generatxonal “in Morph was

' conversely 19% belou the norm, end performance in
) Anxmacy vas average. on the thxrd concept . -flp;f’,ﬂ_:;t
‘+Experxentxal ST requ;red 144% more trzals than the i“.

ﬂ,average As well he made an average score 1n thxs

varlable 1n Morph.

.\“, . A . .#

As shovn 1n Table 3. 20 ST ranked SIXth among the’

'i nxne subjects 1n hxs mastery of the six varxables. Hxs‘

ffznal globaI score of ssx was 4% below the group

ave:age. However, as can be Seen 1n Table 3 21~ hxs R

3fper£ormance across the six" verxables was very close to

‘the average of %the other sub)ects, with one- notable“

except1on. ST d1d very poorly in Generatxonal 1n which ,;

-ths score was 19% below alﬂ of the others except MU, .the

other male sub]ect 1n the exper1ment. ‘AS concerﬁs the

: pro£1le of the response types for this< var1able, ST gave,

1hfthe'lowest percentage at all subjects of A reSponses

'f;(.BOﬂ,4}h highest percentage of B responSes ( 45), and“‘}

 the"§eoond highest percentage of C responses ( 25) (see

‘f"Tebies'I. to 1.3 in Appendix I). There was no

particular pattern to the types of errors made in the B o
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‘reqpcndos. As concerns Gcnorational ST o:thci gbcgot tb '

} mark it, of couldn t remember how to mark it in 70! of
casoa.lxt is theacxporinonter s belief that this fasilure

to mark Generational was producod by a cultural i <

a 1nsensit1v1ty to questions conccrninq age distinctions,
which 1ntere§tingly enough the thcr male subject also

shared ot

- w

3., 13-year~old qroup:
. The next group wvas composed ot three f&nale
\ Wk{subjects, SH, R, and V, whose ages ranged frcn 12 8 to
13 years. SH, .the youngest oi thxs group, was the nost
contxdent and spontaneous of the group of - subjecta;“She3§
scored a stanine S5 in the PLAB, suggest1ng an average L2
ptltude. Her scores in. the BFT and both H1dden éxgutgs
TesEs 1nd1cate a field 1ndependent personality.. SH S
overalh grades, as 11 as her Prench grades vere
avérage, both being in the lov 60s. Thxs subject’ was not
' ‘anxious in her Freﬁéh'classes (-0. 60), and had an
1ntegrat1ve position k}th regard ‘tOo the Ftench language.{ ,
SH scored second h1ghest actcss all varxables, and./
he: f1nal global score average of 78% y&s 7! above the \;; |
group ave:age (see Table 3. 20), ‘and 2% behind ;he best f:
sub}ect. Her scotes‘aCtoss the six variables wete ;
. slightly. abov« average for Anxmacy, Plural E,-: iﬁvéi
Exéer1ent1”1 dand Past Hovever, SH was 133 abdve the

N .norm for Generational] and 18% abovg the nprm;xnfsqvt  -0

o - . "



¥ BT

the third highest of all subjects if this variable.

Although this subject scored hxghly on the vocabulary

‘,part of PLAB (Subtest 3), her score‘on the language‘

‘ - thesis supervisor also noted this subject's anxiety and

‘anaiysls section (Sibtest 4) was average. Once agaxn,‘
the'sectxon of PLAB tha; should have been the most |
prediccicc of success with SOV failed to be' so.

SH for;ed thexchree cOncepts of the
c concept tormatxon study in an ‘average number of tr1als,
although she required more trxals to form -
Generatxona;-young than’ othsr primary subjects.
Ironically, she was the best of the nine scbjects in
chis variable in the main expetimenc.v

. The second subject in this group, R, showed

unmistakable signs of.anxiety throughout the eXperimeﬁt.
This anxiety was caused in part by the excitement ofian'
upcoming mccriage in her tamiiy, and'also by the fear of
being-left behind by the others in the grcup (reported

to-the experimenter in a bosttest interview). The two

observers of the experiment, the experimenter's wife and

"

“nervousness. Although R was aqjaQX;jus L2 learner, the

K}he Gliksman et al.

'lnstrument failed to con£1rm this tri\t in the context

“itemsfconcerned with this factor i

of a French class. R reported that she vas neither

anxious por at ease in her French classes (0.0).
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As concerns the other lenguage-related fectore, R
had low L2 aptxtude (Stenine 3 on the PLAB), and a low
score on Subtest 4, the sect1on deallng with "foreign
language analysis. R yge‘moderately field 1:§ependent“
although somewhat leza than most of the other subjects,
Her school grades vere the second lowest of the group
(57%): This subject had the least experience in the
study of en L2, having studied French for only one year
in grade 3, and no other L2*s1nce. »

| R had the second least success of all subjects in
qlearning the six variables in.the experiment. Her final
‘giobal score was 65%, 2% better than the score of the
youngest subject, bH,yend 5% below the’group averdage.
‘" She was below aQerage in all variables except Past (0.0)
and-Generational (+.10). R was-e%)belowlaverage in |
Plural, 11% below average 1n SOV, and 18% belos average
in Exper1ent1a1. Her score in Exper;ent1al was the
lowest of the’ group " An’ analys1s of the: dlfferent types
of responses for th1s Sub]éct (Append1x I) shows that
she ‘had the least suceess of all subjects in overall
Experiential type-A responses'(.ze)tand the h1ghest
levei of ‘type-C responsesi(q68) For*Plurai R had the
h1ghest percentage of " B responses of all subjects ( 45)

| -

R'S results from the concept formatlon study

> . <
14 .

suggest some problems in form1ng two of the three
concepts. She requ1red 380%- more trlals than the nonm to

form +An1mate, and 126% more- trlals to form



“ was the fastest of all suL]ects to form the concept d)ﬁ

"years o? all subjects except MU in studylng thlss_.‘ .
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.
q -

'.Generational=oldr.Although~R was the least snccessful of

tall subjects in learning the var1able Exper1ent1al - she

—Experlentlal in thexconcept-formatlon study.

- h . s

v»:vmvas the-last'subject\in the 13-year—old groupv'

'K'Thls subject was ‘the. only one to spontanedusly try to

T use Morph as a meansqii communlcatlng messages‘between

herself and the exper1menter 1n class. She ‘was also the

<

- most 1nterest1ng hypothes1s tester in the group as she

systematzcally tr1ed to come to grlps w1th SOV the
~variable with whlch she had the most problems in the«

experlment. ' S BN
" . _

As can be seen in Table 3 22 'V had low L2 aptltude

u-

(stanlne 3 on the PLAB) This subject shared the-lowest

aptltude score w1th R, the precedlng subject descrrbed

R

. V's average grade in school was 54% and her French

average was 47% eveh though she had spent the most

\

sub]ect She had -low . 1ntegrat1ve motlvatlon (-1. 00) ‘and -

- h1gh French classroom anxrety (+2 40) 'resultlng no

ytdoubt from low grades in’ French V was the only subject

to be 1dent1f1ed as fleld dependent in the EFT a flgurevg
conflrmed by CF 1, but not by CF-2. o
V scored fzfth hlghest of the subjects 1n learnlng\

the. six varlables. She was average in Anlmacy, sllghtly

M x\
above average 1n Plural and 6% above average in
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i average}aptxtude, although he made the hlghest scores of \
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Experlentlal Past was below average (-. 11), and SOV was
\16% below the group average. “This subject w1th CH and
R, had poorly developed metallnguzstlc notlons, wh1ch |
seemed to influence the ab1l1ty to accomodate a varlable
V‘SUCh as sov requ1r1ng a knowledge of how languages
.‘bperate syntactlcally. For example \'% was the only p. ¢
‘subject to try to put nouns 1n@o the past tense in the
pMAL.nI the concept-format1on study, A _was the»only
hshbject to form +Animate after only one tr1al (Table

- 3.23). Her performance on the other two concepts was

15-year- Old QIOQQ- There was one male subject 1n thlS '/*"l

‘last group, MU. As ‘can be seen in Table 3. 22 'MU had"

\

L \./

all subjects in Subtests 3 and 4 of the PLAB. He was: /

!,

f1e1d 1ndependent had above -average grades 1n schoob/
- /

(75%), and was a successful student in Ffench (78%». AS
/

~well, MU was relaxed im his French clssses (- 2. 140) and
had adopted an 1ntegrat1ve attltude relat1ve to/French

‘\Wlth V MU was the subject who had the most experlence
_/

2 ) / : . o

§ ' L_v ‘ ‘ : . -

ThlS subject was*+the most successful of ‘all

w1th French as an L2.

',subjects in learnlng the six varlables. st flnal obal

score was 80% 10%'above the average score. He was above™
,avenage in f1ve of the six varlables' 29% above\in'SOV;

16% 1n Past “14% 1n.Exper1ent1al, 3% in Plural,'and 3%

>
.
\«.
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.1n Anlmacy MU was low‘1n only one varlable' -

: Generat1onal Interestxngly enough, the other male
subject, ST"was afso low in this varlable. As suggested
earlier, this’ may be the ‘result of a culturally acqu1red

rl1nsen51t1v1ty on’ the part. of males. to quest1ons of

Igenerat1onal dlfferences ‘in soc1ety, and the need to
recognlze them in language.\ '

MU s above average score in SOV may be in part due

‘to h1s prxor experlence w1th SOV word order in French

~ be

declarat1ve sentences containing pronouns. 1t wi

P

recalled from Sectlon B Chapter 2, that thlg sub)ect‘

was the only one of the nine subjects o be

’ware that
'pronoun objects in French use SOV word order

MU was a superzor concept former onia11'

<

ifof trials for —Exper1ent1al.

? L B DI . O
‘ . ’ - ‘ o L . R i
T 2 o : 4
’ Tu T . . : s ’

.

In SUmmarizing-the results of the:pﬂeéeding section,fﬁggg

de ng with individual differences w1th1n four age

'subgroups, the followlng generallzat1ons based on .the. data

s,

: from thlS experlment can_ be made~.;

'11 IThe youngest sub]ect, and two sub]ects in the

13 year- old group had the most problems ‘with the

;syntact1c ordering of ma jor sentential constituents. The



_‘,dependent lear er.

:thls .age

"apt1tude for:

'learner was the 1

above, the exper1mente

' learn1ng patterns of an L
,exper1ences of the learner
-The abil}ty of the‘prlmary

the concept-formation study
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youngest subject also had probrems with the syntactic

- placement of the two markers used for Generat1onal

The h1ghest scores for aptltude vwere fouhd in the

11-year-old group _j‘ o o f'n .

The female subjects in the 13- year- old group in all

three cases made the hxghest scores in- Generational. -f*{;

Although tye experimenter.was not able to find a test of

, empathy for the subjects, he subject1vely catagorlzed

the - subjects in this group as more empath1c than the

other subjects} It«ms hypothes1zed that the females of

group were much more sens1t1ve to age and

i
[

hgeneratlon l d15t1nct1ons in soczety,aand to the1r

manifestations in language. Thls group had the least

earning an L2, ~and. 1ncluded the only field

@

The oldest\subj ct in the experzment was the best

_learner of ‘the six varlables, whereas the youngest

st successful

The males were the oorest learners of Generat1onal The

‘ttwo male subjects we'e substantlally below the average

of the-female-sub]ect: in this var1able. As w1th no. 3
hypothes1zes that there are
deflnxte sex dlst1nctlon§2that can be found 1n the

which come - from the cultural /‘

‘ubjects to form a concept in

s not pred1ct1ve of the

v \
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preSults for these same subjects vhen they learned these'
",»concepts 1n‘m language. In general pr1mary subjects
rrequxred a greater number ét trlals to form the six
- target groups 1nvestxgated/1n the concept format1on‘
'study than the total populatxon of wh1ch theg were also
a part. This is not surpr151ng, however,,51nce the
rprlmary subjects vere drawn from the lower end of the
three age groups tested It wxll be recalled from the
'results oﬁ the concept formatlon study reported in the
e 'last chapter that- 1t was the older subjects vho were the
~ best concept formers. .»
_The- 1mp11cat1ons of the results whlch have been

presented in thlS chapter w1llﬁge~d:scu§§Ed‘*n—the~we*E~—~_\_‘¥

~ chapter. o , N
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“IV. DISCUSSION AND CONCLUSION

A, The Hypotheses . _*V »j' T ‘e‘g\ R
Thls chapter §111 assess the inxtxal hypotheses in
- light %t the experfmental results,=and will conclude v1th |
some speculat1ons-—psycholxngu1st1c and pedagoglca1-~about
jthe £1nd1ngs of the study..v '

i L . o o
(N ‘ . ’ : : ' :
. v L M

‘v‘eRestatement of the Problem | »
: As stated in the 1n1t1a1 chapter of th1s thesxs, :

'l1ngu1st4c theor1es such as Contrastxve Analysxs and Error

'Ana}y51s have failed to address the questron of language.

“\-behaxgour in the 1nd1v1dual and the manner in whlch an k2 is

developed by the learner. In both of these‘EBdEIs““one-tendsee___
| a'theory of language based on an & pr1or1 11ngu1st1c
'.analys1s of the language product wh1ch then becomes ‘the

bas1s used to make pronouncements on various cogn1t1ve

lprocesses operatxve in the . L2 1earner. This approach adoptedn

by modern L2, theorists has bypessed an omportant questlon,'
“namely, that of 1dent1fy1ng the drfferent language tasks and#’Fu
~ how they are mastered If a learner is to proceed

1nte111gently to the development of an L2, the tasks leadxng

fto success must be deflned and 1nvest1gated through the type

of research undertaken 1n this studyf The state. of L2 '

’learn1ng is presently at the stage where the var1ous ‘tasks

st111 remaln poorly de11neated and 1nvest1gated. M

y

198



-1ntentxons ex1st1ng in the target 1anguage, u

The work1ng premxse of thxs thesis 1s het language is -

composed of a semantic bese and a code elph”bet comprisxng

L&

11ngulstxc processes and encoding forms An 'nd1v1duala

wxshxng to learn a new ‘L2 must comprehend th"new sementic

aQ?%rsna ‘the.

new encodlng processes, and fxnelly memor1ze a\d automat1ze&"

the new encodlng forms. It is assumed that ‘the ﬂz learner, S

d“}zn developxng the new semantlc bese end code alphabet w1ll

4

rely on hlS expectatxons of what language should be. These
- expectatrqns, based on knowledge of his L1 and past cultural
’ experzences, w1ll gu1de him as he explores and learns: an L2.
‘.' The 1mportance of def1n1ng and 1nvest1gat1ng the. role :
of the two task varxables in L2 development prodﬂted the |
experlmenter to carry out the experlment descrxbed in the
preV1ous pages. Three hypotheses were - formulated and an
‘exper1ment was des1gned and conducted in order to test these
_ hypotheses, thCh are restated and d1scussed in ‘the

follow;ng section.

B A

. »
LML

4‘Hypothesxs No. 1

Unexpected encoding pnocesses and unexpected semantic
‘lntentrons encountened by the Ieanner in an L2 can be shown
-‘tto'play:a nole in predicting learner success.

_ ¢
In thls experlment the only varlables systemat1cally

1nvest1gated were the ﬁvo task var1ab1e categorles. Other

R
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vsrxables were not. the object of experxmentatxon, in fact,
the MAL was kept as 'Bnglish" as possxble in order to |
m1n1m;ze the effects of other contaminating varxables.
jNonetheless, the experzmeﬂtel results show cleerly éhat the
n1ne prxmary subjects exper1enced d1££erent levels of'
" guccess, both 1nd1v;duélly and collectxvely in the leernxng
of the szx var1ables.<AVerege learner success 1n the
varlables ranged 1n the 1n;t1a1 subset from a low of 6€! 1n
Sov to a high of 98% for An1macy, and overall from a low of
_46; 1n Exper1ent1pl to a high of 89% for Animacy ance
_there vas conslderable ver1sb111ty in the learning ot
'}dafferent types of varxables in dxfferent samplxng perlods,
it has been demonstrated 1n thls exper1ment that unexpected‘
encodxng processes and semantlc 1ntent1ons 1n an L2 do play
a role 1n predxctlng learner success. What has not been
demonstrated by th1s study is the amount of var1ab111ty
ttr1butable to the six varxables relatlve to factors such
as the learnzng of an L2 phonology. Th1s quest1on is f
obV1ously of 1nterest however, on the basxs of the
exper1ment reported 1n these pages, 1t is poss1b1e only to
,c1a1m that the null’ hypothe51s 1s rejected and that the

Amagnltude of the overall effect of the varxgbles rema1ns to

be established. o | p

’
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v and differences between the two exper1mant groups in both_

,response profxle was for. each of thevtuo ma1n groups.

: experxenced a sllghtly h1gher success rate 1n the encodxng ,

‘ processes/forms category (. 71) than in._the semant1C'

'ftable. Both 1n1t1a11y and overall there vas no

4 R a0,

,Hypothesxs No. 2

Enoodlng processes/forms will sluv dlffer'ent patterns of
lear'nlng than semant Ic Intent lons

=
A\

Relevant comparisons bﬁtveen the two var1ab1e groups

are presented in Table 4. f showlng a number of sxmllarztxes'

“samplzng perxods. The most nnportant comparlsons ard ‘the

categories global score", and percentages of "A" "B", and -

'C" responses shown in the fxrst four columns of the table.

)

These four comparzsona reflect how successful sub)ects were
in master;ng each of the two- exper1mental categorles ‘
throughout all phaaes of learn1ng and testlng, and what the

G

Durxng the initial subSet in the tvo experxmental

’grdmps, as shown by the global score in Part A of Table 41,

subjects had greater average SUCCess 1n learnxng Semantlc'

_'Intent1ons (. 79) than 1n learn1ng Encodxng Processes/Forms

Z(*75) Over the ent1re exper1ment4 houeVer, subjects -

1ntent1ons group (. 69), as can “be 'seen 1n Part B of thls

nificant Lo

'dxfference betveen the two experzmental categorx,s in global

scores. As concerns A type responses 1n both sampllng

. -‘periods, more correct ansvers were Supplled in the semant1c o

,»1ntentxons group 1n1t1a11y than for Encodlng Processes ( 74
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fhlbl 4.1
" GROUPY

A. INITIAL SUBSET o xw' o \
B DIFPER -
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GLOB A, . B. . C , HIGH
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- SEMANT . B g \
. . INTENT 079| 4. 7‘ 009 ",“3 ., ', . 17 . 3 ‘ ."
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-B.’avekALLLRESULts,~d_vf c s
R ... .. ' DIFFER.
% .-+% -~ %+ LOW DIFFER
o GLoB A - B o HIGH ACTIV OT  WT
-GROUP ,SCORE~RESP  RESP RESP VAR TYPES 6MOS- 6MOS
. SEMANT e o - . : :
INTENT - 69* .63 .10 .27 .43 .14 .37 .60

ENCODE L |
PROC © = . Ve - , _—
. PORMS .71 .63.. .17 .20 ' .20 .09 .27 .74

DIFFER .02 000 ~.07 .07 .23 05 .10 .14

~ -

-

vs. .68). Overall, A responses were lower than in the

e

initial subset, both variable groups scoring at .63.
Impertant between-group dxffetences can be seen to exist in
the percentage of B responses (attempted but 1ncorrect) and

.C responses (where subjects dld not supply any form at all)

.f_.across the two sample periods. Both initially and overall,

the encodlng processes/forms group exceeded the ‘semantic
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9 . . ‘
‘ \
intentions group 1n the anount of attempted 1n¢orrect~

responses (.14 1n1t1a11y end .17 overall for Encoding u

Processes, and .09 1n1t1311y and .10 overall for the \

sementxc 1ntentxons.group) This'was primarily beceuse oﬁ a
very hxgh rate of error experienced 10 learning the many new
encoding forms of Plural s was explained earlier in

- Section D. of Chapter 3 IJ'

dszerence between the two exper1menta1 groups in the

| percentage of C responses. As shown in Table 4.1, Encoding
Processes/Forms vere slightly hrgher than Semahtic“
Intentions (.18 v, .17). Over the‘entire?experiment,
however, the percentage of C responses for Semantic .
Intent1ons 1ncreased by .10 to .27; whereas, similar overall
responses in the -encoding processes/forms group 1ncrensed by
’ only .02 to .20. This difference may be expla1ned by the
nature of the two exper1mental groups. Subjects(expected to
mark variables such as Plural and Past, which exist in their
L1. Conversely, their language expectatlons would 1ead them
less strong}y to want to,mark hew and unexpected'semantxc
intentions. None of the-differences in A, B\‘and C responses

between the tvo exper1mental groups was 51gn1f1cant -

1f one adds the average percentage of A and B responses

e

together, it can be seen that 1n1t1a1ky, subjects remembered

,

to mark Semantxc Intentions and Encoding Processes/Forms«”
equally well (-Semtantic Intent1ons :74'+ .09=.83; Encoding
'Processes/Forms .68 + .14= ,B2). 0vera11 however,, subjects

remembered to mark the encoding processes/forms category on

txally, there was very 11ttle A

!

) .



an everage BOX of the time (. 63 + .17), vhereas they
remembered to mark Semantic Intent1ons 73! of the tine (. 63
+.10),

‘ It is i;teresting,to note, infpaising, thet'overall
"both the categories of Semantic Ihtentigns apd,zncoding
Processes/Forms had individual variebleshwhiéﬁf;hoved very
high nonresponse rates (SOV=.40; Exper1ent1e1- 49) Hcvever,
it might be argued that the SOV nonresponses are actually
not nonresponses, bezng SVO productions, and might thus ‘be
categor1zed as type B responses. In this case, the
d1££erence overall between the encoding process/torme' ' oa
category and the semantic 1ntent1ons categgZy becomes much
"'greater. the encdalng pkocesses/forms category is 93% (.63 +
.30), and the semantic intentions category is 73% (.63 s
.10). Initial figures are similarly higher for the encoéihg

processes/forms category atf97% (.71 + .26), and lower for

the semantic intentions group (.78 + .09). A statistical
Ll

compar1son of the pooled A+B categor1es for each category 1n

the two experimental groups (this figure representing the ,“

extent to which subjects remembered to mark a variable)
reveals that neither category is sxgnlflcantly d1fferent

from the other _ : f,w-

A secondary and more local1zed comparlson of the ?r:v"J

different learning patterns for each var1able group can be f.'

seen in the last column of Table 4.1 (Part A) and 1n the

last four columns of Table 4. 1 (Part B). The semantxc

4

1ntent1ons group contained the variables in which SUb]QCtSi

L
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made"- the hxghest scores (Anlmacy- 98 1n1t1ally, 39
T

overalll. However, the loveat 1n1t1al score was an encoding
process variable (sov- 64) and overall, a semantic
1ntentxon variable (Experzentxal- 46)¢ Secondly, the
* variables in the semant1c 1ntent1ons group showed overall a

5% greater reduction in success across the four activity

\types, suggestang that new and unexpected concepts are more
R

apt to be forgotten in cond1tlons o: reduced monitoring and

1
1ncreased focus on the ‘message than are newtand unexpected

,Encodlng Processes/Forms. Thirdly, the two Jroups showvied

@

differing effects as a. result of decay over time. The:‘
variables in the semant1c 1ntentxons group vwere retaxned 10%

better those 1n the other group in two s1x-month
Mp/”;h?§\

posttests, but Encodxng Brocesses/Forms recovered to a p01nt

\

14% above that of the other group 1n a final. wr1tten test

adm1nlstered one d?y after an’ oral test 51x months after the

'testxng,veek .
| In summary,‘although ‘none of the dlfferences between
the two exper1mental groups was 51gn1f1cant 1n either
ampl1ng period, important d1fferences.exlsted between the
two groups in the extent to which Subjects rehembered
overall to use variables in an exper1mental category,
variation of verlables within a group, effects of mon1tor1ng
on activity type, and time effects. Although there is no
statistical ev1dence to support the second hypothe51s, ‘these
differences suggest thet new and unexpected Semantlc

/

/
Intentions such as Experiential and Generational will

W R i ~“ - : o ' 205‘
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requxre cultural reinforcement and the need to be used
mean1ngfu11y in commun(;atxve aituatlons 1f learning is to
succeed.

o wl - :
As explained in the last section of the firat chapter,

the assumptions about these differences in leerning'patte:hs .

were based on the premise that new .and uhexpected Semantic
Intentions would be learned quickly, whereas new and |
unexpected Encoé&ng Processes/Forms, although c0mprehended

would require a greater amount of time to develop as an

acqulred reaction on the part of the L2 learner. In general,;

this assumption does) not appear to‘ke valld As m1ght have
been expected, subjects remembered better to’ use new and

unexpected Encod1ng Processes/Forms overall and made more .

- errors ‘in using them sznce there were many more forms to bef

{ E
P

learned. They also supplled nonresponses ovetall 1ess ofneni'

0

than w1th new and unexpected Semantic Intentlons, 51nce .

semantic variables expressed concepts not expected or used

' N
G

in the L1. However, neither group showed the predlcted
differences during the teaching week, and in fact neithef\y
group was well retained after six months. Both variables
recovered subsfantially when subjects were reimmersed into
the use of tse language, although the encoding group .
reeerreé 14% better. What emerged as a better pgeéictor of
differences in learning patterns in the exéerimentJ and
particu;gfly of Subject differences within variables and
'subgroups‘Ef variables weresfactors such as age, sex,.the

ability of a subject to apply a metalanguage label to a
4

s
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e

‘ varlable land the strangeness" of a new semantic 1ntent102¢\f)
or encodlng process/form in terms of what a language can b
expected to contaln. These w1ll be dlscussed in more -detail

in - subseguent sectlons. L ’ L _ S

A

N\
3,

Hypothes1s No. 3 o vi
“Within each of the two task vanlable categorles, novel

"‘semantfc intengionsyand novel encoding processes, a
N A ’ ' 5 : . » L ‘ 7
e’

hierarchy‘of difficUIty may be establ ished i ;{
v -
N In ‘Table 4 2, the varLables w1th1n each experlmental

‘group are—&anked in the order of success 1n1t1ally and
}moverall wh1ch subjects experlenced in thelr learn1ng The
':orderlng is” establlshed 1n/two ways{ flrstly,_through a-

welghted score (the global score) and secondly through a
“percentage dlstrxbutlon ofﬁA B and C responses. The order
:of d1ff1culty of varlables within each group, a§ shown in

Table.4.2_1s_the-following,

t '."' L !
‘Semantic Intentions =~ = -

t

A

1. ,Anlmacy was the best.learned varlable in this °
experlmental category from every point of view. Subjects
"made the hlghest global score, provided the hlghest

e dpercentage of correct ﬁnswers (A);'made the’ fewest

number of errors (B) and prov1ded the lowest percentage
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TWO EXPERIMENTAL CATEGORIES

A,

INITIAL'SUBSET

SEMANTIC IN.TE}“,\‘{ONS

sov

GLOBAL' @ L
o SCORE T B ¢
ANIMACY .98 97 4, 015 o oTois
GENERAT . .72~ .6& .+ .16 L2000 T
EXPER .67 .62 o9 .28
’ ENCODING PROCESSES/FORMS™ ..
PAST .83 .80 06 .
PLURAL .78 .60 .36 . .04
sov . .64 - .64 0.0 Lo.36
R NI | |
_B. OVERALL RESULTS R
' B SEMANT IC INTENTIONS
GLOBAL B S T
. SCORE A 8. ¢
ANIMACY 89. . .86 . 04 10
GENERAT .72 . .64 16 .20
CEXPER - . .46 B (e \\ .49
| ENCODING PROCESSES/FORMS e
pLoraL . .78 .61 .3 '\ .05, %
 PAST 77T 13 -\ .16
.58 . .56 .04 .40

( \ e

-

‘.of nonresponses in obllgatory occ351ons in boés sampllhg :
periods. - k: = R R \
Geheratlonal was the second best learned varlabfe in _rg_f
~:thls group from all p01nts of v1ew, except that of g

: type -B responses Subjects made the greatest amount of

error in the use of Generatlonal of the three varlables
in this category in both sampl1ng perlods (Whlch in the

case of Generatlonal waa\the same per1od) Th1s was the

“last varlable 1ntroduced which could'accounthfor~the
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substantlal confus1on which sub]ects experlenced between
" the forms of Exper1ent1a1 and Generatlonal
3. Exper1ent1a1 was the least ‘well learned varlable in this
category, as well as in the\Ex riment. Sub]ects made
the lowest global score, perce:iage of correct answers
(A) and the highest level of nonresponses (C) of all
var1ables in Bxperlentlal in both sampllng periods. It
was,dhowever, used by subjects wlth a lower percentage
of error than Generatlonal the varlable in thlS

'category whlch showed the hlghest percentage of error«%

These tesults confzrm«the order of of d1ff1cu1ty

) —

.A.predlcted 1n Segtlon B of Chapter 2. However, see a further

7

dlSCUSSlOﬂ of the order1ng of An1macy below. o )

 Encoding Procésses/Forms ' L T TS

2ot

1. In the 1nrt1al subset, Past was the’bestblearned
| 'varlable in terms of ‘the . global score and A responses.
‘Plural was the best learned variable overall in this

second exper1mental category in terms of the' global ;~'
“score. Subjects responded 10% better in A responses ‘in .nﬁ
"';Past than 1n Plural Plural showed the hlghest amount of
. error of all 51x varlables (B responses) both 1n1t1ally
'and overali but the lowest percentage of nonresponses o
1n both sampllng perlods. The reasons for the h1gh error

‘rates are obv1ous. The forms of Plural were

- J‘
s«unpredlctable,aand there was a very large number of
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forms to be learned and remembered Although Plural ahd

Past both exist as well deflned and expected Semantlc :

\

Intentlons in Engllsh Plural was 1gnored 1n obllgatory

contexts approx1mately 10% less often than . Past. The
reason for thlS can be found in. an)av01dance strategy
sed by subjects, who were aware that the1r ab111t1es
vere well developed 1n the formatlon of - plural
suffixes.’ h"l :' fiph' . :.;.'; -‘f ;"” ' % o
2. ,1n1t1allyl Plural was’ learned second best in the R
“encodlng process category Overall Past was only
sllghly less well learned than Plural 1n terms of 1ts
‘f-wexghted score. Past was,_however, the var1able uh1;h '
‘showed the hlghest level qéycorrect responses (A) |
1n1t1ally and overall In terms of B and C responses,,
ubjects performed at a m1dp01nt between the other two
varlables 1n th1s category 1n both sampllng perlods.

3. The. least well learned varrable 1n both sampllng perlods
in the encoding process/forms category was SOY It , |
nshowed the lowest compos1te score and percentage of o g
correct A responses, as well as the hlghest level of
-nonresponses. it showed the same type of 1ow level o
success in. thls category as d1d Exper1ent1al overall 1n>
‘the semantlc 1ntent1ohs categ% ' |

The third hypothe51s is conflrmed However, the order,,
of dlfflculty for Encodlng Forms shown 1n these results in

velther of the two samples is not the hierarcy pred1cted 1n

Chapter 2. A hlerarchy of dlfflculty has been establlshed in

‘
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each experimental Categdry based on two parameters: the
global score,;and a three ~tiered system of response
percentages. As can be seen from the results, both
categories in both samples have one varxable wh1ch shows
large percentages of C nonresponses.vAs well the encodlngU“

Y process category contazns one variable, Plural _in which
large percentages of error perturbs the overall relatedness
of global scores and A responses. A number of reasons'

'explalnlng the h1erarchy wlll be discussed in the" next

section.

B Bescussxon of Results_‘ '

As has been shown 1n the precedlng sectlon,‘dlfferent
learnxng patterns exlsted in each of the two experlmental

: categor1es in ‘each sampl1ng per1od, and a h1erarchy of )
.dnfflculty was establlshed within each of the two groups.
Thxs sectlon wlll suggest a. number of reasons "for theseﬁ

"d1ffer1ng patterns and dlfflcultles in the learnlng of the .

varzables 1n\eachagroup. oo

Semantic Intentlons

Sub)ects 1earned Anlmacy best initially and overall 1n
‘_this category, perhaps due to a prlmacy effect as erpiaihed
Eabove. It should be. noted however, that two factors which.

at flrst glanoe may be thought to have played a role in |
explalnlng the overall ﬁesults reported ear11er, contact

tlme and occa51ons‘for its use, were not 51gn1f1cant

5
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pred1ctors of success. T1me correlated vith success at 40

¥
and number of oblxgatory occasxons correlated with sqcﬁ'ss
at .53 (Q< 20) Contact time and numbea' of oblagatory

-occasions correlated together at a .90 level of

: s1gn1f1cance.

A third factor, ‘the poss1b111ty of ser1al p051txon.
effects on learnlng, cannot be completely dxscounted ;n the
ranklng of Semant1c Intentxons, Anlmacy, the f1rst var1able
‘ :presented was the best learned Subjects d1d s1gn1f1cantly
"better (p<. 001 1n1t1ally and p<.0t overall) in An1macy than /
1n all other varlables (see Tables. 3’ 10 and 3.14). In this
case,_a prlmacy effect may expla1n the f1nd1ng However, no

;such primacy. effect 1s observed 1nfthe encodxng proceSSO |
'”category. Plural and Sov, wh1ch were presented

' 51multaneously, show a sxgn1f1cant dlfference (Q< 01
1n1t1ally and Q< 05 overall) as shown in Tables’3. 10 and
.314 | o | e

| A recency effect can not ‘be completely dlscounted for —
;;z:thln group variation 1n each of the two exper1menta1
»Categorxes. Past the last encodlng process varxable
,presented is 51gn1f1cantly better than SOV “the mlddle
encodlng process presentatlon '(p<.01 initially and B<- .05
overall), as shown in Tables 3:.10 and 3,14, In addltlon,
Generat1onal the last semant1c 1ntent1on varlable, is
s1gn1f1cant1y better than Exper1ent1al ‘wh1ch was the mlddle
semantlc 1ntent10n var1able (2< 001) In1t1ally, however,

there was no 51gn1f1cant d1fference hetween these two
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"exper1mental groups. s1nce Generat1ona1 the last of the s1x

oo S 213

@

varxables. In ehe overall sample, recency effects can be

‘completely excluded for varxables belong1ng to both of the

Varmables presented 1s ‘not sxgn1f1cantly d1fferent from

)
_Past, wh1ch was the- f1fth variable. In1t1ally, however,

Generatxonal and Past were s1gn1f1cant1y d1fferent (p<. 05

as shown in Tables 3 10 and 3. 14)

: \\

i

b g:her reasons than this also suggest themselves as

possible explanat1ons of why subjects found An1macy easzer

to learn in both sampl1hg periods than the other two in the_

category. While no determ1nat1on ‘can be made of the role of
these reasons vis-a-vis that of the primacy effect, they are

wo;th comment1ng upon. SUb]eCtvaere able to form the

’

[+an1mate] concept more easily than [- anlmate] in the

-concept formatlon experlment. It 1s 1nterest1ng to note ‘that

-[+animate] was learned ‘as a concept more easily than

[-animate], and it will be recalled_from the results in

‘Chapter 3 that subjects made fewer errors in marking:

[+an1mate] ‘nouns than [*animate] nouns in the main
experlment Anlmacy as a concept was not dependent on

cultural convent1ons as was the case with Generatlonal nor

¢

did it involve a constant assessment of referents and )

.

exper1ence vis- a-vis the speaker s senses. The

-_cla551f1catlon of all noun referents into a state of 11v1ng

and non11v1ng elements proved to be a task whlch the
subjects found easy to perform in a language embedded

context The greater ease of learnablllty of both the
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‘her level of success in Genérational.
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An1mﬁ&e concept and the [+an1mate] realzzat1on of thxs

oW

concept suggests the importance whlch other l1vxng berngs:

7probab1y play in our 11fe. Anxmate obgecgg do 1nfiuence Us

very profoundly, much more so than do nonl1v1ng ent1t1es.
This 31tuatlon seems  to6 be reflected 1n tﬁe helghtened

cogn1t've awareness whlch subjects had of anxmate be1ngs.'

The learnlng of Generational place§k1t second in both

TS

pllng perlods 1n the semant1e 1ntent10ns category, and

W s heavaly dependent on an awareness of cultural
conventlons seen by some of the subjects as merely ‘,(ifﬁfd_
manners In the case of th1s varzabie,,the convention was
based on. age d1st1nctions between speaker and hearer. This

cultUral*'var1able was harder to learn than notlons of E

;anlmacy, probably because 1t 1nvolved an assessment of age

ddlfferences between speaker and addressee,pwhlch were

redundantly repeated each tlme there was a command or a’

questlon. The two males 1n the experxment experlenced!the

lowest level of . success 1n learnlng Generat1ona1,.uhereas,:

in general " the females scored hlghly in thls ‘variable. As-

well, the older ‘the age of the femalefjubgect the higher was>
A personal.relevancy

\
his experiment suggest

factor seems to have been at -work.

that males'may be less sensitive £o social conventions than

i

females. Th1s is supported by the flndlngs from field

.dependence 1ndependence studigs wh1ch have found males: to be

more analytlcally inclined than females, who tend to enter

professions such as teaqh'ng and»soc1al work, which:.stress.
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-personal contact and sene1t1v1ty to othe;s (W1tk1n, Moore,

'5”Goodenough,\& Cox, 1977). This var1ab1e seemed to be more

“dlff1cult for the subjects to learn than Anlmacy because of
'”1ts cultural base. As well, the learner s sex and age within
: sex group were strong predictors of success. |

Experxentxal proved to be the. hardest vhrlable to learnA
in the semantic category over the entire sampl1ng perlod As‘.
shown in Table 3. 14 the learning of Exper1ent1al vas
s1gn1f1cantly d1£fenent from every other var1able except
Generatxonal In the 1n1t1al subset Experlentzal was only
fslxghtly less uell learned than Generatxonal (. 62 vs. .64).
However, subjects scarcely remembered to use Exper1ent1al
when they were 1nvolved in ser1ous commun1catlon activities,
such ‘as charades and puppets, which too place towards the
end of the teach1ng week. As well, the teach1ng environment
dld not prov1de the type of cultural. relnforcement necessary
: to malntaln the early success achleved in th1s varlahle.

"As a concept, Exper1ent1al vas dlfferent from the other

Ve

e

two semant1c 1ntent1on var1ables, in that it was a
retd%ent or an actlon relevant to the senses. Befdre
conductlng the experiment, the experlmenter s 1mpre551on was
‘that this concept would not be dlfflcult to learn to use,
based in part on the ease with wh;ch the concept 'was learned
~in the concept- format1on study. More than any other varlable
in the experlment, subjects found across the experlment that

Exper1ent1a1 was s1mply 1rrelevant and forgot to mark it.
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In the production of sentences;~subjects did not treat
.Experiential as an AUX, as had been intended. It was rather
treated like an adverbial part1cle, and was con51dered as
extra, perhaps more to the po1nt, as’ superfluous information
to be delivered elther before or after the 1mportant th1ngs..‘
Th1s var1ab1e seemed to undergo the effects of a | x
non1nterruptzon process similar to 510b1n s (1973) operatxon
' pr;nc1p1e ‘D, whrqh states that chlldren developlng an L1
"avoid‘interrupt1ng or rearrangxng linguisti¢ units"
Kawashima (1980) and L?nkowsky (1980), in two studies of
childrens' processing of reiative clauses in Japanese and
Ukra1n1an, found that structures such as centre- embedded
relatives which intefrupt sentence processing were harder to

'comprehend than those which did not 1nterrupt the stream of

expected 1nformatlon. In the present studg, subjeqts forgot

—

to mark Exper1ent1al 51nce 1t seemed to contrlbute so
llttle to the1r message, or alternat1vely, shxfted 1t to the

perlphery of utterances.

(/

Another p0551b1e reason as to why subjects had SO much N

diff1culty overall in.learning this variable relates to ‘the
learners perceptlon of the experlentlal concept. Sub]ects

may have con51dered that Experlentlal marked 1n .a sentence _
.was associated less with the verbal than with nouns, and in

-~

partlcular, the direct object. In learnlng this var1ab1e,
some sub]ects had d1ff1culty in understandlng, 1n\a sentence
such asv“The boy threw the ball", where a Morph speaker
marhs the'verb;"threw“ as +experiential, that itiis'the

Y



2,

217

action .of throwing rather than the speaker's sensory
percept1on of the thrown ball whlch was important. If a
dxsplacement of the exper;entxal function onto nouns was
occurring in the experiment, this may also explain why
Experiential was shifted by subjects to the sentence
periphety, particularly since,nouhs”tended to be found more
. frequently in this position thrbugh a misuse of SOV, as
previously diecussed; | | |

The author had at hls dlsposal an extra- exper1mental
means of confirming the dxf£1cu1ty of th1s variable. As a
project on learning strategies in a graduate course in
Applxed L1ngu15t1cs, students in the course were asked to
learn an abbrev1ated form of Morph con51st1ng of the six
variables and a small lexicon. Without exception, all
students 8uring a'two-year period Eeperted-having'the most
diffiéulty with“Experieﬁ%Eil, although they~could not give
reasons why this‘shqﬁid be. - ’

p

Eﬁcodlngfprocesses/Forms

All three process/form varlables used known'’ semant1c
aconcepts‘and communicated them using unexpected processes.
Plural was expected tpwbelthe least weil leerned as a result
of its many sdffixing forms, yet it was the-best learned
variable in this experlmental group across the entire
experiment. Sub]ects experlenced -greater d1ff1culty during
‘the initial subset in learnlng Plural than in learnxng Past;

.however, their perfdrmance ‘improved w1th practice in Plural.
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f v ‘ _
*As mentioned, the most obvious reason for this‘long-tetm
succzgéL contact time spent in learning and occasions for

usingsy

T

nd learning the forms, did not play a large role in
explaining overall success in Plural. In spite of )
51gn}axcantly large amounts of error (type-B responses) in
both samplxng periods, subjects did achieve a h1gh level of
success in Plural. One possible reason for this may be the
extreme familiarity of the grammatical concept "plural”.
Subjects had no difficulty in comprehending the notioo, and
fmost, realizing that the task would be long and difficult,
began immediately comm1tt1ng a compos1te fosm of noun plus
its plural sufflx to memory. The clarxty of ;hat the task
involved may-well explain the reason whnylural was so‘weil
hastered~overell, There were eleo some difeci effects of
practice as a sﬁrategy foe mastering thfe\v$giaole. Those
subjects who reported practising the p;pvel formé.wete
without exception those who fared best”in‘iﬁs meséery (MA,

MU, V, and ST). * - o L ;\4

N ’

PR

Past, based on infixing and redupl1cat1on, wasfon the 77\

other hand dependent for its learning ‘on" the appl1cat1on of
a compact morphophonem1o ru;e.'"Flnd the first vowel 1n~a.
verb, immediately“beforefﬁt copy the vowel‘pihs 'm'".~ The
concepts "past" end plural" were both familiar to subjects
as a result of their L1 knowledge. In Morph, however, they
were less struck by the size -of learning Past than by the
learning of Ploral. They did'hot prectise<Past in the same

-way as they practised Plural, and their overall performance

\

~



219

in Past showed it. Past vas initially learned.the best of
the encoding process variables, anq subjects gained a high
level of success in its usei The experimenter learned after
the test;pg~§eek however, that only two subjects (MU and
MA) wvere able to state correctly the rule for formation of
Past. The other subjects, even though they were able to
produce correct Past forms, could not correctly verbalxze
how they were forming it. This inability to give a rule for
a correctly used sttucture is typical ot naive or younét
native speakers of an L1. The experimenter was most

- interested to discover that formal learning of L2 structures
can 16J2erta1n instances be accomplished through process
typical of the way young children learn their L1, as.well as
‘through continuing eognitiye'awareness of a‘rule.

. The experiﬁenter was interestea in determining whether
Hindiba, a secret language deseribed in Section D of Chapter
2, which was spoken by five of the subjects, would have any
facilitating effect on the learning of Past. The average
perfo:mance in Past of the five speakers who were converéaﬁt
in Hindiba was .76, whereas the average score‘in Pest of the
four nonspeakers ef ﬁindiba was .81, Hindiba appears not to
have influenced tﬁe learning of Past, as had been .
anticipated.

In spite of early sucgess on the part of all subjects
in 1earn1ng Past, the decay rate for the retentlon of Past

was the most severe of all varlables. 1t may be that Past

suffered so drastlcally from time because success relied
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heavily on actual use rather than on %Lpport from a rule.
After six months subjects remehbered in most cases that
something was repeated in some way in the verb. In most
cases, they forgot that the infix was a forward rather than
a backward reduplication. The experimenter hypothesizes that
seme minimal form:-of practice during the end of teaching and
formal testing after six m6nths would have dramatically
improved the decaV rate of this variable. \

sov, the‘least‘well learned of the encoding variables
in beth sampling periods, probably suffered a fete similar
to that of Experiential for the same reaéone. Subjects. found
it totally strange, re@undant, and unexpected. If the
learners had found themselves obliéed to learn this variable
embedded in a learning environment where native speakers
prov1ded blank expressions or negative d15approval each time
SVO was produced, the learning may have been differ®nt.
Subjects were aware that failure to produce SOV did not
result in failed communication. Perhaps“becaﬁee of this,
they mey have considered SOV as a feature of Morph which was

~less critical than other features.

This variable showed’clea: age effects, and in the case

of SOV, age of the learner cor?elated quite highly with
overall success at .50 (see Table 4.3)..The youngest
subjects were never able to learn Sov properly. This was

likely because SOV was ‘the least ea51ly assigned a label

and the least familiar to the subjects in metalanguage terms

of the three process/form variables, It is of interest to

~

#
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Qnote, however, that SOV was the only varrable in which

rd

-performance 1mproved after six months of reduced usage. The
rate of success in posttests aftér 51x months was actually
'hlgher than in tests durlng the learnlng veek (see Flgure
3.3). Th1s fact suggests that tlme may play an 1mportant
role in the learnlng of var1ables whlch are d1ff1cult to
label, and learned slowly through practlce across time.
It should be added that. some of the concomltant |
1versals of SOV word order such as pbstp051tlons and
aux111ar1es which follow the main verb were’ 1ntent10nally
excluded from the MAL (see a dlSCUSSlOﬂ of this p01nt 1n‘
Section B, Chapter 2). ‘This exclu51on dould have 1nfluenced
the results for SOV. As vell, 1t was stated in Chapter 2
that the six var1ab1es were to be tested in palrs comprlslng
.one of each type of Semantic Intentlon and Encoding Process
t thewthree loc1 NP vp, and S. This was done ‘to improve
°the comparablllty of the three p&lms of var&ables. However,
the loci have not been compared in the exper1ment because of
a lack of homogenelty of va;?ables in the encoding process
category. Two of ‘the three varlables 1n this category-are
'new forms of a known encodlng process (plural suff1x1ng and
fixed word order were familiar to the nine subjects) Only |
Past was .a radlcally mew. and unexpected encodlng process in
the experlment. The exclus1on of the prev1ously mentloned
‘un1versals of SOV word order and the 1nclu51on of more

,unlform and comparable set of varlables in the encodlng

: prOcess/form category are topics for future fesearch.
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‘ kévp the MAL as "natural" as posslble, a number of
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exceptions to SOV word order, such as VO word order in

questlons and commands, as well as nouns following

i
7

adjectlves, hadrsuf£1c1ent1y large usage in the experlment
to warrant a reexam1natlon of thelr effects in any future

research 1nVolv1ng this varlable.

In summary, a number of underlying pr1nc1ples are
suggested as- prlme explanations for the different patterns
foUnd in this experinent.

g

/—'—"’\ ' \
1. What can Be labelled in metalanguage terms w1ll be

>

easier than what: cannot be labelled (SOV was dlfflcult
to label, it was poorly learned).v¢k
2. What is expected will be. easier than what is not’
expected (this was the case for the plural sufflxes
,bendlng in vowels, where "Engllsh" plural suffixes were
easier to learn than unfamiliar single vowel sufflxes,
and alsolfor Experlentlal and SOV, which were unexpected
as language structures); | |
3. Invatiant concepts will be easier than situational
| concepts, elther cultural or sensory (compare the ease
of learning of, An1macy, an -ariant concept with the
dlfflculty of learnlng Generatlonal and Experlentlal)
4. The. age and sex of the learner can play a role~1n both

novel-encod;ng processes/foriis and novel semantic ﬁ"

intentions (age effects were found for SOV, although

t s
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.ithese effeets'were*related to notions of metalanguage,

and sex differences were noted for Generational);
5. Novel concepts which 1nterrupt the stream of important

lexical 1nformatlon may be shifted to sentence initial

or sentence final p051t10n to decrease their dlsrupt1ve
effect on sentence proce551ng (thlS occured 1n the case
of,both SOV, where OSV was a common varlant and for
Experiential, where the markers were treated as pre— or
postsentential adverbs).

2

C. Ilssues Emerging from the Experiment

“The Use,of MALs (Miniature Artificial Languages) as a

Research Tool

/‘f- In splte of a number of jUStlfled cr1t1c1sms of the
past use of the controlled mlmlature art1f1c1al languages
acommonly called MALs as a means of investigating ‘the
Fcognltlve and llngu1st1c processes in language development
this study has demonstrated that a MAL can be successfully
used to investigate language. A controlled language was used
‘invthe experlment to investigatelsix variables‘in two

experimental categories. The MAL used“%ucceeded as a
@ - : i} ‘

'research tool where many otherégkave failed for a number of
reasons mentloned earller in the second chapter. It is worth
,statlng again -the features wh1ch were incorporated into thlS

MAL which made it dlffere@tpfrom others. This language

@
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contained: o | o,
1. a number of different semantic fields‘organized“around
‘areas famlllar to the subjects-.' | ‘
2. a sufficient number of lexical 1tems and natural
language~ 11ke syntact1c structures to allow use of the
~MAL as'a'communlcatlon tool, | \
3. an extended learnlng per1od of 14 hours,
4;f the poss1b111ty of use of thlS language by experlmenter
and subjects as a communzcatlon tool
In the exper1ment, the MAL was used 1n the . classroom |
and outside of it as a secret code because‘rt contalned
enough natural 1anguage features to permlt 1ts ,use as an
actual 1anguage. It is felt by the researcher that th1s type
'of controlled language conta1n1ng elements of natural -
‘language is what must be employed- in any future o
psychol1ngulst1c research a1m1ng at serious L2 study S
’ o - BRI : ' ' o
Learning and Coﬁmunication Strateéﬁﬁg_Foundvin_theﬁ B -
Experiment : 'f *-iy ' :l
Second language researchers and teachers have descrlbed
various learning and communlcatlon strategles employed by L2
learners. Four strategles in partlcular have been well
1nvest1gated ~and 1nterest&hg examples of all four uere

found 1n thlS experlment These strategles are: transfer,

interference, overgenerallzatlon, and s1mp11f1cat10n.
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‘Transfer is generally defined as the attempt to apply

One s knowledge of an L1 to new L2 51tuatlons% When
language transfer succeeds, and. when prlor L1 knowledge
benefxts the 1earn1ng task, itvls called positive
transfer, When prlor llngulstlc knowledge and

l

expectations interfere with L2 learnlng, this is called
N

'ﬁ‘negat1ve transfer or interference. As mentioned earller,

Contrast1ve Analysxs stressed the role of‘L1 transfer

and interference on the L2 learnlng task to the - |
exclus1on of all other types of learn1ng A ;

In this experlment three types of transfer vere

"?noted: phonologlcal, lexical, and’ syntact1c.

Phonological transfer from English was expected by the

experlmenter, 51nce subjects were told that lex1cal

.1tems in Morph were to be pronounced as in English., In’

general subjects reduced unstressed vowels to schwa and

1mposed Efiglish intonation patterns and word order on

Morph. HowevVer, completely unexpected transfer effects

emerged from French phonology. In the oral production of
certaln phones such as v01celess stops and lateral [1],
£WO subjects_ln»partlcular,,MU and CH, con51stent1y

articulated French sounds. This was surprising since

" “none of the subjects could be termed bilingual;'Otherh

effects from FrenCh were'noted in the form‘of open.

.syllablflcatron used for Morph 1ex1cal items. For

example, both J and MU produted [be var] for Dever at

different times, and MU produced [fra 51d] for fracid.
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,The Morph def1n1te artlcle en was pronounced w1th
'remarkable cons1stency as (&), French un. Not all -
subjects showed a transfer effect from French phonology.
Four subjects in’ part1cular (CH, J, MA, MU) showed a
strong and sustained phonologlcal colour1ng from French
throughout all of the experlment They were\sometxmes

aware of the French intrusions, as w1tnessed by comments’

. such as the following:

V:."I'm starting to speak Frenchr I:mﬁsaying un [&)!"
(1,4) B ‘ | I
CH: "C est...whoops' en po barm" (OT1)
. J: "En les panen...hold on...1'm thinking of French
now'" (0T2) | | | ' ‘
J: After producing elle for en "I'm doing French again!"
(OT4) , | | I
MA: "Est-ce en [e] frush...oht1t" (11, 1)
Lex1calbrntru51ons from French were also noted but
the1r effect was less pronoqnced than was the case for
phonologxcal carryover. Lex1cal confus1ons were mostly
caused by words in Morph wh1ch resembled French
vocabulary ‘The use of un for ‘en has already been
mentioned. As well, French vous for vo, the Morph '
’pronoun subﬁect 'you' occurred Morph ou meaning andl‘
as frequently used with its French meanlng or In

// Yy

communlcatlon exerc1ses, expre551ons such dix minutes



‘and Ja zena vere produced.
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. At the level of syntax, French had no discernable

ubeffect on Morph. Instead subjects were guided by a

, des1re to establish a one-for-one correspondance between

%

morphosyntactlc elements in Morph and in Engllsh All

sub]ects, and in partlcular the youngest ones, expressed

~ concern on a number of occasions that: Morph/had no

verbal morpheme'—ing nor an auxiliary verb to express

'past progressives. CH, the youngest learner, expressed

this in the following way:

“CH: "Is there any way.of expressing "ing" at the end of

the verb?" (I,4) : R \;
CH: "What about words like ﬁdriding" and things like
that? How do you add the "inéﬁ?" (11,2)
N o
3

Thls eoncern on the part of subjects with the
presence of an Engllsh 11ke aux111ary system was such
that- the experxmenter decided to_1nt:pducesan-
uninflected form of metsa, 'to be' to accommodate the
learners' need for English mofphololoéical equivalents.

Although forms for the variable Experiential were to

a occupy the AUX position, it was felt that more than one
‘AUX exists in English and this feature could be

‘incorporated into Morph.

In L2 acquisition studies, overgeneralization is used'to

refer to the application of an L2 rule--independently of
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L

Li--to situations in wvhich it does not apply. This

strategy is well known and has been ffequently ment ioned

' in?EL1 studies by children who create forms such as

s1nged" and "bringed". Morph was constructed in such'a
way that subjects would have the p0531b111ty of us1ng
overgenerallzat1on technxéues in three varzables'
Plural Sov, and Generatlonal
In using the five plural. categor1es, two subjects,
MU and R tried to subsume as many nouns as poss1ble in

the -en group. R quite systemat1cally,a551gned any

unknown noun to this category. By midweek, howe&er,'she
. - vy )

;yhad abandonned the -en group for unknown plural

assignment in favour of -a, which then become the

repository for unknowns. This type of strategy was"nof

‘used by the other subjects, who in general did not use

overéeneralization for Plural.

Sov presented two occasions for

. .overgenerallzatlons The only exceptlon to SOV word

order wasAdeelaratlves.wh1ch\conta1ned metsa used as the

copula 'to be' glus predicate adverbs or adjectives,'ana'

which .used SVO or Englishvword:order:

" En ta pug‘sha , metsa ul , -f,f

'The boy is happy.' ' <
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v \Close t?e door!".
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A second place where SOV word order was not used was in

negatiye and positive commands, in @hich VO word order

was used:
, .
\

Sha b’\ife en po ~ chine
i[texperl closé\the [7animj door o

i ) y

Both of.these cases were of ebecial interest to the
experimenter,‘beeause they offered the‘possibility of
determining the impact of transfer vs.
overgeneralization effects on beginning leatnere of an
L2. Taylor (1975), basing himeelf on translation tasks
performed by'learners-of Spanish;‘cleims that beginning
learners rely heav1ly on transfer, whereas intermediate
learners prefer overgenerallzatzon as a strategy. In the
exper1ment, the experlmenter\found substantial
counterev1dence to Taylor s tlalm at least as concerns
syntactlc overgeneral1zat1on. Subjects ﬁrequently
attempted to reqularize verbs wlth copula into the SOV
opattern. Overgenerallzat1on was most strongly felt in
commands where all subjects to varying degrees, and in
spite of teacher corrections, persxsted 1n u51ng OV as

the word order typical of commands. In both of these

cases, overgeneralization of a Morph rule was used even

though ohe;uould have expected them‘to-rely on the more
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familiar English order. Generational also offered the
possibility for learner 6vérgenerali;ations} in that
only forms of direct address (commands and questions)
were marked for this!/variable. Subjects frequently added
pat and teg to declarative sentehces,'and in particular
this was done in cbmmunication—tgpe activi;%es.

3.. Simplification is also a term widely used iﬂ the
literature of L2 acqguisition. This strategy wa;
exfensively'ﬁsed by students as a memory techniqug_for

remembering the rules of Morph. Several subjects did not_
concern themselves with tﬁe precise form 6f SOV. Many
verbalized the rule in the following way: "The verb is

at the end éf the gentence". The assignment of unknown
pluralé to the -en category used by two of the subjéctsfj
could alternatively be considered as a simplification
.strategy; The rule used by many subjects to form Past
was‘similarly simplified to the extent that it was

usually incorrect.

»
LY

A number of other interesting learning and
communication stategies were noted throughout the

. !
experiment. These are listed briefly below:

1. Translation

. ' S _ q
When gToducing Morph in various types of activities,
subjéczs frequently repeated after a Morph utterance its

English translation equivalent to assure comprehension.
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2. Avoidance |
This strategy was often used by subjects to avoid Plural A
number of students preferred to use long enumerations of
singular nouns such as "the boy, the girl, aﬁd the 'baby”

rather than using panen '‘children’

3. Reliance on knowledge of the world to supply answers
This strategy was best exemplified in the following exchange

in the second hour of the fourth day:

Experimenter: Tell me who this command is directed towards.
Sha bleb en po kert ('[+expl drink the [-anim] milk'). |
Valerie? - .

V: {t‘s-dirgcted towards k{d%. You'd put pat.

Experimenter: Listen to it again (repeats command).

V: Drink your milk. _5 -

Experimenter: OK "drlnk the mllk". What tells you -that it's
d1rected towards a younger per:son7 : ”
V: Because mothers don't say "drlnk your milk" to

grandparents. Sounds like someth1ng a mother would say to a

kid., .

4, Gestures

These were used extensively in skits and charades to support

and assure communication.
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5. Cognitive Elaboration
Subjects reported having made conscious associations betwéén
items in a group of plurals in order to make the group more
meaningfui._Thg two males in the experiment associated brenu
and Jewas, Morph plural forms for 'coats' and 'chairs' with
types of guns (Bren gun, Lewis gun) A nuﬁber of the -female
'subjects reported using elaborate relatlonshlps between pat
and the proper noun Pat to remember the correct form the
Experlentlal. Some used a rhymlng strategy such as "forfexas

rhyme%§with"Texas“

6. Practice

As previdusly mentioned, the most.succé55ful learners
reported practising fof as much as 30 minutes daily.
Subjects used practice as a means of remembering plural’

suffix forms.

7. Repetition - .

This technique was used extenéively by three subjects, CH,
L; and V. These thtee female subjects frequently echoed
instructor questlons, probably as a way of 1ncrea51ng
proce551ng time. About one- half of the subjects often
"tested" the plural form of a noun in productlon by
‘repeating the noun aloud in combination with_its five
possible suffixes; These subjects appeared to be accessing

their: auditory memory to find the correct noun plurals.
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8. Monitoring | C : .
Success in all of the six variables varied as a function of
the time avallable for monltorlng. In highly structured a
activities where focus was on form, subjects were able to
produce'responseslconiaining high levéls of accuraoy. In
skits, puppetsf .and charades, where focus was on
communication of a message and time for thinking about form
was greatly reduced, monitoring was more difficult. In this
1attér‘type of activity, success levels dropped '

dramatically.

9. Hypothesis testing

One subject, V, showed a remarkable pattern of hypothesis
testing in her attempts to learn SOV. Her first
"hypothesis", at least in terms of sentence creation, was
‘that SOV con51sted solely of an inversion of the prep051t10n
and its complement in an SVO sentence. She maintained
English_wordvorder, but inverted the two parts of a
prepositional phrase (i.e. The boy goes the store to). She
then rejected this hypothesis in favour of another. This
hypothesis was thatﬁa sentence in-Morph used SOV word order,
but. the prep051t10n was displaced to a position immediately
after the verb (1 e. The boy the store goes to). She flnally
found the correct form after passing through these two
previously described hypotheses. Each é? the three stages

was stable, in that all sentences contalnlng a prep051t1onal

phrase were processed in accordance with the rule in effect
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at that particular moment during the teaching week.

10. Sensory modal ities - preference for writing

A nqhber of subjects showed a marked preference for the use
" of the written form as a way of remembering lénguage
materials. The younger subjects in particular (CH, L, MA, J)
wrote down nearly everything possible during the teaching
week. The older subjects in the experiment relied less on
‘writing and more on their acoustic memory. The importance of
writing and visual memory in L2 learning has been described

by Papalia (1975) and Reipert (1976).

Predidtors of Success ijiel® MExperiment

A number'of factors oélly considered in thé
literature to be major predictors.of success in L2 learning
we}e tested in this study. Correlations of these factors
with'overall success as measgred’by the global‘score
achieved across thé’entire experiment are shown in Table
4.3. In the present study, only 6ne factor correlated with
success at the .95 level of significance: subt;st no. 4 of
the Pimsleur Language Aptitude Battery (.72). This part of
PLAB tested subjects' ability to discern grammatical
relationships sughsas s;bject and direct object ih,unknown;

foreignqlanguage materials. As well, two other factors

correlated with success at the .90 level of significance:

~

pe

years of formal French (.60) and ‘primary contact time,’ which
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’ 8
BLE 4.3 CORRELATION OF A NUMBER OF LANGUAGE FACTORS WITH

TA ‘ :

OVERALL SUCCESS IN THE EXPERIMENT

FACTORS } €« ‘ CORRELATION WITH SUCCESS
ST#4 PLAB (Language Analysis) LT2%
Years of formal French : .60
Age and Success in all '
'~ variables .57
ST#3 PLAB (Knowledde of
“English'vocabulary .56
No. obligatory occasions for
" use of a variable . . .53
Current grade in French ' J51
- Age and Success in SOV .50
' Secondary- contact time - .48 7
 Integrative Motivation, .48 )
“Age and Success in Exper. .46
Hidden Figures CF-1 ’ ' .45
Total contact time spent ’ .
in the variables o » .40
English grade , X .28
Hidden Figures CF-c .26
Current school grad&._average .21
PLAB .20
Embedded Flgures Test . -.01
-Anxiety . -.56
fPrlmary contact t1me : -.60

NOTE: #p<.05=.666; p<.10=.582; p<.20=.472

was the time during which the subjects’ attention was

focussed specxflcally on the use of a given . .varjiable through
a, B, and y exerc1ses (-‘60) The amount of time spent in
‘prlmary contact tlme'waﬁaa function of the experlmenter S

'ogﬁnion as a language teacher of how much work. was requlred

‘,.

by subjects to learn a variable. The negative COrrelatlon,V

-9

sho that the 1ower subjects scored in a varlable, the more
varlable spec1f1c work they recelved in the experlment
Conversely, the ea51er subjects found a varlable, th&-less

D

contact time theyj;ecelved.
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Ehe'experimentEr.hadVexpected,phatvthe“three
traditional predictors of successlclaimed‘by Jakobovits
(1970) to explain 86% oflvariarion in succeéss in formal
forelgn language contexts (motlvatlon and attltude = 33%;
aptitude = 33%; IQ = 20%)’would have played a larger role in
this exoerlment. However, the fact that all of the Subjects
wvere hrightl enthusiastic, and that'ﬁhey worhed hard during
the experiment to, please the experimenter probably perturbed

a varlatlon whlch mlght otherw1se have ex1sted The

methodology used to teach Morph had much in common thh thats‘“’

.of_the tradltlonal Erench classroom, where language analy51s
is developed bylmeans offa'metalanguage.-MU, the oldest and .
{nost successfulilearner‘in the experiment' Had the greatest
‘lnumber of years of contacilwirh formal French (5 years) and
as a result of this, the longest exposure to metalanguage
tnotlons and language analy51s This subject scored the
hlghest number of po1nts of all subjects in subtest no. 4 of
PLAB. Conversely,_the youngest and least successful learner
xhdin the experiment, CH, had. the second least exposure to:
Jformal study of an L2 (only two years of French) and of
course, less opportunlty for developlng abllltles in
language analys;s. CH scored the lowest number of p01nts 1n
subtest no. 4 of PLABA‘Thzs f1nd1ng would seem toO suggest
that formal learnlng of a new language is fac1l1tated by the
'development of metalanguage and language analysis techn1ques

learned in earller L2 study. As well, the length of prlor L2

exper1en¢e and the - age of the learner could affecL/Success

¢
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in formal L2 study

3

A secondary group of eight factors showed moderately

_hibh correlatlons at the .80 level of significance. These

’ 4

factors were age of the learner (.57#,vsubtest no. 3 of PLAB

- (.56), anx1ety of the learner in the L2 ‘classroom (-. 56) (in

the case of this factor, a negatlve correlation -is
indicative‘of low anxiety), the number of . obllgatory
occasions of the use of & variable (.53), current grade in

French. (.51), age of the learner and success in SOV (.50),

secondary contact time, which yas,the-opportunity for using

a variable wheh attention was focussed on other variables

A\
v .
( 48) and integratiVe motivation (.48). Certain of these

factors have been shown to contrlbute to success in L2

~

learn1ngv1n other studies (Gardner & Lambert, 1972; Naiman,

Froehlich, Stern & Todesco, 1975).

As notedoearlier, the relatively small role played in

this study by contact time for each variable is“quite

surprlslng ¢ Total contact time correlated at only .40 with

l

the overall global score. Although each of theatwo

experlmental groups of varlables recelved equal amounts of

time, there ex1sted lange~d1fferences 1n the amount of time

‘devoted to each“?ériabLe WIthln a group.'One would have

expected that success 1n a varlable would be related closely’
to the amountéaf txme»as wbli és to the number of occa51ons

for use of@a'warxable (these two factors correlated together

" at .90). In each experlmental group, the longest studied

variable was best learned (Animacy and Plural),,h@wever, in
: : . . &

4



238

bothngroups,the'variable receiving the leaét amount of
elassrdom fime vas second best 1earned (Generational and
Past). The second variable 1ntroduced in each group was the
([ one learned least well (Exper1ent1a1 and sov). Th1s would
suggest ;hat t ime devpged to a,var}able andnlts'use in
absolute terms are edt good predicters oﬁ succe;s.'dther
factors such as previous‘eontact wifﬁ L2 learning aﬁa

vknowledge.ofvmetalanguaée'which increases the "labelability“

~of a concept and:fgrm cle y§played a much greater role in
the experiment.. ‘ | '
BQth age-and‘Eex of the‘learne: played an important
role iﬁ‘the leafhing'of two variabieSe‘The two maleé in-the
experiment were the low achievers: in learhing Generational.
a@'SUECess in thjs vatiable'proﬁably erended on the | N
%ﬁ “formalization énd ongoing awareness of' age differences ,r*ﬁqg
5

e g

betweenAthe speaker end addressee in commands and questions.
Females were able to use thls conventlon correctly.

Age dlfferences played a key role in. &he ab111ty to
learn Morph. The age of ;ubjects-torrelated qu1te highly
with success in the experimeﬁt. The ydungeét learners were
the least able to‘succeed in the experiment and in

‘partlcular in varzables such as SOV and Experlentlal B
precisely because they d1d not possess the means of "
1abe111ng what was happenlqg to major constituents and to

A}

language elements.
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T - »:.’: of ' .
Pedagogical Implications of the Experiment

ey Q_} , . S
. K}
.

-

The results of this experiment have a number of
implications for the teaching of lénguages in formal
contexts.

1. Vocabulary learning

(4

The experlmenter was struck by the effectlveness 6f posted
vocabulary llStS 1n»the‘classrgom. Availability of lexical
items was a decisive factor in encouraging. early
communieation in Morph. Ail SUbiects repdrted afterlthe
‘experiment that having zords immediately,%ygilable for
sentenee creation hetped‘to develop an imﬁediate "feel" for
“the lénguage. The experiﬁém:ef was avarevthatlcomplexity and
length of sentences produced was substantlally greater than\’
was the case in other beg1nn1ng language classes, prec1sely\
because of the securlty whlch an avallabLé lexlcon afforded i
to the students. These lists also greatlyvdec:eased learﬁ%ng\
time of vocabulary items, 1in that the students used more \
,vodqgula}yvin the first'few days of the experiment than
fmiéht'otherwise haveﬁbeen the cese without.the lists. By
midweek;-few students were even bothering to look at the
;istsdfor most‘lexical‘items, since these had already been
' dhickly learned in the first few days.
A further observation on vocabulagj learning was that

. nearly all subjects reported using well developed systems of



240

b
cognitive elaboration ds a means Qf rem bering‘items in
'groups. The experimenter found that although he told the
-subjects_that'the five groups of plurals ¢ontained items
which were related by chance, manyIneVertheless.deQeloped
complex unlfylng principles to render members of a plural -
group cohesive and amenable to recall This is best shown by
the comment of MU in the second hour of the second day:

&

-

"It seems that a lot of the words in thlS group (the -en
plural group) are masculine: uncle, father, student... .
The student in beginning Lz‘ganguage classes may be
vell setved,'judéing by the experiences 1in thie.experiment,
vbymthe visual availabilityhof lexical iteﬁs in the L2. As.
vell, suggestidns égde.by the teacher as to dffferent ways
of making'éeemingly unrelated :items in a grouping more
cohesive would probably be heipful, since students will

sooner or later attempt to do this themselves.

2. Learning of Grammatical Rules

Two variahies,NSOV’and Past. offered some interesting

1n51ghts into rule learnzng Although the rules for the

formatlon of these two varlables were posted in the
Bdglassroom, they were attended to less rlgourOusly than were
;Ef;the vocabulaty lists. The'experimenter was frequently

surprised by the fact that a number of subjects had

o

efﬁkctively learned somevftule", sincevthey produced cqtrect

utterances. Yet they did so by invoking rules for usage of
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the variables which were partial rules, or simply incorrect
rules. For example, the rule which many subjects invoked| to
n

explain SOV was "the action word is always the last word"..

Similarly) the rules for Past infixing were often O

\\incorrectly cited in forms such as "You,add 'om' after the

first vowel sound"
‘This type of exper1ence in the experlment proved that
learnlng of rules involves a physical as well as a
psychologlcal component. Subjects seemed to rely heav1ly on
past phy51cal exper1ence to produce new processes and forms.
in the L2. The 1mp11cat10n of this finding is that certain n‘

rules may be remembered best as habits rather than as
.

g

° ) - . (

cognitive rules.

3. The effects of L2 on L3
This finding w;s totally:onexpected French phonology and
lexlcal items had a surpr151ngly large ‘impact on the
»learning of Morph phonology and vocabulary. The L2
literature has virtually nothing to say on_thls subject, yet
it seems reasonable to assume that all, prev1ous language
_ experlences should exert an 1nf1uence on a new language -
endeavour. The effects of French howeveér, were limited only
to phonology and the lexicon. Itwhad no 1nfluence on the - |
learn;ng of syntax in Morph, the L3. In fact, subjects
attempted a word-by-word matchinc of elements in Engljsh_

‘with those present (or more impc-ta—:ly, those not present)

~in Morph.
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This finding highiights the effects which L2
phonologies and lexicons can have on the }earning‘of L3, as
well as the lack of effect which the L2 syntax will have on

L3 .

4. Ovengeneralizatlon vs. Transfer S;mrlar vs. Different

Ih opposition to Taylor (1975) the experlmenter found many
examples of early oyergenerallzat1on in the target language
in the case of three varlables' Plural SOV, and |
Generat10na1 Two of these three varlables are encoding
process/form varlables, suggest1ng thae although 1earners‘
may prefer to match morphemes ‘on a one- by-one ba51s wlth
their L1, there is nonetheless a strong current of
kcénfdrmity with the: syntactic-ruies learmed in the new ‘L2
Ae Qeil, the experlmenter found- that in terms of memory for
the different.forms of Plural, subjects were able to
‘remember certain plural forms such as kapaa and karku
because they were dlffenent from most other plural forms, or
that nouns end1ng in a vowel were remembered because, unllke»
other nouns, they dropped final "e" when addlng a plural

suffix.

5. Age and Sex as Learning Factoﬂs

The experlment found that younger learners experlence
serlous problems in learnlng new encoding processes and
forms such as SOV. ThlS is probably as a result of the fact

that they have not yet been able to developéattal1ngu1st1c
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’ notions knichvvould help tbem to understand new syntactic
opatterns. The~concept;formation study showed also that_older
_ learners:ate better formers of concepts.than younger 
learners. Male learners were slower than females in
~acqu1r1ng ‘new culturally orlented concepts, as was shown'1n
the learnlng experiences of Generational. On the‘other hand,

males were faster learners of ianguagev}ndependent concepts

such as [+animate].

6. Semant ic Intentions vs Encoding Processes/For'ms in the
Iear-ning of an (2
The experiment has demonstrated that new and unexpected
semantic intentions and‘new and unexpected~encoding
procéSses/forms both contribute to the problems and success
in the leerning'of an L2.xIt is an 1nterest1ng observat1on
that p0551ble prxmacy effects in’ learnlng can only be
‘dlscounted in this study for the Encodlng Process category
- The poss1ble role of these effects on the learning of
' Semantic Intentions, as well as the role of recency effects
in both"experimental Fategories(fbecomes an intereéting
topic for furthef reeearch'because of_its‘pedagogical
_implications. As shown by. the variations in within-group
‘success in each of the’twolexperimental categories, it is
obvious that comprehension and reinforcement of a new ‘
semantic intention is equaily as important aS’COmprehensionf
and automatization of new and unexpected processes and forms

in an L2. Traditional L2 classes have tended to emphasize
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the "form" aspect of L2 development, usually leaving
encoding process and semantic intention consxderatzons out
of the methcdological plcture. Based on the results of this
experiment, teachers would be well advised to stress both

0

parts of the language code.
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series of actions). I want you to figure

~are examples of somethlng I am-thlnklngﬁf

Ut

e
”APPENDIX A: C?NCEPT FORMATION TASK INSTRUCTIONS

»

. Q ~ g

I am goino to show you a series of pictures (present a

telllng you what that thing is. Suppose I am thinking of
thlngs colored red, and 1 show you plcturés of dlfferent

colored ob]ects. With the flrst few plctures, you will jUSt

P

, have to guess whether the plcture represents what I am

»th1nk1ng about. After each guess, 1711 tell you' if you are’

rlqht or wrong. Before.long, you w111 see what T have in

mlndgnand when you do, answer xes 1f_the picture 1is an
' /

"example of that idea.’Let‘s,try/this'with a simple set. To

get started always answer "no" to the first

plcture...(after 901ng through set of trlangles);;.now we

will do this with a bigger set of plctures (After subject'

i

/‘.

is able to corfectij’answer all stimulus plctures) Can‘you

tell me what"l was'thihking £2
4 : ’ :



APPENDIX B: PICTURES USED IN ANIMACY TASK

\ . L AR
o . -

éi‘ ¥

s Vi

1. fruit
2._vteTeonnes
3. a ball

4. a clock

‘tlassroom
smiling woman

7. a pair of shoes

é; a.lamp

9. an office ‘ o

10. some books

11. a table

12. a.chair

13. a cat

% ) 2
@ . :
‘some growing trees

u

iq.
15, two fish

loaves of bread ,.

a school w?
. a tree in bloom
a- foct

: o i
some.bicycle% "

B N , / N
27, a set of keys

l

22.°a barking dog

[

) |
23. a car ;
24. a mountain fcene"yH
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-
o}
", ‘.
b
!
&
Qa
3
X
i
p)



25.
26.

27

28

29.

30

3.
32.
33

34
35,
36,
37,

38.

39

40.

42,

43

44 .

46
§7.
48.
49.

50.

(Y

pair of hands

[+

sitting dog

a man's head

a house

a milk bottle and gléss
an owl

a woman's head

an ear

a hand

two birds

a growing plant
different animals
a lake at sunset
lake with boats

a baby R

a walking chicken

.. flying'birds

a duck aﬁd a chicken®

a desolate landscape

a swimming fish -

.~ a group of people

2 cat\chaéing a bird
a hAhd asd finger

human eyes
ﬁwg chiidren o
a giréfe‘

some eggs

b
S¥

n

“

Ry
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b

'm"
NGZS

-

an orange tree with oranges.

!
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10.
11,
12.

13.

14

185.
16.
17.
18.
19.
20.
21,
- 22,

23,

¥

-

APPENDIX C: PICTURES USED IN GENERATIONAL TASK

young.boy walking

'slgeping baby

young children-playin§ i: a nursery

grandféther,in a rocking chair
baby in a Cradle |

toddlers sieeping

another grandfather in a rocking chair

:5-year oid eating cereal

grandmother in a rocking chair
sleeping tdddlér‘ |

Clint Eastéood

smil;ng S-year cld

two early teens

.,middie-aggd man in an office

middle-aged couple

gfgup of teens
smiling'elderiy man

three elderly golfé:s -
thfee priests

twb'elderly golférs
smiling baby

two dancing sixffear olds

young woman about 30 years cld

L




APPENDIX D: MINIGRAMMAR

p
Given: S
PS Rules
L ® '
1. S =+ NP + VP
2. NP & [[POSS ADJ]+(NUM)+(ADJ)*+N+(PL)+(PP)*
ART. (a
PRON
3. ART » (DEF |
’ | Iﬁbzf} -

"N = {N anim}
N inan

PRON + \P anim] ‘
P inan

VP + [AUX exp+|NP+(DAT+NP) [+(PP)#+|V t|+(PAST)

g - . Vi . . '
L . ’ L : \’ . . . e ‘/
| COP+(PAST)+PRED o %
P aun i l&
, _ .
+ (Adv) + (PRT gen) + (Q) + (NEG)
free word order
PRED = NP | ° _ : T
w3l TR ”
o e ] el
PP + PREP.+ NP. | _ga' o
o B 1 . w,
~ ® = 5 °\ e ”?" ° i iA




Lexicon

NUM

N inan-

~GPoup'4 seel, sark, firk, kapa.

256

den, boun, ta‘lp, f!pe, fracid

en |

@/ X + PL

den/'glsewhere

poist; blee, . kansa, stith, coif, lant, boka, zul,
acate, fa, shgq;'stot, beme,»kithe, égs, ﬁenk,
visel, paf, iéé%;‘shimp, nin, ver -
Group 1 brock, pug, snirt, p;n, galp, figee, bab,
tect, thedé, threap, onfang. y
Group 2 langle, letch, frush, nak, ousel.

Group 3,l?§k' mell, glother, pite, dag{t, nim.

-

- Group 5 ped, flam, clow, zena, faunt; frith,

catso.
Group 1 nifle, nifly, cass, dess, affy, mozi, t1,
rame, shab. -

Group 2 hérn, ruth, stym, kittle, geck, bever,

‘nesh, fax, gabi, het Ngouk, kert, daff, orth, nad,

wan, mo, stent, pribble, reft, roose.
- s } .

AGFOUD 3 shard, forfex, lew, feak, sokan, sal,

thring, sik.

i s

GPoUp‘4 boist, snudge, bace, toze, ferd, fust,

‘ban, abster, bawn, spack.

Group 5 caf, bren, barm, chiné, biey, blonk, tori,

kibe sicker, mert, kark, marcid.
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P anim = yo, vo, lo, so, ho; sho; yom, vom, lom, som, nom,
shom, | |

P inam = ro, sho; rom, shom,

\Y t< é.gast, gib, secal, arain, alan, thonk, ﬁar, blate;
nudale, pash, pind, tozal, bleb, pun;f’nis, mok,

' ;dbés, seron, shenk, purfle, furnage, feeze,
£1urch,’himal,ashardal, té, twire, furca, §ullo,

" thedal, geen, sikal, g;t, mulaﬁ, odam, kot, fadge,
orthal,‘

Vi x'seéal, frim, sneck, barat, abarat, fouch, fike,
fqit,.hova, ke, seld, turb, mird, plash, slade,
harv, aharv, sneap, caple. |

cop - méqsq' | |

PREP = ko, bat, pum, ma, bo, mut, fen, nat, tab, adure.

. y _ ’

Q = ag

NEG = sen | é

PRT gen = pat, teg

. AUX exp = sha, nog
. DAT = nat, pum _

POSS ) | é@«d

ADJ = ya, va, la, sa, ra, na, sha

T-Rules

T1 (opt.) IMPERATIVE FORM

. ‘ 6
When the first NP = vo, ‘delete the gitst NP,
° A

"y !

5

P .
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T2 ~ ANIMACY MARKING
When a N anim or a P anim occurs, insert ta before that

N or P.

When a.-N inam of a P inam occurs, insert po before thét
N or P. v
T3  (opt.) ADVERB FRONT SHIQT;NG ‘
when a verb is folloﬁed.by Adv, place Adv in

~ sentence-initial position.

Morphophonemic Rules

M1 PAST FORMATION
| To {orm the PAST of a verb, make the following change: {“‘;/

#(C)(CIVE » #(C) (C)aVmVE |
'Rule$ M2 to M6 invoIQé formation of PLURAL

i . 43
M2 Group 1 noun + PL = Noun + [-en] '

+

M3 Group 2 noun + PL = Noun [-3z])/ [+sib]—
[-s]/ [-voice]l— - oy

[-z)]/ [+voice]—

+

M4  Group 3 noun + PL = Noun [-as]
M5 Group 4 noun + PL = Noun + [-a]

[-u)

+

M6 . Group 5 noun + PL = Noun




APPENDIX E: LEXICAL ITEMS OF MORPH

* NOUNS
NOTE: The plural éf:éach nouﬁ is indicated in parentheses
after the singular form. |
1. . answer- hern’(s)
2. aunt- brock (en)
i. baby- lask (as)-
4. Dball- boist (a)
5. bed- nifle (en)
6. bedroom- nifly (en)
7. bicycle- cass (en)
8. bird- mell (as)
3. body- ped (u) .
10. béoijshard (as)
11. boy- pug (en) |
12. bread- ruth (s)
3. brotber; gloéhen (as)
14. bus- snudge (a)
15. cateteria- caf (u)
16. candy- 5tuﬁ (s)
17. car~- forfex (as)
18, cat- snirt (en)
19, ceiling- bace (a)
20. chair- lew (asf
21. child- ﬁan (en)
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22.

23.
24.
25.
26.
27.

28.

29.
30.
31,
32.
33.
34.
35,
36.
37.
38.
39.
40.
a1,
42,
43,
44.
45,

46.

. 47.

48.

classroom- dess (en)

clock- feak (as)

!

clothes- affy(en),

coat- brén (u) \
cousin- seel (a)

cup- barm (u)

daughter- sark (a) ' @‘

desk- kittle (s)
dog- langle (s)
door- éhine (u)
dress- toze (a)-
drink- bley (u)
ear- firk (a)
eye- flam (u)
father- galp (en)
finger- clow ()

fire- geck (s)

“floor- blonk (u)

flower- piﬁe (és)'
friena-'kapa (a)'
food; bever (s)
fruit- sokan (as)
fun- nesh (s)
gafage— fax (s)
garden- gabi (s)

girl- zena.(u)

‘grass- letch (s) | ' ‘ gg,:
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49.
50.
51.
52.
53.
54,
55,
56.

57

58.
59.
60.
61.
62.
63.
64.
65.
66.
67.
68.
69.
70.

71,

72.

73

74.

75.

2

hair- faunt(u)

‘hand- figee (en)

LY

house- tori (u)
homéwork- het (s)
jeans- ferd(a)
lamﬁ-ﬁfust (a)
letter- rouk (s)

light- kibe (u)

.'ﬁén- frﬁsh (s)

meal- mozi (en)
miik- kert” (s)
money- daff (s)
mother- nak (s)
mouth- bab (en)
nose- dagit (as)
office- sicker (u)
pencii— orth (s)
beople— gar
plant-rnlm (as)
present (gift)- ban (s)
question- abster (a)
rain- nad (s)

fing- sal (as)

road- bawn (a)

.,sandwlch- mert (u)

school- ti (en)

shirt- wan (s)




DN

76. shoe- kark (u)

77. sidewalk- mo &s)

78. sister- £rith’(%0» -
79. snow- stent (s)

80. son- tec® (en)”

81. stairs- marcid(u)

82. store- thring.(as)

83. student- thede (en)

84. table- spack (a)

85. teacher- catso (u)

86. telephone- sik (as) ‘

87. telgyision, computer- rame (en)

88, toys pribble (s)

"89.wtfééﬁ-threap (en)

90.;pncié; anang (en)

91, water~ reft (s)

N
.. 92. window- shab (en)
o o e W ‘ ! A
“ 93, woman~ ousel (s)
- >y L ;
5 94i, wall- Troose (§) -
P £ o L 1
B A
Wl . _,'.; A
4y oL '-i
1. ask-' gast! ‘ ;

,ii, bring; gig"

3. bukn- secal
4. buy- arain

5. call- alan
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v

BRI

'

- )

Q&‘

P

22

24,

25,

28,

)

T

6.

T

8.

1_9:

10

Y1,

12.
13,

14,

181

19.
20.

21.

23.

& 26

27

29,

30.
31,

32,

cook- pash SN

fi ht—imék“
11gnt F

‘go down- abarat =
have- ‘purfle ¢ ¢

be. (is, am, ar€)- metsa

live- fike'r |

éatchf thonk
chaéé-.par‘
clbse— blate

climb- nuddle

.. come- frim

cut-fpiﬁd
dress= tozal.

drink- bleb =

drive- puna AR L

J

.-eat- nis. , s

Zo

Y

. "\
) - W
. \ :
w . . e

ao-,dbss
fly- Seron., - e

give- shenk -

go- sneck

‘go up- barat

hit-.furnage - -W-' et T
- “"‘:;. . ) ‘.*. ’ . ‘('
listgn‘(to)f“fOUCh"}f-

e o g R .

look;\foltfi ? .”

make- feeze:

open- flurch/

R
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33;iplantf n{mal ‘ L l _fv M  s o /
. 34, read- sh;r@él 5:' “ L - | R | ;
35, ride- ta

: 36. roll- twire . K

 ;}ﬂ #un—'ke |

58;‘sdyj‘furca | . v.' o :" \

39. see- pullo I o

40, sleep- seld - - o L' ’

41;Aput on~ turb

42. speak- mird ’ B s . mi;l >:ﬁ,“

435 sfudyf thedal1
44;vtake—,geenﬂ |
45, t.a'lk'-;,,pl_ash ) o ) » - _"‘ . niT
‘;6.‘te;epﬁoﬁef sﬁkal o R Q

47f.§§ﬁn5;{slade | |
48t‘€ufﬁ.on~ harv

'49 turn off— aharv C
50. thrqy gat%&ﬁifgl* - 3&5 3% . @?f

[ 51: use-’mulat P

52.'visit- odam -
53. walk- snéap

54, want- kot
CTe \
55. wear= fad

- 56, work- céple

o

57. write- orthal L {_' Q » o

@ g B
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./,’ ‘,
ADJECTIVES /

bad-'po]&t
big- blee

lack- kansa

1.

10.
11,
12,

13.

'y

15,

23.
24.

25.

/

/
!

blue- 'stith
first- -coif

good-\ngt

.green- Boka

happy- zul
last- acate
little- fa
new- Sheg

old- stot

other- beme

red- kithe '

sick— gos

silly- henk
small- visel

. . SO
sitting, seated- paf

1

thapfygoSh-

this- shimp

whitef'nin

young- ver

Possessive adjectives
my- ya - | |

;YOU;—‘vai‘

his—'%a

R
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26.

27.
28.
29.

30
31.
32.
33,

34.

her- sa
its--ra
our- na
their- sha

Numerals

.- one- den

two- boun

three- talk

four=- ,frapel

five- fracid

ADVERBS

1.

2.

3.
4.
5.,
6.

also- ab

o

.a lot- dop.

here- shftg,

* ‘much-srixle

no (NEG)- sen

poorly- caxon

7.+ slowly- ter

8.

9.
10.

11, yesterday-afleam

today- acore,

' -
~'there~ ret

well- flabel

N}

e

o
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QUESTION WORDS
. ‘who- das
2. which- dan
3. why- dap
4. wheré4 Hag
5. when- dat
6. what- dal

7. how- gotdh ’

PREPOSIT IONS

*M?‘ fo o
g h Y 4 .

2.,'d9wn-~béiﬁ
3.  for- pum
4. erm—“ma
5. in- bo
6."on-‘mut

. 7. 1of- fen

- 8. to- nat

9. up- tab

CONJUNCTIVES
1.' and- ou
'2: bﬁt— san

3. ,becéuse- t(s

£ -

<10, with- adure‘

e
12 d
:
(
ra
?
£ 2
‘(.‘p‘(‘" ¢
\:Nw;'* Y
Ty
e
& ‘V\J’i i
U
N
CAL
™
4
<&
O
“
1
ke
)
.
»

0
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PRONOUNS
Sub ject
1. I?'yo
2. yéh~ V.0
3. héﬁ lo y,
4. she- so
,5.‘ ve- no
6. it- to
7. they- sho
" Object
8. me- yom¥
<9 You- W
10. him- lom 
1. her- som

12, it- rom
e .

%13 .% us- nom

14. them- shom

8

MISCELLANEOUS

1. question word- ag

R S :
Hﬂ%hg@U§&p¥SffgIat
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4. Word order in sentences:

PR

"APPENDIX F: SIX RULES FOR MORPH

>
kY

i

These rules wvere posted on the wall of the claserOm dur1ng

T teachlng sess1ons, but were ‘not avallable to sub)ects durln@

testlng. o : - : h)gm- e
' . : -L‘ M «-'>?\~

1. "Ta anﬂ po (living vs. noqéliving) are attached ;éia;;ﬁ
| nouns and pronouns

2. Plurals- there ‘are flve classeS' -en, -as, -a, -Uy'-shw'

3.1 Sha and nop (experxenced vS. non—emperlenced) ‘are used

to indicate whether what . is descvﬁ%hﬁ is, or has been

;‘Jﬁhvery recently exper1enced v1th thqrsenses by the speaker

as in point (4) below Sha means tHQt the speaker is:

., - actually seelng, hear1ng, “feeligg, touchlng, tastlng @r

sy
thlnks that somethlng 1s or was taking ﬁ&ace, ut wasn't

Y

phy51ca;ly a part of the event .,

smellmg t}”,, event 1nvolved Nop means that ‘speaker

, ‘ ' ' ' b/
Example: En ta pug en po boist sha gat o
. . . .ﬂ‘"

+ *t ot
0 e

) [
- DOER “KTHING %SNE ACTION EXPERIENCED
'The boy throws ‘the ball'
5. Past tense- is formed by . repeat1ng the vowel sound of

the flrst vowel addlng 'm', and plac1ng the‘%owel and -

‘before the flrst vowel in the verb. For example-

\ than (vc‘}atch)— thomonk; shenk (glveé _.she_menk,

R 11

.
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“Blanl'(call).- amalan.
6;. Pat and teg are used to show that the}pe?son spoken to
is younger or older than the speaker.‘Ndfhing is used if
the speaker aﬁd,p&réon addressed a?ecof the_sahe
apprdximate age. Pat is used.to retegéiéyypﬁngqﬁ
.persons7ﬂ?eg re:%rs to older pérson$} B§ih‘§rg used only
in commands Snd,questions, and are alwaysvat the end of
“the ﬁentence.*k - ] ’ |

U . <
S Y . + ’
VERB- EXP' ‘EXPERI ENCER' AGE DE,_S_I?_GNATOR
"Throw the ball!' A «
: 7 L ﬁ, ’ s g ‘ o L i ‘-.:5@‘,.”&3 e

e o
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PSS p ic t u ); Q, ). %’{'i

APPENDIX G: TRANSCRIPTION OF A SAMPLE LESSON

TRANSCRIPTION OF DAY 3, HOUR 4 (42 MINUTES)

F: SHannog,.what is the plural of this...'a book'?

aﬂarden, snandas.

F: (YGPGQQSNShanaS twice). There‘s more than one here,

*

“hﬁﬁﬁ s "it, Lys? (1n61cating a group of people

5 S

b
¥

L: orthw“&fa gar.
F: OK,. ‘g’ggPlural of ‘bus' Valerie?

e

Fi. (reﬁtﬁts) ThlS one, Maureen?

g

M\é.en ta feakas [flkas] ,
‘?; i ha;.wxll be po feakas [flkzs] This one, Stacey?

B —.'.“ b "} .

,'ziiglngﬁﬁat;nq some food in a plcture)

e . ¥

) }

B

in a"!

ST beven.,‘xw SR o .
U{ ~ 'L\J& [ ' ]
‘OK, but use thé word 'lunch'. : ’ : _

; 3; ,ST en po agamy ..oh' kibes.
Vi -kibu . o v 1‘; ’ -
, F: Right. How about ‘this one7 Lys? (showing a picture of
some womef) r. ~

_L:-fen‘ta ouséls.;

"F{ .That's'fight;v;The ﬁeet{, Rébécca?

R: sokanen B

F: No. a ‘

2\7 1 A h ¢

-
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”SH: sokanas. o
Fi That}s right, sokanas. Non.'shoes, Jenniger?
J: karka; |

F: pr, Maureen?

MA: karku. -

_F: That“éait, karky. Two balls, Vaierie?
vf‘[po_béista. o '

F:. That's gigbt (repeﬁts above answer). ‘Theﬁspys', Chary?

ipj

' CH: Pripble. °

F: Pribbles,(repeaté). 1f we had more than one dgg}
7Shahnon? | ' |

;ﬁH: Langles.

’?Ff jRibht, langles. 'Trees', Murray?

e °
" MU: Threapen. -

B Threapen. 'The beds', Shannon?

™ - H

- oo s 'A.F;v, N
SH: NiFTyen.

”.JF:J Thaﬁ;éff:%érooms'. L T |
SH: Nifly. SRR R 7
F: P nifleq.,Now 'bedrooms', Maureen? \
MA:'NTE»yen. ,
F: Right, niffyen. The‘plural af san@wich, Lys? ‘
L: En po mertes, [martas].
F: No: Rebegca? o . N N
R: merta. '”
F: No...Maureen? . “

MA: En po.merten.’

F: No. Shannon?



[MU §dys in the background 'Texas', like 'yexas'.ﬂ{

273
) ' g
SH: En po mertu.
F: (Repeats twice) 'The cats', Murray? O
MU: En ta snirten. ') :
F: (repeats) What about television sets, Stacey?
ST: Rame...po ramen . | #
F: Right. wﬁa{ about these babies? Jennifer?
J: Laskas.
F: OK. Let's consider them to be children, Lys?
L: Ta panen. | L
Fi, Two of these[ Maureen? (showing a pictyre of th cups)
MAi En. po ‘barmu. | A
F: ' Right. 'Letters’, Lys?
“L? Po roukes [rukas]. |
F: No.
A
R: ﬁ..Rouken. ; . 4 @ s .
‘F:  No, “
R: Rouka. | T TR
F: Sh on, what;s left?
SH: Rouks.“
"F:u'It‘s,Poqfs (repeatg twice Tofe). 'Chairs', Chary?
. CH Lewas. - v |
F: That's'po Jewas. What's ‘this one, Stacey? .
ST: Forfexen. 5
‘ \
F: What's the plgzal of po Forfexé
v: Po forfexas. ’{ 0 ‘
- F: ({repeats) o

*

/

/
i - .
) - g (o
» : !



b n

These are two brothers: What is it Charf?

L )

Glotheren

I1t's not glotheren. B

I know it...en ta glotheraé [gloBaras] |

It's glotheras [gl:ﬂarzé] (repeats). A c;uple of these

birds, Chary? | R
Mellas. _ | | ‘
OK, té mellas. ;Jeans', Shannon? _ '.. , o
Firda. | |
b(fepeats using po) These are lamps...Jennifer?

: * Fusta.

That's right; po fusta. 'Dresses’, Lys?v

Po tozen. o ol

No, it's not tozén; Shannon? ‘ : \b'
Toza. - . B o ’ i | \

It's toza, po toza.“{Roads'L'qureen?
: Po bawnu. . S
Qp...Valerie?

Bawna. ° pe
: /

It's po bawna (repeats). A bungch of lights, Rebecca?

anmyaa | | . e

W

Right (repeats twice). How about 'ceilings', Rebecca?

H

Baca.r.or... “|

That's right (repeats twi¢%). How aboutksoﬁe bicyéles?

> . . b L] Y

Casses. T Q

That's cassen (repeats t‘yce) We haye some ‘wit

.7,- S

here.. .ghannon"QM R T R . o é«
’ e ‘ l# "‘f _.;' . }/h;‘ ':’: ‘,.\/ *’ o .1 s d * w
: 4



SH: Sharda. 4
'ﬂ\f{, No, it has to be shab.
tﬁHifSﬁabés [S=baz], ‘
- F: VNO, not shabes (pronounced as ‘above). Chary?
CH: Shaba.
F: Not shaba...Maureen?
- MA: Shabu. j
F: No. Rebeé;a?‘
&;"Sh@ben.
Fi.lt's n.
'MA: That tAymes ‘with 'cabin'.
\ ?: fMouthsf, Lys?
.L: En ?“t;?f.‘.babs.
F: ,It'gﬂbaben (repeats). This: Maureen? (indicatiné a
"picture of some. buses) o | |
MA: E n po snudga » .
'§¥ nght What about 'studenti'; Rebecca?
R: En po theda [®ids]. |
F: Ta... ‘ - . i “y
'R: Thedes (0idss], thedu, theden.
. F:. Thedgn. Tw& cafeteﬁiés,'yaureenz e
. MA; Céfu; . , . .
F:“\Right; pO~Cafu.hTwo sto:eé} Chary? *
:‘CH Thmnga. . o RS R
4’: .f‘ yJeuldn t Be. fhp;;‘ngafgrﬂfm?? b e L il
‘33“ ) Va Thnings.. no thpl‘hg,as [zs]‘ \ e
P (repeats twice using po) ‘C;othes , Stacey?

275 -
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ST: Affyen. o
F: RightsﬂrspeatS).'ghaiasgggz this, M&Qfséhg (showing a
| pictures of two éjes) .
MA:‘FIamS. ﬁi |

F: Ta flamu (repeats) 'Body', Lys? j
L En ta peds.
F: Nq...Rebecca?
R: Per. |
F: Right (repéats twice). What have we learned today about

our language? Maureen?

MA: Sha means that you can hear it, see it, smell it, and

dop means that you can't see it or anything. ‘.;
, ‘ -
F: Was it dop?
CH: Nop! *
F: What does nop mean again? i | ' ~‘_,,,,i-\g\Lﬂ
MA:VYog can't prove that...you think you;.. You can't see

it, or smell it, or taste it. |
F: 1'd like to tryiSbme skits. I'm going to give yodﬂfive'
minutes and I'd like you to come up with something., .-

Think'of a situation...there“will'be two of yduﬁ and

o

you ‘11l be talklng to one another You'll say somethlng |
!
to one Bnother qu&‘xﬁers I'd like you to ﬁry to ”

follow what s be1ng sa1d Break . into pairs, develbp your

#

skit -as fast as you can ,_uerk out the bare outlines of
what you re 901ng to be saylng, and then let's see whdi
h. u(" i ' N B S

i P :
P “%ou can do w1th 1t o 'S

MU: Ca® we read it, or do we have to memorize”it?



