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= ABSTRACT .

s 4

The pugFose of this thesis w&s threefold. First, the
dynamics of firs* and second lagguage acquisition  from a
developmental, ps chological and semantic perspective were
examinede Secéndly; the thesis presented, from the Felqvant
11fernture, an analytical fn;mework within whlcﬁ the role

" of cogh tes\ in second languogé acqulisition was assessedes
Finally, Jthe development of a cogna te lnstructidnai unit
was dlscuséed and accompanied by an analysis cof thghresults

of empirical studies designed to tesf the efficiency of

“that approacp in French second language acquisitione.

The .thebries of develaopmental psychologists like
Werner and Kaptan (1952, 1963), Plaget (1955, 1969), and
. l l’ )

Vygotsky ( 1962) served as refererice for an examlnatio;\}f a

child's first language acquisition and in partlcular, the
process of word meaning acquisition. The dynamics of first

¢ language acquisition Jere examined using the communication

° -

model discussed by Werner and Kaplan (1963) which relates
the addressor, addresgee, symboi and referent to the

‘—_—*‘“ﬁigtaﬁéiaiiﬁﬂ*‘ﬁrbtcsﬁ;*“Thv*—ﬁistunptatfvn‘-xnwnﬂﬂﬂrTﬂdnthr_-*‘
I

first language acquisition and the processlof word meaqing

acqhisition were compared with seccnd language studye. A

. » o ., .
reciprocal relationship between first and second language-

sfudy was sugéested; that is, with second languageklenrnlng
the dlstanciatiqn .process of word and sentence, sound and

ilitated in the

-

meanlhg, and symbol and referent may be fac

~ v

~ D



|
first languayge. .[t wat suggested. that a complementary
relationship exists be?ween first and second language study
Qhen knowledge of the 1irs¥ language aids in learning a
second and related language. A bilingual language model was
construc ted to illustrate the_(relatlonshlp between the
language compon¢§ts, phonoloygy, syntax an&l lexicon. The

model wa s used in an attempt to ‘demonstrate that, by

acquiring and integrating cdnpepts , for which* no

b}

v

counterparts are available in the first language, the
semantic aspects of words of a bilingual pr' multilingual

individual mnyk bec ome modified 'and‘ unlike those of any

\\\\\Enlllngual persone . 3

The appropriate age fof'cogﬁate study was suggested by
examining Iearnex'characteristics,‘Claparéde's luwband the
nature of the' English—-French cogna tes (HBammer & Monod,
1976). Two separafé studies, one'wlth fifsf year university
French students. and one with gr;de ten studenté were
conducted, in order Ato. determine whether the study of
French by Anglophones can be facllltated»and ;éceleréted by
the psg‘”qf .cogn;tes. An English—-French cognate. unit,
presenting a systematic expésition of”cognntes;.served as
the experiméntal‘1reat;enfi With an English reading test)by
Jewell and a French standardized readipé’ test, the NLA
test, Form LA (pretest) and LB (posftest) the corfelation

) ’ ) LN . ,
coefficients between the testsiﬂere_calculated as well as

the mean differences for ' tre cohfrol and” experimental

groups.‘The observed correlation coefficientg of the -tests

—

) - vi
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o
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French

|

varied from low to statistically gignificant ones. The mean
, I i

M . |
differences did not reach statié%ical‘significance al though

I N ‘
the experimental ZTroupes obtained asmhigher mean. When the
| I .

‘ |
‘replhced with « ~cognate

wa e

ML:-A reading test

'

the WCRT | 1, a statistically

lns;rumenf,v
g ; Co
ean for th@ é#perlmentul group . was

slgnificant higher m
. i ’

measyring

found.
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Chapter I
THE PRCBLEM

Introduction

- Thg relatlve ease of  rapid trunsportgtion and
communication, due to modern technoloygy, entails a greafer
reed for sec ond ianguage acquisition, sl nce tanguage
barriers may be a,dlsa&vahta?e on interperv . ional, social,

v \
political, economic and scientiflc-ground « Unfortunately,
the ease with which contnét with differe;t language groups
is possible is not ma tched by equal facili£§ oflsecond
language acquisitibn; too often there exists a great

discrepancy between the amount of time spent on second

language study and the proficiency attainede.

Amopg the various approaches in second language
teaching and the research wtich surrounds ity efforts have

been directed towards research on several - mnemonic

techniques for learning second language vocabulary: . Bower

(1970) analyzed the loci mettod as a mnemonic device; ott,
ButLer,<;B,ake and Ball (19873) investigated the effect of
interaét ve 1m§ge elaboration on the acquisition of ~ second
language - vocabulary; And Atkinson (1975) suggested a

mnemonic keyword me thod.

. L
As Increasing numbers of individuals need or wish' to

Learn a second language while employed, developing an

e

efficient method becomes of P rémount lmportancé. A primary
A .
\

objective in new methods of earning a second language must

\



R . \ > 2
n ) ‘

be to decrease the ratio of the time expenﬁed to the

proficiency attalned. Incrensed‘efflcichcy of method will
. B . o

not ohly attract more students to Llanguage learning, nhdt

will also minimize the expen%lture of time. and money
. . /
-involved. _ ! . /

!

The Michel Thomas Language Center (19876) qdve?tiSGd

that in an introductory coursé in Spanish or French of
twenty to twenty-—~five hours in length, "gstudents achieve
functional proflclércy in speaking and reading in"the

present tense, "and ,have a working vocabulary . of 24,000

words." In ‘a basic proficiency course, lasting fifty to

fifty—five hours, "studante achieve functional > proticiency

4
A —_

in speaklng, reading and writing in the five most'commonly
,

used verb tenses: gresent, past, futurey condi tional and

imperdtive. They will have a working vocabulary of 3,000 _

words",

v
+

In comparison with the Michel Thomas language. program
the Curriculum Guide for Fr%nch.(1974) for the Province of
L

Alberta proposes the learning of PO passive and 300.

act?ve words for level one" ( 21). This cannot be
neéessarily equated with a schopl Year as a §chool .year
amoﬁnts to sixty héurs of French instruction for elementary
pupils, seventy -hogrs for junior high school students And

one—hundred—and—twegty-five hours for senior high school

students in the Edmoﬁton Public Sc¢hool Systeme.

~ . -

The discrepancy of éuggested achievement %n school



i

—

o
v .
languagé learnipéjand the Nichel Thof&s me thod may not 'be

completely explained by 1hé conditions and characteristics
of the learner in two different situations. The "Michel

Thomas method 1is ké effect a cognate approach to the study

.
K

of interrela ted languages like English, French and Spanishe.

Michel Thomas relies on two rules .ln his method 'of
instruction: lFirst, the learner has to be put at ease, for
too much anxiety can éripple learning..Secoﬁd, it is not
the student but the te;cher who is responsible tor ensuring
that learning occurs.'lt 1s promised thnt/no memorization,
no learning by rotey, no drill, no textbooks ;nd no home

° : .
work are necessary, and that useable language proficiency

is achieved within a ver& short timee.

Nl
s

. ) o .
This claim that functional proficiency in a second

s . .
language may be attained within twenty-five tb fifty-five
hours may be valid, it one no tes that the Fnglish and

Frenciy luanguages share approximately 11,000 words (Hammer &

Monod, 13876) and the English and .Spanish languages

e

approximate’. 4,000 (Nunn & Van Scroy, 1949). The Llearner
is taught relatively little new information but rather how

to apply knowledge of his first 16nguhge to a second and

related language. Thuz. .7 the cognate approach is a viable

economic private enterpr!.=. it should be possible to
facilitate second languaee learning of related languages in

a school settinge.

To determine whether o. ~c i1se of cognates as a



vocabulary acquisition device in second language learning
ig feasible, " literature relating to cognate study was
revléwed. To understancd and improve .knowledge of and
anility to éccelerate French second kangu&ge acquisition by
English—speaklng indivlduals} a theoretical framework for
the cognate appbquch is proposed. The rationale on wﬁicﬁ an
EngL}sh—F?enchg cognate uni t has veen constructed ‘is

/

expldined.

“ﬁ There are three basic areas. of agreement among the
researchers gdvocatlng the use of cbggates as a, device for’
learning to read a second language. First, written
r;éognition of cognates 1Is not hampered by pronunciatione.

Second, vocabularies are learned in a linguistic  context

the specific phade of meaning of the cognate word 1is

illuminated in a linguilistic context. F tly, reading

requires a greater Knowledge 'qf: vogabulary since word

selection in readiﬁg is _1ndependent‘ of the reader. At

present, . however, statistical studies which actually

~

o

confirm these claims are few.

1 ]

Purpose of the Study

The purposes of this study are: first,‘to develép an

analytical framework for the cognate approach in second
e hl .

language teaching and learning; secondy to design an

English~-French - cogna te unit based on the proposed

rationale; and third, to assess the efficiency of the



5

cognate unit using a French standardized reading tegst.

Statement of the Problem

There is a need to consider whether the study of
' [}

French by Angloprhones can be facilitated and accelerated by

the use of cognates. .“
Detinition of Terms

For the purpose of thisr study the following
definitions will apply:
. i Vs ‘
Copnates ! words that are identical’dr similar in spelling

and meaning in two or more languages regﬁrdless of origine.

9

Cognition : any mental or emotional operation by which we
become awafe of objects, of tﬁbughts aBd/or perception;
Eiiigiﬁnsx M the ability to achieve the desired language
compe tency yith a minimum time expenditure.

Irapnsfer : the application”of'English knowLedge where it is

appropriate to French second language acquisition.
Nexative Transfer : the use of indppropriate elements of
one language while speaking or writing the othgr.

Anglgghgng : an individual whose dominant language is "~

English.
. —_ :
Distanciastion E:gges§' < with respect to the symbolic /7
vehicle ‘refers %o the differenfiatlon”between words and //
)
sentencgs, sdund and meaning and symbol and referent. /

AWQ:d': The definition by M. Neillet . quoted in Webster's .

1l be adopted. According to Meillet "a

Dictionary (1



word is8 the result of the association of a Kiven meaning

with a given combina tion of soundsy capable of a glven

|

grammatical use", L;—\\vfé L

Denotation : the object or objective event designated by a
worde.

: !
tonnotatigpn  the multiple denotative meanings of words; or

the aspect of meaning which is sugeestive of the emotional

¥
~

content of a word.
Concept : an -idea which <combines severa l élements from
different sources or a group of percepfions ihto a single
notion mediatéd by words of a given language. .
Context : the part 5;\parts of a discourse precedfngv or
following a text, a passage,A or a word which is so
intimately assoclated with it as to throw light u?on its
meaninge.
Lexicon : the vocaﬁulhry T of a language as distinguished
from 1ﬁs graﬁmar or phoﬁology.

t'og ! the process by which words come to acquire
meanlnés' relatively igdependent of gpecific, concrete
contexts of Application (Werner & Kaplan, 13963: 190).
Syncretism : a subjective é}nthes%s, nqt presupposing
analysise. .
Suided Learnipng : the process of arriving at a solution,

concept, “or principle with guidance but without being told

the solutione.



Delimitations

1) The theoretical framework ic delimited by the gources

used.

2) The theoretical Fframework of the study deals with the

‘

distanciation betwegn the persan gnd the symbolic vehicle
(languayge), ratuer than thé distanciation between the
indivlduﬁl and the obJect,bor the_distanclatlon be{:;eh the
selt as the‘subject and self as the objecte.

3) The study is &elimlted to second language learning in a
scgool settinge ~

4) The treatment is restricted fo Athe . vocabulary and
syntactic components of readinge.

5) The Cog;ate approach is not a methodology by itgelf.
Ra ther, it ié an.appréach trat was tested in conjunction

with an existing teachihg methodology.

6) The study is restricted to a.limited time period.

»

’

Limitations

1) The short +time span of the study constitutes one
limitation. |

2) .The teachers, who :participated in the cognate study,
were not randomly selected, rather, they ?olunteered..
S)VThe individual students were not randoﬁly assigned to
the control or exper1MQntai E&roupe. ngever, intact‘qlasses

were randomly assigned to the control and experimental



condiltion.

=

4) Differences 1n' | G Qe y Interestg and socio—ecqnomic

status of the students were not controllede. "

y
5) There may exist in the experimental pPhaseg a possible

¥

interference of the regular French instruction with the

-

'experimental instruction.

¢) The results of the experimental testing are dependent on

the validity of the standaraized tests used as cognate
. .

measuring Instrumentse.

7) In second Llanguage learning, the attitudes of the

learner towards the language studied mav determine to a

large extent the success or failure of the program. It is

possible that the learner may refuse to rely on transfer

between two languages because of fear of confusion in his
attempt to decipher French using the cognate approache Ir

the learner attempts to keep his jwo“&anguages as separate

v

v

as possible, transfer may be inhibited. Thus, the
Individual's learning sStrategy may be a possible obstacle
-

to cognate usage.

Organization of the Study

In the second chapter the psychological and linguistic

foundations of three methodologies in second language

teaching are highlighted. A child's first language
acquisition is examined from a devélopmental perspective.‘
The theories of Werner and Kaplan (1952,11963),»P1aget

(1855, 196S), and Vygostky (1962) serve as reference for

<



this exanfination. In chapter three the implications of

thelir theories for second language teaching and learning

\

are examlned} possible consequences of a reciprocal and a
complemehtory relationship hetween first and second
language learning are examined; the chapter concludes with

the exposition of a bilingual language model. Chapter four

reviews literature dealing with English~-French cognates and

is subdivided into sections describing "deceptive'" cognates

and‘ the 'USe of "good" cognates in second language
ﬁcquisltion. In chapter five the reasons for constructlng
an English—Fremch cogna te unlf, the appror-iate age levels
for cognate study and the theoreticul and tested objectives
of the Eggilsh;Frenéh cognate unit’ are presentéd. In
chapter six the findings of the experiments testing the

possible efficiency of the English—French cognate unit are

presented, ahalyzed and discussede. The seventh chapter

contains the summary, implications and suggestions for
. \\
AN

further researche.



Chapter I1
METHCDOLOGIES IN SECOND LANGUAGE TEACHING AND THE

CYNAMICS OF FIRST LANGUAGE NCQUISITICN

"

In order to gain the ‘berspectlvo r;éﬁired for
developing an analytical framewo;k for the cognate
approach, a brietf reyiew of threé mgthodologles in second
language teaching anq learndang. is presented and their
psycholégical ‘And linguistic ioﬁhdutions are highlighteds.
The theories of the éevelopméntal psychologists Werner and
Kaplan (1852, 1963), Plaget. (l9SSﬁ 1969) and Vygotsky
(13962) serve‘as reference for an éxamination of a child's
‘flrst language acquisition uéd, 1nApurticular, the process
of word meaning acquisition. The dynamics of firstﬁ}hngunge
acquisition are exAmined, using the commﬁnlcation model
discussed by We%gbi and kaplan (1963) which relates the
addressor, addressee, symbo l and referent to © the
distanciation process. Special attention is focussed oﬁ the
'distanciatién process"with respect to the symbolic vehiclé,
whereby t he child comes .to dlfférentiate betw;en words and

‘.

sentences, sound and meaning, and symbol and refercnt

'

within a given tanguagé. The chapter céncludesAwith an

i

exposition on the acquisition of word meaninge The finding
and theories of Werner and Kaplan (1952, 1963) and Vygotsky

(1962) form the foundation of this examinatione.

10
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A Review 0of Three Methodologles

in Second Language Teaching

Second languaye teaching methodologles have been
influegced to some extent byklingulstlc and psychological
research findings. Three second languayge teaching me thods,
the grammar—tr&nslatlon, also Known as the traditional
approachy, the audio-lingual method and the cognltive code-—

learning approach will serve to 1llustrate this pointe.

The name "ogrammar —-translation" method illustrates
the emphasis accorded’to the study of some rules of syntax,
par;dlgns af morphological forms and the application of
these in translation. As Smith (1970: 4) noted:

seee €emphasis on grammar can pe traced to the influence

of e ighteenth century arammarians who assumed the
existence of a universal grammar founded in universal
reason and embodied In its purest state in the Greek
and Latin of classical literature.
Gramm.r lessons and translations of reading material were
the focus of this +type of second language teachinge.
Coleman's study (1929) recommended the single objective of
developing reading proficiency as being realistically
attainable under typical classroom conditions. It should be

noted that the grammar ~ translation method pre—dated the

wid-~ .4 use of the tape recorder.

T introduction of the audio—-lingual method into
second language scihool teaching about 1950 incorporated
theoretical constructs and insights in the field of

psychology. The behavioristic school of psychology, with
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SKkinner as the exponent in the analysis of operant behavior
conditionidng, brought the application of shaping,

overlearning, relntorcement, condi tioning, stimulus and

response within the realm of segond language teachinge

The audio-lingual haplit theory advanced bylgelson
Brooks (1960). espoused tbe tenets of str#ctural
linguistics. The origins of structural grammar may be fand
in de Saussure's (1916) contention that language is a form
and not a subgstance, the contributions of Sapir (1921) and

:ﬁloomfield (1933) who described the la;guageg ,of the
American Inqinns, the Ethdy of  informati;n models and
research in machine translation. Structural linguistics may
also 'havev been, in party a reaction against traditional
grammary, which was crit%cized as falling to take into
account the language ot today, imposing a ﬁorm determined‘
by.the styles of the great writers of the past, describing
only the written language and emphasizing the study éf
morphology while neglecting to present an analysis of many
important and frequent sentence constructionse. In contrast,
structural grammar is descriptive, not prescriptive. The
lnveétigation of a linguistic corpus is inducti?e as was

the compilation of Le frangais - fondamental (1959), for

example.

The audio—lingual me thod used behaviorlstlc psychology'

as the psychaqological basis and structural grammar as the

linguistic one. In audio—lingual language teaching emphasis
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was placed on Imitation, practice and repetition of
selected language materiale. Thq language laboratories made
it possible to pro?ide native languange models to the second
language learner for imitation and .extonslve structure
drills. Unlike the grammar - trunslétion method, the audio-
lingual me thod placed emphasis an the spoken language.
Johnston and Seerly (1858: 15) observed "... language is
speeche The written form comes later, considerably later in
the progresélon of language learning, which is first
hearing and speaking and then reading and writing.'" Second
language teaching, according to the proponents of the
audio-lingual method, was aimed at maintaining the natural
order éf language learning, that is, listening,l speakinﬂ,

reading and writinge Speech was regarded as behavior .ud

thus the behavioristic theories .of  learning appeared to

applye.

As the: audio—-lingual habit theory became grévalent in
second language teaching, drawbacks of the oral approach

were noted by Chastdin and Woerdehoff ( 1968), Woodsworth

(1973) and Smith (1970). Ausubel (1864: 420) identitied the

following as disadvantages of the .audic—-lingual method for

.

adolescents:

1) the rote learning of phrases; 2) inductive rather
than deductive learning of grammatical
generalizationg; 3) avoidance of the mediational role
of the native language; 4) presentation of 'the spoken
form of the language before the written form; and 5)
insistence on exposing the beginner to the 'natural
speed rendition' of the spoken language.

The audio-lingual method was not found to be uni formly’

“



effective for second lanyguage students across all pygrades.

The mosat recent approachy the cognitive code=-learning
method, may be regarded as being partly a reaction against
the audio-lingual habit method and partly an alignment with

transt{matlonal linguistics. Carroll (1965) suggested that

fﬁe cognitive code-learning method is based on a moditied,
up—-da ted ‘grammar - translation methode In this method
language learning is treated as an intellectual discipline.
Carrgll (1965 278) summarized this method as follows.

eee lLlearning a language is a pProcess of acquiring
conscious ccntrol of the phonological, grammatical,
and lexical patterns of a second lLanguage, largely
through study and analyses of these patterns‘as a body
of know ledge. The theory attaches more importance to
the learner's understanding et the structure of the
forelgn language than to his facility in using that
struc ture, since it is believed that, provided the
student has a proper degree of cognitive controt over
the structures of the language, facility will dev-~lop
automatically with wuse of the language_ in meaningful
situations. '

In the cognitive code-learning method, exercises ' are
designed to teach grammatical understanding of the cdoncepts
being introduced. Prior to any practice with the-structure,
deductive  explanation of rammar is given.and all four

language skills are practised from the beginning of the

N

u

course.

Tfansformatlonal grammar, as first described . by

Chomsky (1957) in Syntactic Siructures , provided a new and

descriptive mechanism for grammarse. - The descriptive

mechanism went no further than previous grammatical syste;s

0

in providing ageful information for the second language

v
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teacher (Marckworth, 1677). Transtormational generative
Lrammar provided excellent syntactic descriptions, but

these were not useful to the second language Learner.

)

Lawler and Selinker (1971) criticized the utility of
trunsformatlonal‘;enerative grammar for the cognitive code-—
learning method‘ because 1) individual differences among
speakers are not conslidered, 2) the.“ideal speaker—-listener
relationship" is not practical in secand language teaching
and 3) the.time factor in learning a second language is not

considerede.

In summaryy no single 'metﬂbd in second© language

teaching was found to be a panaceae Authorg such as Cook
‘ o

(19689) and Belasco (1970: 42) suggested comblnin; elements

of different methods. These authors did not assumev PPN

that a cognitive approach is mutually exclusive with a

verbal — behavior approach." Furthermore, it appears that

the, grammar = translation method emphasized éeading, the

S
PSS

audlo—lingual me thod, speech, and the cognitive code~

"learning method, all language s illse.

;

What has been omittéd from consideration in the
methods reviewed appears to’ be the develqpmental aspecf o}'
the child. Smith (1970: 6) polnted';ut:'"Educatlon, in
general, and mastery of'a second language, :in particular,
are 1ongitﬁdinal processes; the appropriate manner in which

'

they are to be studied shculd be longitudinal." For this

¥

reason the theories of developmental psychologists like
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Werner and Kaplan'(1963)h Pliaget (1955) and Vygotsky (1962)
are used .to provide the frqméwork within which first
language acquisition ia examined. Possible implicatjons
that their theories may have for second language teaching
and learning of cognates are'presented in chapter three.

A Child's First Language Aéquislt(‘lon

and the Concept of Distanciation

Iy

According to Werner and Kaplan (1963i, the child
advances through a sequence of qlsfancjatlons of the
addressbr and addresgsee, the addressor and referent
{(object) and the addressor and -symboliic vehicle (1angﬁage).
In te rms ot - symbol formatioh' and communlcaklon, the
principal components comprising the symbol situatlon are
two persons, the addressor and the addreésee, and by what
channel a message is transmi tted, be it through gesture,
‘facial expression and/or use Pf the symbolic vehicle, that

isy, language.

The addressor—addressee relationship widene as the
child matures. The initial fusion of the infant-mother
relationéhip is>grﬁdually supefseded by peer relatlénshlps
and ‘evengually generalized. others. With the development of
1angu$.ge, the child coﬂs,_ to eétublish stable r‘elations
between objects and his own body and cap thus rise'ouf of
the undifferentiated nature of the addressor-referent

(object) relationship. The earlier media . of
' ‘
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representations, likc bodily movements of the child, become
more and more replac- by v;cal utterances and, with the
use of the symtolic vehicle, the addressor can distance
himself from direct, prgématlc uperation upon thingse. As
the distance between the addreesor. and the symbolic vehicle
becoﬁes greater, the symbolic vehicle reflﬁcté less
egocentricity and idiosyncrasya Concomitantly, with the
addréssor—symgollc vehlclé distanciation, the. di stance
between the symbolic vehicle and the referential object

develops. Instead of treating the name as 1If it were the

[
objecty, vehicle and referent become d

substantial nature.

By placing a time dimencsion Jon this model, with the

developmental stages as the déﬁkn nt vdriable, each of the

principal components (a@dressor, addrescsee, symbolic
\‘ N

vehicle and referent) undergoes changes from

undifferentiated globality to distanciation and

differentiatione. It is assumed that this distanciation
process of the addressor and symbolic vehicle is ndt,unique
for a given language, but rather cons ti tutes a

developmental sequence of a general nature.

~

The acquisition of language is a gradual process which
may be examined with particular reference to Piaget'!s
(1969) cognitive stages. The sensori-motor gstage, extending
from birth to approximately the secénd yYyear of llfé,

correspond in 'language acquisition to the mastery of all
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the(Qowels and two thirds of the consonants (Bar—Adon &
Leopold, 1971). One and two—word senteﬁcos occur during‘fhe
second Year of life. During the early ipart of what Plaget
terms the pre—operational stage, .continuing approximately
from thg second to the”seventh Year of age, the greatest
improvement in clarity of articulation occurs. Practically
all speech is comprehensible after three-and—-a~-hal: yearsg.
It has been obeerved that by the age of three Years and

eight mronths, on the average, children use all the basic

)
1

sen@ence e€tructures (statement, questiony, command) used by
adults (Menyuk, 1963; Sldbln, 1963; Brown, Cazden and
Bellugi-&lima, 1964). During the gtage labeled vas the
concrete operational, which, according to Piaget,
encompasses the period from seven_to eleven years of age,
language developmen t advanées to the poigt where the child
can thinkllogically enoughi to solve problems involving
"concrete!" objects and events. The final stagey, called the
formal operational, generally develops during the eleventh
to the fifteenth years. A dlstaqclﬁtion with respect to the
symbolic vehicle (language) appears to be required before
the young adolescent becomes able to‘ solve hypothetical
problens, conmplex verbal problems and to use scientific
reaspnlng.‘ The distanciation process within .language
appears to corrélate positively with the cognitive

developmental stages.

The distanciation procees with respect to the

addressor (child) and the symbolic vehicle (language) is
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characterized by a diftferentiation between words and
sentences,y, between sound and meaning and between symbol and

referent. Concerning the differentiation process between

words and sentences, students of chi td linguistics,
pSychologists, “and philosophers have often noted the
holophrastic nature of early verbal symbolizationse. Sully

(1897), Stern (1924), Leopold (1939) and Bruner (1975),
among others, referred to the self—contained phonological
utterance or word ag’ "one~;ord sentencel', Tﬁe one-word
sentence is thought to represent  an undifferentiated
lin%ulstlc whole. It is out of this unalfferentinted whole ’
that words and sentences eme;ue. Researcﬁ findlngs. have
‘demonstrated that lexicalization and syntactic
structurization appear to he interdependent. Werner and
Kaplan  (1952: 103) found that as word mean;ngs become less
holo#hrustic, syncretic, and fluid, sentence structures
become more stable. Piliaget (1955: 135) observed the same
phenomenone. The child of six years of age e e ignores
isolated words and deals with whole sentences,
understanding them or altering them as they stand" without
analyzing them." The differentiation between vords‘and
sentences‘is alded once the child is tueght how' to reade

Watts (1944: 64) noted that "familiarity with print helps

(the child) to know words as sepnrate elements of his

language."

Another distanciation process within the symbolic

vehicle occurs when the child comes to distinguish between



sound and meaninge. At first, thrte child does not separate
the phonological forms of words from | ts meanings; rather,
as Piaget (1955: 251) noted, the word, to the child, is an

w

integral part of the obJect'it denotes. To the question

~.

"Hav words any strength?" Piaget recorded that a child
answered that they had it they denoted things that had

N\

strength, but not otherwise.

It is postulated that the distanciation .process

between the symbol and the’ referent is related to the
.

deygree of verbal abgtractness. For example, Sully (1897)
and other researchers in child language development have
no ted how 11ter§lly children interpfet the figurative and
metaphorical use of our language. Werner and Kaplan (1863),
discussed at least three degrees of "distance! be tween the
symbol and the reteren?,vAt the lLevel éf "minimal distance'!
t%g vehicle directly plctured'thqt which 1t reﬁreéedted.

Naturalistic onomatopoetic debictlonéy whereby children

imitate the noises or sounds of objects a . .d/or personsy  for

example, "HbocomM referring to thunder, are illustrations of
designatory vocal imitations. At a leéel of -"intermediate
disfance" the vehicle functions in a "concrete metaphoric!

way in the representation of the referent. Here, unliké thé
depiction c¢f sgonic propertieg of events, visual prope;tles
are rendered Llnguisticaliy. For example, ph;slognomlc
depiction of the variations of Alehgth are expressed by

variations of sound durations. ‘At a third degree of

distance tte vehicle functions‘as an "alluding metaphor"
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(Werner A d Kaplan, 196u: 454), Conventional representation
of the wor ld using the llnéuistlc medium reflects the
highest degree of material ditferentiatiod bééween the
symbolic vehlicle and the referent. Increascd mastery of the

abs tract nature of language is thus related to the

developmental process.

The Acquisition of Word Meanings

An examination ot the processes of word meaning
acguisition shows that word meanl?gs evolve. At the pre-
symbolié stage bthe global context > ggé child's
experlences between hlmsélf, other people and the
referential object appéars to be fused. This is suppor ted
by the conclusions of Werner and'Kaplan (19525 1863), who
suggested that the micro0genetic processl of transforming
"Yelt" meanings into appfoprlate linguistic expression to
others follows an orderly, sequential pattern. At first
meanings are felt or sufééred rather than cogni tively
apprehendede. Tﬁe early vocalizations of the child are
embedded in a context of concrete action and affect where
words 5y themselves 'carry little or no meaninge. Child
lgnguage investigators agree that a child's conception of
the meaning of words does not coincide wltg vthat o¥f an
adult. It is the adult who.assumes‘the meaning intended by
fhe child'!'s first words (Taine, 1877; Preyer, 1882; Sully,
1897; Ach, 1971). Graduyally, the diffuse and

interpenetrafing sentiments and meanings become embodied to



some degree 1. persondl.- idiomatic, and contextualized
pesturees and verbalizations. Child language investigators
have Suggested thatldue to thein,! .1. d verbal expressive
ability . children enlarge the mea. - of words (Tie [ o ¥ o 1Y
1787; Taine, 18377; Preyer, 1882; Sully, 1897; Leopold,
1939) and invent their own (Taine, 1877; Stern, 1924:
Leopold; 1939). Increasingly, as experience 1is shaped more
aﬁd ., more to facilltate.communlcatlon with others, there is
a progreggive differentiation and articulation of
connotationse. Eventually, lingualization in the developing
person becomes lncréasingly detached from imagery and
gesture and becomes dominant over these more person;l and

covert media. Finally, communication about experiencz
beCotes more and more directed towards, and }acilitated by,

the communal lexicon and - syntax (Werner & Keplan, 1963:

242). \

The learning of word meaning by children develops from
coarse éarly semantic CLassiiicatioﬁs. A gradual refinement
of the semantic system occurs as prescribed.by the child!'s
énvironment. Proper names appear amoné fhe first lexical
items which have exact meanings (Leopold, 1939).‘Later! an
increase in vocabulary enables the developing child to
differentiate émoné and to specify events in his
gnvlronMent.» Werner and Kaplan (1963: 99) notea that the
process of djiffereptiation and §nggijiggiigg M yhereby a
vocal ‘form, first global and nongpecific, becomes

increasingly function-speclfic and-conforming-to'the speech
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of soclalized norwal adults, is a gradual process. As the
child grows up, the distance between the doma in of
concrete, percgptunl motor experiences and the abstract
levels of lenguage usage 1is reflected in the loxical
conceptualization of generality. Instead of being ‘conjext

specific, the word is used to refer to class.concepts.

The coincidence of age agreement between Piaget®s
cognitive stages and‘ Werner and Kgplan‘s word meaning
acquisition study is notewérthy- At approximately eléven to
twelve years of age the transition from ~the concrete

. ' @ ".
operational stage to the formal operational stage is
postulated to begin. For the same age gﬁoup, Werner and
Kapla; (1852, 1963) found a change in pérformnnce on  the
VWord—-Context Test. Priép ta eleven yea;s the request to the
child to define verhal conceptsy for example, "What is a
bottle?", the reply was in terms = of concretely
contextualized action. A botile was defined as "There is
lemonade in it". However, ‘t“glve or thirteen year old
children define "boftle" in terms of reLatively context—
free genefal thing names, as for example, "a bottle is a
.container ‘lnto_ which all kinds of ligquids go". Werner and
Kaplan (1963: 188) quote a study by Barnes (1896 - 1897)
wgich’-examined- the definitions of children from six to
fifteen years of age. B;rnes found that definitions
formulated in terms of coﬁcrete action declined from 82 per
cent at the/é—year level to 33 per cent at the fifteen-year

level. Barnes noted: that it is still quite common at‘age

/
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ten for children to give more tha : rer, cent of their

definitions in concrete termse.

Werner and Kagplan (1952) investigated experimentally
the: processesg undeflylng the acquisition of word meaning
through ‘bal contexts. A Word—Conte*t Test was designed

' -
wherein children from elght—aﬁc—a-walf to thirteen—and—a-
half years were askéd to give "adeqgua te! or "sui table"
o

meaning to an unknown (artificial) word, embedded in six

different sentence—-contexts.

The sentences are exposed progressivel& and
cumulatively, that is, the . first, the first and
second, and S0, On. As each addi tioral context is
exposed, the sub ject is required to endow the

artificial word. with a meaning, to indicate how that
meaning fits each of the previous contexts. Ideally,
the subject is directed towards the formulation of a
word meaning that will be semantically and
greemmatically insertable into each of the sentence-
contexts without alteration or transforwmation of the
structures of the sentence—-coantexts (Werner & Kaplan,

1952: 82).

Werner and Kaplan (1952) concluded on the basis of their

]

study that the process of establishing a stable, relatively
general meaning for words, a meaning which transcends

specific signifléan,es of a word in different contexts, is

a long and difficult one. y

Similarly, Vygotsky (18622 52 - 81) noted the

.devekophentdl aspect in word meaning acquigition as -1t
relates to _concept  formatione. He ildentified three
developmental phases in the process-of concept formation:

.éyncretic, complex and. céncgptual fhlnking. Syncretic

'-thlékLng, contieuing from agproximately three to seven

LS



years of age, is characterized by subjectiv impressions

’
and syncretic Ilmages of the childa. According CO Vygots?{
T(1962), word meanilng i no more than the representation ‘of

a group of individual objects depicted as a visual imayge 1in
the child's minde. In comp lex thinking, the bonds

establishea between objects are concrete and factual rather

than abstract a?d logical. Complex thinhing occurs
approximately during the period between -~ ue seventh and the
eleventh yearse Vygotsky (18962: 69) noted that “"word

meanings as perceived by the child‘ refer to the same
objects the adult has in mind, which ensures understanding
petween child and adult, but that thg child tﬁinks the same
thing in a different w;y, by means of different mental
Operqtlons." Figally, conceptual thinking, as characterized
by the ab;lity to abstract or isolate single.trdits from a
concrete whole and to analyze and synthesize the abﬁkracfed
elements, results in a network of concepts of various
degrees of abstractness and gePerality. Th%s, Vygotsky
(1962: 74~75) claimed that "... a name is ne;er a concept
when it first em;rges (but) ¢« rather gn image,‘a picture,

a mental sketch of a concept ,-.." When true concepts are

&

-

formed, the word ceases to serve as the arbitrary

ot

K T .
referencing function in the forming of a concept and

t‘ -
T

becomes instead an abgstract symbol of the: concept.
Conceptual thinking emerges in children arognd eleven to

thirteen years of age. . o

- “vé/'

The three pbasic ﬁh&ses of concept formation represent,
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according to Vygotsky (1962), "an intellectual process In-

-

the true senge" rather than &a mere recording ot "the
child's. knowledye and experience, or his linguistic
devel cpment.! Vydoteky (1962: 5§) wrote that “"the

development oft the processes which eventually result in
concept for&ation begins in earliest childhood, but the
lntellectual functions that in ipeciftic combination form
the psychological basis ot the process of the concept
formation ripen, take shape, and deve lop pnly H; puberty?"
vThe developmental secuence is invariable. Concept formation
progresses from the undifferentiated and syncreti% thinking
;f the very young chlild to the abstract analytic and
synthe tic tﬂinking of the adolescent and adult. However, as
Vygotsky (1862: 75) pointed out, "it should be noted that
even the normal adultz capable of forming. and using
‘concepts, does not consis;ently operate'with concepts in

his thinkinge. eee . the adult constantly shifts from

conceptual to concrete, complexlike thinking."

It is suggested that the acquisition of word meanings
may parallel conceptual wmeaning acqu;sition- Al though
investigators of child languagyge acquisition hesitate to
talk about conceptual knowledge of words at an early age of

the child, Church and Stone (1973:  224) noted that Ythe

language that a child learns contains a number of
subvocabularies, refering to special, logically related
" ~omains?* of experience." They listed time-related words

such as "day', "night", "first" and "now'"; spatial



vocabulary ~ including typ", "down'', N"on"; a special
v. ‘abulary of shape and color names. These subvocabularies
identified by Church and Stone may represent a conceptual

tramework that 1s’modifled as the child progresses through
the cognitive deve lopmental stages postulated by Plaget.
The conceptual meaning acquisition of these subvocabuiaries
may be further developed in school; where particular
sub ject matter is~presented in an orderly, sequenced, and’
articulated manner. " Vygotsky (19062: 85) oted that
"instruction ‘is one of the principal sources of\ the school

child's concepts and is8 aelso a powerful force in directing

their evolution; it determines the fate of his total mental

development."

Studies in education and'psychology assure us that the
growth of human intellect is tied to the number of %Cquired
conceptse. Thus, wi thout conceptuhl understanding: a word
will not necessarily carry with it conceptual Knowledge.
However, concepts come to be associated w\(h woilss Wuster
(1959) described the retlatlonship of words and concepts as
followé: "Denn ohne'Sprachlicge Zeichen (Wortsymbole) gabe
es kelne Begriffe und keia richtiges Denken. Umgekehrf'
waren Worter ohne Begriffe ... 'leere Worthulgen' -— nur
ein Gegenstand der Akustik" (pe 621). (Without' words,
conceptual and abstract thinking ‘would not be possible.
Words without concepts would be enmpty wor& shells, Jjust an

object of noises.) Vygotsky described the relationéhip

poetically. "A word devoid of thought 1s a dead thing, and

IS
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a thought unembodi ed in words ~remains a shacow'" (1962:

153).
-

For a child who is learning his first language, the

[
l}

relationship ot words and concepts may be depic ted as two
planes which are at right angles to each other. In
adulthood, depending ugpon the size of the person'®s
funcfional vdcabulary,‘word meanings and concepts are like
two  parallel planes each holding the other in places Thus,
as the child acquires conceptual struc ture, setability is
provided for word meanings. Werner and Kaplan (1963: 19)
simllarl& maintained that "... an object as a meandingful
entity 1ssues from, and remains linked {o, an underlying

process of schematizatlgn. If this bond breaks meaning is

lost."
¥

According to Cassirer (1944) words éxbreSS émotion
since man's contact with symbols is never in isolation from
the continuum of human emotion. The relationship of word
and affect may be such that the amount and type ;fﬁemerging
affect  could depénd upon the canceptuai content'of the
yord- This may be illustrated by ‘word types: technical
words, for example, probgbly have the lowest degree of

affective content  while curcse words probably have the

higheste.

eas s

Werpgrn and Kaplan (13952) identified two sequential
levels in the acquisition of word meanings. They noted thqt

during the early years the child learns ths meaning of



verbal Symbol s predominantly in concrete sltuﬁtlons:
through handling of obJeﬁts in the presence of adults,
direct polnfing, and naming. At an’ advanced level, the
meaning of a word is interred from the cues of the verbal

context.

Vygsotsky (19.2) also identified. two levels in the
development of word meaningse. He described the meaning

acquisition of words during the first level in a manner

similar to that of Werner and Kaplan (1952).- The concepts

embodibd in concre te words refer to Me oo a dependent
component of perceptual, obJect~determinedv thought" (pe.
112)i However, then, unlike Werner and /Kaplan (1952),
Vygotsky did not emph@sige the process! of meaning
écquisltipn, but rather the product, suggesting thAt the
second level in the development éf word meaning is
characterized vby v"generalizep abstract conceptuélization"
(p. 112),
.
Summary
In summary, Werner and Kaplan (1952, 1863), Piaget

(1869) and Vygotsky (1962) appear to agree that there is an
essentlal' differencé .between t he adult's conceptual
thinklhg and the forms of though? charac teristic gf the
Young child. The dlstanciation process (We;ner and Kaplan,

1963) within the first language appears to be related and

intimately linked to "the coghitive development (Piaget,



1969) and concept formation (Vypotsky, 18962). Concepts,
[ormdluted on a purely ebstract plane without reference to
any concrete situaticn or lmpression, requlre‘a degree of
linguistic manipula tion uhlch may be possible only when a
certain degree of distanciation is gchieved- The word

appears to be an integral part of the developing processes

leading to concept formation and cognitive development.

o In chapter three the implications of the developmental
theories by Werner and Kaplan (1952, 1963), Piaget (1955,
1969) andr Vyeotsky (1862) concerning a child!'s first

,/{anguage acquisition tfor csecond laﬁguage teaching and

learning are examined.



Chapter 111

THE DYNAMICS OF FIRST AND SECOND LANGUAGE ACQUISITION

This chaptery presents an examlnation‘ of how ;xhe
distanciatlon process within tirsf language acquisition and
the process of word meaning acquisition rela§e to second
Lungugge studys In addition; the semantic aspect of words
is examlned. Although words ;n two or more langu&ges are
not identical with respect to the affective, denotative,
conno tative and concep tual meaning, prelimin;ry
investigation suggests. that the denotative and /or
conceptual overlAp of cqgnates may indicate the utility of
a cognate approach in teaching and learning relatgd
languagese. Finally* chapter three concludes | with a
bilingual language nodel construc ted to- illustrate the

relationship between thHe language components, phonology,

syntax and lexicon.

The Relationship Between First Language Acquisition

and Second Language Learning

The examination of first Language acquisition
éreeented 1A chapter two serveé as a reference to show that
second language acquisi tion may be directly pe?tinent to
the distanciation process between words and sentences,

3
between sound and meaning and between symbol and referént.

In second language teaéhing, words and syntax must

explicitly be pointed out to the learner. Vocabulary

31
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learning in second language study helps to establish the
verbal unit of thought, that 15, the worde With second
langzuage learning the object-word link becomes severed.

That the name is not inherent in the ob ject may be realized

by learning that the sémerreferent, for example "stone", is
rendered by different phonetic forms as "pierre" and
"Stein" in the French and German languages. Leopold (1939:

98) who studied.tﬁe speecﬁ deve lopment of a billnéual child
noted that "... one of tte advantages of bilingualism is
that the child wac at no time the slave of words; she
always focused her attention on :the sense behind fhe

rhonetic configurations."

It is likely that ttre distanciation process w;thin the
first language, which was explained ln‘chapter twoy becomes
comﬁléte with the transition to the formal'operational
stage. However, this dls%anciation process may be afded and
possibly accelerated with second Language ' acquisition
during elementdr& school .years.v Tanco—W%orrall " (1972)
duplicated the finding of Leopold's (1939) observation?iThe
bilingual chlLd gseparated the sound and‘meaning of Qords at
an earlier age than ea un;lingual childe What is reflex-like
in the first language is consciously acquired in the second
language. As the linguistic and the semantic aspects of
speech merge from'opposité directions (Vygotsky, 18962), a
simllar relaiionship is suggested between first and second

language acquisitione. Should the reciprocal relationhip

between firgt and secord language acquisition be an



accura te assumption, second languaye acquisition could

contribute to a better command of the native languaye and

<

!
.

to the tj?rall intellectual development of a child.

The recirrocal relationship between first and second
lunguage acquisitfon‘can also be observed in the process of
word meaning acquisi tion. In. . first lahguase acquisition,
the process of word meaning acquisiticn follows a sSequence
of affective, denotative and conceptual meaning. However,

in a second languaye learning situation, word meanings are

not necessarily previously M"fealth meanings, as in first
language acquisition. Word meanings are acquired in a
specific verbal context and éenotative may precede

affec*ive word meaning acquisition in second language

study.

Understanding the denctat;ve meaﬁlng of words alone,
however, does "not necessarily 'ensuré communication or
undeﬁstandlng. For example, the denotative meaning of
"fhrifty," '"tightg" and Ystingy" 1s "reluctant to spend
more money than necessary''; however, the emotions and
attitudes associated wi th the thfee adjectives, that isy
the connotative meanings, -are very differents. As Rapoport
(1875; 128) pointed out, "the choice of the fright word' or
expression in speaking and in writing is often a matter of
choosing a wofd with culturally accepted psychological
connotations Appropriate for the occasion." Learning the

affective meaning of words in a second language appears to
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follow the acquisiltion of denotative and/or conceptual
meaning which is the reverse of what happens when a qhild

ancquires his first ltanguage. .

It is hypothesized that the two levels 1de9flfled in
the process éf word meaning acquisitior are also applicable
to second language study. A concrete object to which a Qord
fefers may be explicitly poeinted out or shown. Hiowever,
associating obgects with ccncrete nouns may result in a
prohibitively slow vocabulary acquisition technique in
second tanguage feuching and learninge. Furthe rmore,
depending upon the level of verbal abstractness achieved by
tﬁe stqﬂents, it appears reasonable to suspect that
students come to rely mcre.on inferring word meanings from

verbal contexts.,

In a reciprocal relationship betweeh first and  second
language acquisitioq, on the one hand, it is suggested that
second language *acquisition could cohfribute to the
achievement of conscious cantrol over one's first language;
on the other hand, a good command of onefs own lLanguage is
suggested to aid and contfibute to thé mastery of a related
second language. Second langueage teaching should take into.
consiqeratiqn the linguistic and cognitive devélopmentgl
level of the childe. To the extent that a chilq has acqu;red
'learnlng principles 1in his first language applicable to

second language learning, knowledge of these may aid in

learning a sSecond and related language. For example, if a



a5

child is capable of Inferring the meaning of words from
cues of the verbal context, he should be able to apply this

principle 1In second language studye.

The propésed reci procal relationship between first\and
second language acquisition, wherein second language
learning may aid the distanciation process within the first
language, and the propoeed conplementary relationship
between first and second. language acquisition, wherein
competence in the first language may be applicable and
transferable to a second and related language, appear to
arise from ditferent condi tions of learning, different
. functions of speech and different charaéterlétics of the
learners. First langugge learning begins at birth in an
insulated environment where the significant persons in the
child's experience speak approximately the same language.
Growing up, as Je Ke éirth (1964) pointed out, means
growing ;p into languvage, taking possession of it as a tool
of livinge. While firét language. acqulsltién 'is generally

unplanned, it ig, nevertheless, an example of successful

learning.

Controiling and directing the child's behavior |is
another dimenslon of early first language development not
comm&n in second language adquisition..At first the adult
regulates thke child's actions with verbal déécriptions and
directives which later the child will do himself. Luria

X

(18958) .« ed that the verbal ability and the directive
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function of speech do not colnclde. For example, the child

.muy learn the word "no! laong before he uges 1t in its

directive function. Luria and Bain (1376) found that frbm
two ‘to two—-and—-a—-halft years of age the child finds it
difficult to co~-ordinate internal control with external
commands. The directive . function of speech. starts to
regulate behavior during tpe third 'and part ot the fourth

years of life.

The unplanned, successfuy Eénrning condi tions present
1n.the‘ch11d's first language agquisltlon, and the mastery
ot the directive function of speech to regulate Als
behavior, cannot be entirely regroduced lh second language
acquisition when this learning occurs iﬁ a school
environment. Second 1&nguége learners at séhool generaily
have acquired a basic knowledge of their mother tong;e; 1h
addition, the sécond languag;  learner is literafe. The
characteristics of the learner, his age, reason’ g ability

and competence in the first language must be taken into

consideration while at the same time employing, in so far

. as possible, the leanmhing concepts that facilitated initial

language acquisition.

The conditions of learning a second _languageyA the

directive function of speech and the characteristics of the

learner, are different in first and second language

- acquisition, yet the processes of first and second language

acqui ‘on are anly ~variaents within- - the indivisible
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process of language developmente.

Differenf values . for learning a second language have
been i1dentified., In this con*ext Goethe maintained: '"He who
does not know a éecong language doces not truly know his
owne." Vygotsky (1962) pointed out that "What the child does
unconsciously Iin his own language, he learns consciously in
his second language." Bain (1975) wrote: "Words encapsulate
the minde. And any single linguist histoery is arbitrary.
The unilingual thus becomes a victim of 0; particular
tyrannye. Personal emancipation resulting from active
participation in alternste world views is the préctiéap
AmotiVe forl the efficient study of o.her languagese.'" The
different values atta;hed to 1eaﬁhing a second language as
noted by Goethe, V&gotsky and Bain may stem from the
observation that secoand language kstudy affects first
language acquigition in different ways at differenf stages
in the4lihguisfic and cognitive de;elopmentvof the childe.
From a Longitudiﬁal éxamination of first Language
acquisitior,.another'poéslble value for learning a second
'language. could be thaf second language study aids thé

distanciation process in the first languages R

The Meaning Conponent of Words

and Cognate Study

An 1nvest1gatlon of the extent and limits of semantic

overlap of vocabularies in two languages may be clarified
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by.oxumln}ng the elements of wordse. A word may consgi st of
three se&?rute but interrelated meqping components:
denotative, connotative and conceptual, For.{exumple, the
denotative meaning of the word "dog" refers to a common
domestié unimul,nthe affect{vg meaning depends on whether
“the lndl;ldual has had pleiSanf or unpleasant experlenées
with dogs generally, and the conceptual meaning, as studied
1h biology, may be "é caynlvordug mammal (canis familiaris)
ot the fanily Canidae, kept in a domesticated state by man
.since rrehistoric tlmes;" In addition, it is not uncommon
tor a word to have multiple denotative meanings. qu
equple, "dou', in jmechanlcs, refers t. "any of varlious
pngiées, usually of siﬁple design, for holding, gripping,
or fastenling something." Ultlmately, tge extent‘to which

the three aseaning components of a word are known will

influence the degree or extent of understandinge

Paulhan, quoted by Vygotsky (1962: 146)} noted that
the sense’of a word is a "dynamié, iluia; complex whole,
which has several zones of,uneqdal stabilitye. eee A word in
a context meané"both more and les§jtﬁan the same word in

¢

isolation:_more, begause it acquires hew content; less,
\ .

because its mean}ng is limited and narrowed by the

context." Accofdlng:fo Paulhan, the sense of a word is "tke

sum ibf‘ all the psychol.. _.cal eveéts aﬁﬁused in our

consciousngss by the word, Meaning is'only one of thé zones

of sense, the most stable and preciise zone. Meaneﬁg remains

stable throughout the changes of sense.!

o
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Al though words from two languages may coincide with
reSpecf to one of the meaning components, be it affective,
denotative, connotative or conceptual, it A8 unllkgly that
word me;nlngs are 1dentica1 in every aspecte. In addition,
the meanling of a word varies with the concreteness or
abstractness of lts referent. Wwords in two languages may
not have identical meanings; even within the same languayge,
no two hum:n beinés share an identical associative context.
Steiner (1975: | 198) advanced the thesis that bboth
intralingual and 1nterllngudl understanding require a form
of translation: WALL coﬁmunication tinterprets!'! between
privacies." Werner and Kaplan (1963: 50), who discussed the
general nature of develogrmental changes in the symbolic
process; noted:

PP we do not believe that consensus with respect to

the meanings of verbal syunbols requires ‘identity of

connotations in the different particlpantsf the only
requirement 1= that the connotations evoked in both
addressor and addressee occupy a comparable Qosgxigg'
within each indivldual'g personal network of meaningse.

A second tanguage learner is confronted with the
formidable task of acquiring the vocabulary or lexicon of
the second language, that is, the denotative, conceptual,
connotative and purely affective meanings of words. This
task may be facilitated if the learner is able to applyﬁfheﬁ
system of meanings he already possesses in his!| first
language. ,yore rapid learning of-a new vocabulary may be

achieved if learning is guided from .the KkKnown to the

unknown. By linking the second language\vocabulary to the
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first languugo, simlturitles, differences and relatlonshlps

can be noted. Ir Cogna tes, or words with Similar or
identical spelling and similar meaning, are to be
efficlently employed in ~Second language learning, the
. Semantic foundation or the firgt language can and shoulda

serve ag a basis, With the Precence of already Prepared and

developed ™ 1ings of words, the phonological form of g

second langunge word may pe coupled to the meaning of the

first. In second language learnlng, words need not pe

familiar with eqguivalent words in his first language;
rather, the words of one language may simply bpe linked with
words of another. Thig linking ot wordé between languages
is Possible fo the extent that word meanings overlap. The
learner does not need to build g cnncéptual framework

totally Separate from that of his firgt language rather he

2

second language.

Wister (1959) maintained that,

Ein richtiges Verst;ndnis, eine richtige Handhabung
der fremden Sprache, ein Lenken in dieser Sprache aber
ist nicht mSgllch, wenn man sich nicht das
Begriffssystem\pieser Sprache als Ganzes zu eigen
£€emacht und wenn man nicht die zah llosen Unterschiede
des fremden Begriffsystems gegenuber der eigenen
Muttersprache erfasst hat (Wﬁster, 1959: 623),

(A real understanding, a correct @manipulation of a
foreign language, 2 thinking in this language is not

88 a whole of tkis language and if one dbes not
understand the innumeraple differencesg between the
fdreign 1anguage conceptual System and that of the
mother tongue. ) ‘ '
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According to Schopehhuuer, as cited by Erdmann (1925), a
benefit to the learner of a second language is the need to

acquire concepts which do not exist in the mother tongue:

Indem man also bei Erlernung einer fremden Sprache
€anz neue Sph;ren von Begriftfen in seinem Geiste
abstecken mﬁsse, erlerne man nicht ,bloss Wsrter,

sondern erwerbe Begriffe. Aus diesem Grunde ist die
Aneignung mehrerer Sprachen ++. ein tief eingreifendgs
Bildungsmittel (p. 1289). .

( By learning a second language one acquires .an
understanding of totally nNnéw concepts rather than a
simple understanding of wordse. By increasiné‘ the
number of concepts through second lLanguage learning,
second language learning constitutes a profound means
of education.)

It subject matter is to ke taught in a second language, it

is necessary to determine the extent to whi&h words 9nd

concepts £0 hand in hand, and the extent to whigh students

already possess the concepts in their first language but

lack the vocabulary to express them in their second. In
. ’ \

many casegf a seccendary student or an adult learne; will

have acquired the concept or an English~French cognate

worde Thus, cognate study at these levels may greatly

facilitate the racquisition of the conceptual system of the

second 1angugge.

It may be hypothesized that, by emphasizing cogna tes

to second language learners, . there may be initially a

Xapprochement of the meaning of the cogndte words,y, followed

by a differentiation or; nuanciation. The acquisition of

word meaning in a second language through cognates may

parallel the organismic deve lopment of moving from a LI
°

state of relative slobality and undifferentiatedness
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towards stateg of increnbjng difterentiation and hierarchic

Integration" (Werner ¢ Kog1un, 1963: 7). Initially the

English-French cognate meanings may bae SUbstantlally fused
A .

with each other but, as the second language study
continues, progressive di fferentiation ‘may occur and{

simul taneously, word meanings may be linked or integrated.,

The broad me ing - may be erasped first; a realization of

A Bilingual Languag ' Model

Traditionally the components of language have been

. i
described as phonology, syntax, and lexicon. ihese
cComponents appear to interact in a unique way for ' each

language sygstem. For a unilingual person, phonology,

lexicon and syntax interact in +the lingual communication

o

Procesc, The ability to pronounce is a necessary
precc “ion for oral communicatione. With the rules of
synta vords are combined into sentences. A word can be

éhe smallest possible unit of communicafion; that is, it is:
the smallest unit of'speéch that has meaning, when taken by
itself, but it has the lergest number of members.iPhonology
is the smallest langpage component, synqu is larger and
lexicon ‘consti tutes the laréest component in language

s;nce there need not be a limitation on thought; and

knowledgg finding expression through words. - .
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It is suggosfed that durlﬁg the acquisition of a
second language, the phonoiogical system, the syntax and
the lexicaon of the second language become infegraﬁed with
the.flrst language counterparts. With related languages,
some degree of overlap in syntax, phonology and lexicon
exists. The interplay of the language .elements occurs
between phonoloyy and lexicon, and syntax and lexicon.
‘Words remain in one pool, representing semantic correlation
and ditferentiation within the same tanguage and across
languagese. Usiny this model, Steiner's statement seems to
be applicable: "The (bi—‘qr) pol&glot " mind ~undercuts the
lines ;f dlvléion between languages by reachlng inward, to

the symbiotic core" (Steiner, 1875: 119).

~

It should be noted that,/in this bilingual model, no

bilingualisn (Ervin & Osgood, 1954), The co—-ordinate and

dlstinétlon is made een co-ordinate and compound
compéuddﬁbillngual distinction appearé‘to be justified only
in so fpr as it refers to the setting and manner in which
the second language 1is acquirede. Co-ordinate bilinguals
acquire their +two languages in a culturally distinctive
context; compd@nd bilinguals acquire‘the facility in two
languages 1in a singlé cultural or linguistic setting. The
co-ordinate/compound dichotomy of the means'of acquisition
of bilinguality may lead to the assuﬁption ‘that two

processes of language development exist rather than one.

Fluency in two languages may cancel the distinction of
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co-ordinate and compourd cilingualisme. In tests on
trans latians, the scores of co-ordinate and ‘compoundﬁ
bpilinguals did not reveal statistically signi ficant

differences (Lambert, Havelka & Crosby, 1958). Ervin and
Osgood (1954: 145) noted that "... the very process of two- .
way translating tends to transform a coordinate system into
a compound éystem." There are additional déta that cast
some doub t on the usefulness of these terms to describe
psychological functions: Kolers (1963: 299) found that
subqeqts "with nearly identical linguistic histories
respond differently, while others with different histories
reépond similarly." It appears that the co—-ordinate
/compound dichotomy reflects the experience of the
°

individual and associations which he attaches .to words,

whether iIntralingual or interlingual.

Vygotsky (1562: 121)'advanced the thesis that fword
meanings evolve (and demanded that) this insight must
replace the postulate of the immutability of ‘word
meaningsa." Stéiner (18975: 94) also noted that "words are
not the embodiment of lnvar;antdmental operations and fixed
peaniggs.“ Through the "acquisition and ldfegratiop vof
concepts for wh;ch no counterparts are‘availaple in the
native language, tﬁe semantic ndspect \of words of a
bilinguAl or multilingual individual may becom; modif;ed
and untlike tgat of.a unilingual persone. In addition, it is

probable' that +this discrete semantic field of a bi- or

multilingual individual occure Iirrespective of the co-
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ordinate/compound bilingual dichotomye. Evidence for this
postulate may be cited from Q}lingual studies dealing with
the 1nflgence of bllingualiem on perceﬁtion and meaning:
Rosenzwelg (1961) performed a study comparing’ word-
assoclation reséonses in English, French, German, and
Italiane. He fqund‘ that, across languages, . similar
aséoclations tend to occur among words of gsimilar meaning;
this occurred regardless of differences of verbal formse
Ervin (196i) investigated possible semantic shifts of
bilinguals: she examlned the colér«namlng of Navaho

blllnéuals in comparison with two monolingual groups and

tound that the categories of color used by the NavahJ/

\

bilinguals differed systematlcally'ﬁfrom the monolingual
normse. She concluded that the kilinguals had integrated the

color-systems of both Navaho and Englishe.

Preston and Lambert (196S) examined the functional

relations between a bilingual's two languages by employing

a bilingual version of the Stroop Color-Word Task. Two sets
of processesy, color npnaming versus word reading, were placed

in competition by representing, for exanple, the word

)

Yureen'" in black color. The results of the experiment .

indicated ".e«.. that activation of a set of processes in one
language does not make the other language system totally
inoperative" (Preston > Lambert, 1869: 301). The
integration of two languages may explailn the instances of
deviation from the norms of either languagee. In this way

the deviations which occur in the speech of bilinguals may

v

/

/
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be  a result of their familiarity with more than one

language.

The percept¥on of differences among word meanings in
the Coursg of lecrnlng a second language, may be
responsible for the anomie a learner experiences (Lambert,
Gardner, Barik & Tunstall, 1963). Differences are rarely
percelved as neutral and value. judgments are attached if
tﬁe individual is affected ‘by the difference. The
perception of differences_between languages may inhibit the
'reallzatio;'of the similerities between different language
Eroupse It is only at a later stage of second language
competencehfhat ?he simlilarities are peﬁceived- At this
point, a .gigher level of generalization is attained. This
is where the promise ot second language learning becomes"
materiélized: "So viel Sprachen einer kann, so viel mal ist
er ein Mensch" (Erdmann, 1925: 125). (As many languages as
one kKknows, sc¢ many peoplgvdoes one become. )

-

Summary

In summary, thev third chapter has examined thé
reciprocal and cdmplementary  relationsh1ps between first
and ‘second language acquieition. The two levels identified
in the acqulsitién of word meanings, asscciating objects
with concrete words and’ inferring abstract meaning from

verbal context, are assumed to be uppl}cable also to second

language learning. In learning a second language, the
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meaning of words may overlap in one of the seman tic

dimensions of wordsy, denotative, affective, or conceptual,

in two or more languagese. It is suggested that learning a
second languaue with cognates may facilitate the
assimilation of similarlties, since no cognitive

\

restructuring -is necessary. However, by learning concepts
in the second language for which no counterparts 1n‘ t he
first languaye are available, the semantic aspect of words

of a bilingual or multilingual individual may become

modified and unlike that o1 any unilingual persone



Chapter IV

FNGLISH-FRENCH COGNATE LITERATURE RFVIEW

This chapter presénts an In~depth review of literature
relating to cognates. Kesearchers, translators and second
. L4 \
language teachers have examined cognates of the English and
French languauges. According to the degree of similﬂrlty or
difference of ) semantic overlap, cognates have heen
described as "good!" or "deceptive!'". Since some researchers
believg that deceptive cognates consti tute e potential
source of misunderstanding anq confusion, cognateé have not
been exploited in second language teaching and learning to
the extent that may be warrantede. It should be noted that a
detailed ‘le*ical comparison of the English and French
——
languages showed that the ratio of cognates to deceptive

cognates is approximately 11,000 to aboﬁt 950 or eleven to

one (Hammer & Monod, 1976). The chapter concludes with a

»

~discussion of the potential use of cognates in second

language acquisition.

Historical Investigation

The Erglish and French languages have long enjoyed

.political,  pdltura1, sclentific and literary contact and

share, with respect to.- lexis, an extensive vocabularye.
Vocabulary similarities exist as a result of 1) the use of

Latin and Greek loan—wordsv in the form of radicals,

48
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prefixes, and sutffixes in the Englisth and French languages,
2) the Norman influence, dating from the eleventh century,
which enriched the English language with many French wérds,
3) the terminology of modern technoloygy common to both
English and French, and 4j common lexical borrowings froﬂy’//

other languages.

"Exemining the irfluence of English on . French from a

purisgstfg point of view, Bonnaffe compiled the dictionary

Llanglicispe et l'anglo-americanisme dang la lapgue

e,

Irangaise (1920). Paul Barb.é £,L921 ) studied loan-words

from English in eighteenth ceé <h and described the
- B N .

.Y

. , . .
intluence of 18th century - 'itten: French (1922).

~ o

Mackenzie (1939) “invest'y ' ,Tles i3relations de
B . ) “-h

L'Angleterre et iqe -IA Fran;e"dTgpré§ le vocabulaire". He
identified 4,500 anglicisms found in French and 6,000
gallicisms found in English and determined the olnts in
time when these cultural, techriical or scientific terms
were introduced into Englieh or French. Mackenzie further
showed that French influence has been considerable in the
:1anguége of the sciences; this, he concludes, 1s

parficularly evident in medicine, geology and chemistry . as

attested by lexical borrowings.

Peceptive Cognates

Deceptive_ cognates, or words which, because of their

simllérity of spelling with FEnglish words, might mislead
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the unwary as to their meaning, have heqn of igterest to
translatoré and second language teachers allke. Iﬁ order to
provent misunderstandings in translations betweén the
English and> French speakers which can "e.. en poll tique
internationale entrainer les plus catastrophiques
consequences™ (Boillét, 1956: 7), several word lists éf
deceptive cognates have been compl}ed:‘BoilLot published Le
Yral Ami du Irxradycteur in -1830;‘ Jules Dérocquigny
investigated deceptive éognates in 1931 in Autresg Mots
Anglals Perfildes ; Maxime Koessler and Jules Derocéuigny
compi led a tword(llst of French;Engllsh decept{ve cognateé
ent'i'tled‘Lgs Eaux Xmiﬁ ou Les Pleses du Yocabulaire Apaglais
in 1546. About 500 deceptive cognates are Llisted in this
work which incorporateé dllustrations of cases where
deceptive cognates have been incorrectly translatede.
Koessler and Derocquigny's dictionary of Les Faux Amis
pProvides examples téken from translations of pre—twentieth
'century English literature. This work has, except for its
historical and scholarly interest, littie practical value

for second language teachking in the classroome

Charles Downer (192;) investigated deceptive cognates
and cpmpiled a list éf these words for students of Frenche
He abandoned the '1dea of compliing a8 book of deceptive
cognates as he found it impossible to make such a work
complete and perfectly accurate, and because the English
and French languages were 1n£luenc1ng each other so rapidly

that semantic distinctlons, which formerly 'could be made



o

with posi tive assurance, were no longer valid. However,

twenty years later, Robert Seward published a Dictiopary Qf

French DReceptive Cogpateg which was not . specifically

intended for translators but, as the author States, ".ee

this list has been made partly as a sugzestion to the
makers of notes and vocabul ries for the classroom textg"
(1947 : 7 His dictionary, although not specifically

compiled ft - school use, could be employed in the téaching

and learning of French as a second language.

DecéptiQe cognates constitute a potential source of
misunderstanding and confusion. Unfortunately, there seems
to bg a void in the literature déaling with decept}ve
cognates as they relate to hegatlve transfer, Where. there
éﬁs been an ‘attemﬁt to resolve this void, rese&rbhers‘
disagree. Osgood (1949) studied the phenomenon of.transfer
in human 1eanning‘and progosed a paradigm with respect to
negative transfter. ‘The empirical 1aw-g350ciated with this
paradiém was expressed in the following way: v

Where stimuli are functionally identical and responses

are varied, negative "transfer and retroactive
interference are obtalned, the magnitude of both
dgcreuslng ‘as gimilarity between ~-the responses

-lncreases (Osgood, 1948: 135).
This paradigm uﬁpears -to be applicable  to deceptive
cognates. However, Debyser (1971: 53) claimed that
deceptive cégnates are protably thelleast enduring types of
iﬂferference bétueen two languages because ".,.. les effets
au niveau du message sont trop perturbateurg pour ne pas
Etre-rap1&ement corriges." Current lltératgre has failed to

¢ o
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,adfﬁﬁékl%ﬁ

/

reconclile the two positiones. As Scatori (1932) suyggesteay
K

deceptive cognates have rececived too little attention.

The deceptiveness of English-I'rench cognates may be
visualized along.a ccentinuum, that is, cognates.dlffer with
respect to the degree with which semantic shifts have

occurred in the two languages. Hugelski and Cadwallader

(1956), who re-examined Csgood's empirical laws on

transfer, noted that, whéh dealing with a given stimulus,
the most devastating thing may nat be a shift to a very '
different response, but a shift o a response that is" only
slighfly different. For example, Chantal (1969: 41) listed
the main meanings for the word gggliggjjgg_ln English and

standard French (SF).

-

English standard French
1. qpplication Joa _ 1. application d'une
theory théorie
2. application‘of a 2. application d'un .
poultice 4 cataplasme )
_ | . v
3. application for a Jjob Je ———=—=——=
~
and noted "whereas English and SF share meanings 1 and 2,

SF application does not have meaning 3 of its English

"counterpart, whléh is rendered by 'candidature'", It may be

\, . S B
-for a native French speaker to detect when

7
a2

u

‘rench word with a meaning it has

cognate than an incorrec¢t

!

i



The Use of Cognates in Second Language Acquisition

The potential value of cognates as neans of
etffecting "moaore economical second language  vocabulary
learning has been, recognlized, and researchers have

undertaken the task of determining the extent of the French

element in Englishe. Eddy (18265 271) investigated the
[

French element Iin English "to secure informa .ion as to. the

pofential value of French ftor increased control over the

English vocabulary, with the ultimate purpocse of paving the

way for the utilization qf this value by English-speaking
student% of Frenqh". She examined the e;ymo'ogical origins
‘of ;he H0,000 wq?de in Thorndl#efs Ihe Teacher's Vord Book
(1921) and found that 3,868 or 39 per cent of the , words
have entered .fhe Engllshu language directly from Frenche.
However, Eddy made vno distinction between source ‘words
.recognizﬁble and unrecognizatle in form trv hi .. school

studentsy, nor did she determine whether or not these ‘words

are familiar to high‘school etudents.

Gragg (' 47) studied the contribution of high school

Latin, Frencr ¢ Spanish to English vocabulary bullding.
‘ : . . \
Based upon a study of‘ the reélationships of wofﬁg close
enough in form and meaning to assist students 1in learning
@ o 'y

the new English words through transfer, he found that. the
potential contributicn for French is 38 per cent, of which

29 per cent have releted words in pre—-high school English.

Lpd that' "students of

Grutg_épﬁg cis

-

“foreign language in the
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hiugh school have two bases tor understanding new words:
"That of related worde in pre—high school Fnulish, and that

of related words in the foreign language" (Gragy, 1942:

. L]
622)e. '
A
Chirol (1973) undertook a semantic analysis of
appraximately 2,500 French words used in Fnglishe. She
. wrote:
see NOUEL empruntons a l'étrunger des choses qui nous
font defaut et nous paraissent particulierement
utiles, pratiques, enviables, ou bizarres, curieuseq
(oquueq (peld)e ceoe ce que L'anglais emprunte a L&
"FranCﬁ a.travere ses mots c'est un gpx gde~-vivre et un
hgxgj:—vjyng (Chirol, 1073. 32).

i fV }
Uﬂﬁrol ‘walntnined that Ffedth technical an{ scidftific
. v
.vv\ 0

VQ(ahulary was complptel} assim{lated in Englisg\\\However,

S0 ‘

b \r\_.l X : \@ ) X N

»uhere. the vocabula ry refers to "un art—-de-vivre (mode,
~ - . o RO o :

cuinine, arts, relations seociales, etcs ) (Chirol, 1973:

T ‘ £
29), the words tended fu keep identifying features of their

French origin. She’explained this phenomenon?

S
&

‘Historiquement, " lLe frangais a ete la langue de la
nobleese anglo-rormande; par la suite il est reste
celui des cours et de la diplomatie; cet hérLtage
reste visihlement inscrit danc nos inventaires et plus
encore dans les contextes ou s'inscrivent ces mots.

( Le mot "frangais') aprarailt comme la marque d'une
culture d'importation qui est l'apanage d'une elite
mals .absolument refusee - le ‘peuple?’. Le mot
"frangais!" ‘est un produi te luxe, d'importation

.étrangére et qui n'a pas cours sur le marche indigene

(Chirol, 1973. 26 —-27).

On the babis of similarity in spelling and meaning,
researchers have -suggested that there should be a high
transfer value qf ngnch-wotds to the ‘corresponding words

in English. However, the actual amount of transfer can only

VY



be determined by scientific and systomatic experimentatione.

Verifying studiesg in thi&s area of trans fer remain tew.

Limper (1932) performed o study dealing with student
knowledge of gome English—-French cogna teg. The purpose of
his study wad to determine whe ther or not French words in

English are recognized by a large percentaue of studen ts;

he intended to help texthook writorps t.. fetermine which
words have to be listed in a Slossu oy accompanying a
reading te He chose 1,499 wo r«. the Vander Beke's

French ¥Word Egghv(1929) which Fave the same or 'similar
spelling and meaning as the corresponding English words anda
desiygned simpyf—recall tests. Students were usked to write
the English word which the French word suggested to tﬁem.
Words whose English cognates did not apptar in the first
rivevthodsand worde of the Thorndike (1921) list Qere
arranged in multlple» choiée tests to determine whetheir
students knew the English{%meanlng of the Frehch word
(Limper, 1932:€?1)- These tests were administered to grade
nine, grade elevegxand first year college students in a
number of schoo¥s in the ﬁid-west of the Uni ted States. The
sample ;as compos - d tqfally of students who had noﬁ:;tudled
French ﬁrevious e Limper found %hat the recognition of
cognqtes cannot be t;ken faor granted, nor can it be assgﬂgd
that fbelr cogngte meanings are understoode. Both factors

¢ uld limit the possible utility of coénates in second

tanguage instruction and learning.



West (19J4)zaddressed the same i ssuee. He explained
that the deyree to which cognates may be recognized and
undérstood depended upon "the context, the age of the
student, his vocabulary power In his mother tongue and upon
the amount of practice he has ‘had with cognates. West

advocated that students should be taught to ruess the

meaning of untfamiliar Llexical items but to do so cautiously

~

and wigely.

Although English—French cognates received initial
gttention in the past, Little research has been done
recently. Eichler (1872) investigated the effects of

h

cognate usage on foreilgn language speaking proficiency
Lgerman, French and Spanish). Specificaily, he sought to
adsyer the followiling question. "]s there a difference in
effectiveness petween cognate and convebtional usage as
measured by the French MLA pre-— and post—speaking tests
giving scores in mimicry, or&l reading, direct response,

and free description?" (Eichler, 18972: 7). No statistically

significant differences were faound in the analyses, but

mean differences in favor of the cognate group were
Y H . .

observed on the free description vdriable.\\fichler wrote

that '"any definite conclusions based on Eijectiveness

relative to cognate usage would be premature. ;n view of
the povement of tpe free descrlptio; scores in the
direction projected by the research hypothesis, 1t»was felt
that additional time might eventually have produced

significant differences'" (Eichler, 18972: 63).
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In 1975 new impe tus to the pursuit of the
investigation ot the possible utility of English-French
cogna tes nosglted from detailed English-French lexical
comparison and compilatﬂon of approximately 11,000
cognates. A study (hammer,r1875) was conducted to determine
whether grade ten students were able to utilize English-
French cognates 1in listening and reading comprehension of
French. As pgrt of the study, students were taught the
phonemic and spelling alterations influéncing English-—
French cogna tese.

Seventy—-four students with four years ot French,

| AR
comprising three intact grade ten classes, participatede.
Egch intact clgss was ;andomly assfgned to.one of the three
possible groups: Group A, the control group, Group B, which
received instruction in the oral rec;gnltion of cognates,
and Group C which recglved instruction lnvglving the
written _recognition vpf cognafes. The pretest —‘postteét
control group design (Campbell €& Stanley, 1973) was

©

employed. ' ’ \

It was found on the preteét that without any prior
cognate training, the three group means on the written

cognate recognition test (WCRT) were within a very close

’

range 19'58,‘L9.44, 19.52 whereas there was a larger range

among the Eroup means on the oral cogna te Fecognition test

(OCRT) 17.215  18.88 and 18.00 respectively. This

observation suppdrted Hamﬁer's theoretical assumption and

1
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that of Mackey (1Y72), that written coggates, which share
the graphemic, loxlan and sémnntlc realm in two vocabulary
systéms,\ are more uni formly identifled than orally
presented cognates which share the lexical and. semantic
realm but are more difficult to identify becéuse of
ph;nvtic differencese. In stlent reading of the WCRT,

phonetic differcnces may not figure ag predominantly as in

the OCRT. .

Statistically significantly improved performances on.

the oral and written cognate posttests were found for the

experimental group:>but not for " the control Eroupe. In-

addition, the wrftten cognate recognition group performed

gtatistically significantly better, not only on the written
o

cognate poetiest, but algo on the oral cognate~ posttest.

The reverse transfer effect from the oral recognition of

cognates to reading recognition and comprehension of

cognates was not founde.

To determine whether there is any relatlons%{p between

| ~ &
English vocabulary power, as measured with 2tHe Quick~

. = 4 y
Scoring Vocabulary Test (QSVT), and the ability to

recégnize cognates in an oral undéor a written setting, the
test scores on the QSVT, 'WCRT and OCRT were correlated. Fhe
correlations of the QSVT end khe cogn&?e tests were
statistiqally. significant with ~one exceptlon- ‘The

correlation of the QSVTI and WCRT posttest for group B ( the

oral cognate recognition group) was "not statistically

-
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Slgnificant. [t appears, therefore, that Engliast Vvocabulary

power is not the only necesgsary precondition for cOgnate

usage in the oral acquisi tign of a second and related
langunge. 1t wa s Etrongly suggested, however, that it is
helpful in conjunction with the ability to. recognize

cogna tes.

Summary

AgreencntA has been found on the following proints in
Studies dealing with Egglish~French cogpat;s: l. the ratio
of cogna tes to deceptive Cognates g approximately eleven
to one, 2. cognatesg ;re regarded ag an.eificlent vVocabulary

acquisition device, and 3. cognates are suggested to be

The Tifth chapter presents a discussion of the
development Qi~aannglish—French cogng}é'uhif;ﬁThe' chapter
' LT S :

also addressqs the question of readiness for language

learning when using cognates as the teaching vehicle. The

nature.of the English—French cognates (Hammer & Monod,
1976). The objectives of the teaching material included jinp
the English =-French cogna te unit are examined., The chapter

concludes with a presentation 7f sSome teaching suggestions

-

for the cognate unit and an 1nd1catiog . of the amount of

time which could pe devoted to the unit.

!



Chapter V

THE DEVELOPMENT OF A COGNATE APPROACH

Design of an English-French Cognate Unit

‘éx' The review of cognate llteratqre showe& that a few
researchers have been interested in the decepti?e aspect of
cogna tes, S 0mMe in the eftent 6f semantic overlap of
cognates and others in the possible utility of cognates.
This ihformatlonggas not beenvsystemgtically integrated and

T i
remains scattered in various scholarly journals, bqogs and
the3es dealing with the topic of cognatese. An English-
French cognate unit was designed, ;n part, to provide a
systematic exposi ticn of cognates, tying various research
findings together in an orderly fashione. A\ copy of the

L]
English-French cogna te 'unit is listed in Appendix A of this

study.

Similarities and differences between languages should
be pointed out 'explicitly to students. It has been noted by
various writers (Limper, 13932; Johnston, 1938; Stephens,

1960) that transfer (0of ccmmon elements from one language to

another  may not automaticaliy occur in second language
learning. A posslbie explanation of this phenomenon could

be that the ability +to ‘transfer 1is related to the

v

individuat;s ievél of cognitive developmente. That is,

competence in one language may influence the ability to

transfer applicable elements to a seconde. For PFrench
1 ] e .

60
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ianguage acquisition by an English Speaker, cognate study
requires that the learner Kknaw the cognate word in his
1irgt langudgé and be able to perceive the similarities
between the two lanéuaye systemsea Thus, the amount of
transfer is not only dependent upon previously acquired
knowledge but also upén the quality and flexibility of an
individualt'g cogni tive struc ture (Klausmeijer, 1969). By
‘circumstance the”leurner's exposure to the sepond language
normally 1s Limi ted. From a relatively small number of
b
lexical items, the learner cannot be expected to ‘know a
jSgxi that the English and French languages share
approximately 11,090 words which may bpe defined as
cognatese. Stephens (1960), who lnvestigated transfer of

learning, claimed that the amount of transfer induced could

be increased by bringing out the fea ture to be transferrede.

In an effort to 6btq1n maximum possible positive
transfer or application of first language knawledge to
French second language acquisition, the English~French
cognate unit was construc ted 6n the rationale fhat it is

S 54 )

p %]
important to emphasize the similarities between the English
and French languages. Since it isg pedagogically unsound to
assume .that the . 1earner‘knous the teaching material, the
cognate unit consists of components probably learnéd
br;Viously, as, for example,; some characteristics of the
parts of speech, the Ehglish-French cognate word meaning in

English, some meanings of suffixes, using context clues to

infer unfamiliar words, and typqs of sentence construction..
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p

Should these elencnts of commonality not pe known in
English, the student can learn them in his second Language
study Aand transter could occur on the basgis of the

underlying principles ot word - formation, A cabulary

acquisition devicesg and syntaxe.

The concepks to be taught and the order in which the
material was presented ;n the English—-French cognate unit
weére carefully arrangede. Since the English-French cognate
”Lnit was designed tao foster learning of Vocabulury and
syntax to be used in unfami!lar reading material, the
objectives of reading skill development were pursued using
three strategiles for vocabulary acquisition: 1. the uée of
cognates, 2. the use of word part analysis with emphaéjq on

a) the meaning of gsuffixes' and b) +the .morphological

characteristics of suffixesg with respect to cognates and 3.
the use of context clues. The syntactic éomponent of the

English~French cognate unit was structured inductiyely-' It

7

beginsg with a review of some characteristics of the parts

of speech, proceeds with possible combinations of the parts

of speech in sSentences, and concludes wlth the seman tic
com$onent oi syntax, ie €a how a‘cgange in syntactic
Sfructure may'be related to a change iélsemantic structure.
Es&pntially, {L;s, the English~French c 1te unit deals
primarily with lexical items (words) and syntactic

‘

struc tures wherein the lexical items are placed.

The cognate unit is self~cantained in the sense that



eaching

all gquestions in the unit may Lte answered from thW

N

material included in the le@aoq@x,*The qfesfons are

. 3 v
intended to teach the content of the unhit and deal

primarily with the information ;bout Engllsh-French
cognates and the recognition of cognates in the sel ec ted
French excerptse. The English-French cognate‘unlt contains
specific factual information, which can be applied;

analyzed and synthesized in responding to the questions

which conclude each lesscne

Quesfioning' by the teacher, el ther prior to or
fotlowir the reading of an assignment, has been regavded
as the most éommon and effective technique in the gulidance
of reading behézior (Weintraubh, 1969). However, Herber and
Nelson (197S5) suééested:that questions which reqﬁire the
use of the readiné skills necessary~ for answ rvi .g the
qugstlons do not really tQ?ch " the student these skillse.
They proposed‘a simulation strategy in which the lnstéuctqr
writes the answers to hils own questions and asks the
5¥udent to.determine it the answer can be csupported by
evidence from th; reading text. The quéstionsiln French, on

the French excerpts in each lesson, were designed. to bhe

"used as Herber and Nelson (197S)lsuggested.'

The cognate unit may be further explained as a guided
approach to discovéry.lgarning. The student following the
>English—Ftench cogna te unit, is required to respond in

writing, or otherwise réstating ruyes, principles or steps



necessary for the sclution of learned concepts in the
coigna te unite. Guidance and progression is thus built into
the structufe of the unite. Thisg approach was studied by
Gagne andh Brown (1961, who examined factors in the
programming of cénceptual learning. They concluded‘ that

"guided discovery ' was found to be more effective than the

discovery method or the rule and example method" (pe. 314).

-
N
-

‘Following :&nitial construction, sub ject matter
consultants reviewed the organization - and lggtructional
materjial included in the English~-French cognate unite. TQo
French professors in the Department of Romance Laqgunges at
the University of Alberta examined the French material for
its accuracy and gorrectness, and two professors of he
Department of Secondary Education in modern ldn¢ ‘e

instruction and in teaching éecondary English verifi~d the

English material included in the cognate unit.

The Appropriate Age at Which to Study a Second

Language with Cognates

In an attempt to determine when a student can benefit

from the French “element in English, first language

acquisition was examined from a developmental perspectivee.

The foundation of a tﬁéoretical framework for cognate study

wa s developed.out of an examination of first language

acquiSitién and dan examination og the dlstanclétion process

within the syﬁholic vehicle (see chapter two), With

(



reference to sec ond language acquisition (see chap ter
three) a reclprocal and a coanplementary relationship were
suggested to exist between first and second language s tudy.
4‘;{ ' ’

Second language learning may faclilitate the distanciation
process in the first language with respect to word and
séntence, sound and meaningy, and symbol and referent. With
cogﬁate study knowledyge of one's first language 'mqy
. s L

facilitate, through transferable elements, the acquisition
of a related second - language. However, the degree of
complementary relationship may depend, not only upon

s

extent of commonality retween two related languages, but
al: > upon the degree of cognitive development of the
student. The optimum age for second language instruction
and learning is suggested to re generally during school

years where both of the fpllowtng apply: 1) second language

Learning m&y facilitate the distanciation process of the

first iahgu§§i Uwhere distanciation |is 1néompiete or
retarded and é) where coénitlye development has reached the
vstage where théo greatest posslble transfé; of knowledge
from first language‘to second languaae learning can oOcCcure.
Second Vlanéuage learning ray possibly aid and accelgr;te
the distanctatiqn process of word and sentence, sound and
meaning, .and symbol and ‘reterent the most, 1f second
languege teaching starts with eleﬁentary school children;
however, the greatest possitle transfer of gpplicable.

knowledge from first language to second ' ltanguage Llearning

is suggested to be with high school students. -

v
e
'



, Y ) . . ‘ : 66

To exploit similarities of related languages, the

npﬁroprlate age level for caognate learning may be that of
\ . .

students in seconaary school years. University students and

interested adults could also be an approprilate aye Kroup

- for stugging a second language‘uslng a cognate approache

These . tentative conclusions are based on the assumption
that high school stud' ts and educated adults could benefit

mos1 from cognate study because of the characteristics of

the learner (he or* e€he is older, more ma ture, and,

‘"generally,; has a greafer attention span, power of analysis

mimics well, but as the child becomes able to 1learn vand
R AU

’

apply . rules, cognate language analysis proiéges

explanations which ‘may help‘ him to recqgnize and to

remember facts of a language for . considerable length of

timee HBowever, using the post eleméntary‘school population
brbbably rinimizes the 'degree. .o which second Language

study will facilitate the distanciation process,

f

Piaget, as quoted by V¥adsesworth (1971), identified two

processes} assimilation and aécommodation, which acgbunt

for‘the.cognltiVe growth and development of the human

A

Py

experience, are intellectual structures into which events

aré,.organized according to common characteristics as they

are perceived by the organisse. Awareness of slnilaélties

and ditierences‘ appears to be essential for the formation

-

and  hanguage comrpetence ). Noreover, the younger child

'

being. Sche-afa, which develop over tiie_ and with’

e



ta

'correct, this argument would provide
: VRS

LS v

Sk

4y

v

A :
- of concepts. Assimilation, according to Piaget, is the

N o . . . M .
cogmitive process by which the iIndividual person adds new

perceph&glvmntter or stimulus eventd into existing schemata

or patte%&g of behavior. It .accounts for the gZrowth of

. :vﬁ .
schemata. “ Accommodation, according to Piaget, is the

) -

creation of new schemata  or the modi ficatlon of old

schematae. Accommoda tion thus accounts for the change of

L[4
schematae.

[y *

These two processesy assimilation and accommodation,

!

appear to , operate in geéoﬁd language acquisi tiony, where

assimilation may be equated with .the acquisition of
. . ) ‘:
slmilarities, and accommodation with the acquisition of¥f

o .

&iffepepceé._claparéde's (1916) law speéitied the order in

which the processes operaté, that is, awareness of

i . : o,
di fferences precedes the awareness of likeness, or

accommodntfddwfprecédés assimilation. Vygotsky (139672
v : _ i : . :

explained this sequence oXf Claparede's » law, by sugge

that L"thef awareness of ceisilarities requires a “'more
i, S _ - - Y

advapced structure of genéralizption'and conceptuhlltﬁtiﬁn
B ) 9. P ) . -7

" than awareness of dissimilarities." If this aésumptionfis
: . . - } . _ - SR - >

o + Wt Lo .
another ‘reason to use
o L) T L e

. LT B\ o ,
high school” and post hlgh'fschodﬁn?students a8 the
) - . \ _ S v
appropriate age group for cognaZe q&%dy. . B

In order to arrive at a- determination  of the

appropriate age levels for studyir “yFrench through the use

of cognatesy, the following learning concepts are aésumed:
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. Vo4
1. words that are frequently used in French are words of

high ut}f'll'ty; 2. A7 these words ul‘\ﬁ havqe cognates in

O
R . L4
Eng{th, they will be mos t appropriate for tenchiné?

B JPTIN N
ISR A

utlhitaﬁinn French to’ Anglophone etudents; and 3. 1If these

. words in common usaye amony various age groups of
0 ‘ ol

French speakers, they will notjpé too advanced for English

speaking high school students or universitv qtudents.
Y(\kn ] ] . L; -
‘A list contalnlng thlﬁ§type ~f words was. compiled by

Hammer and Nonod (1Q76) {hﬁ the Engi}ﬁh:ﬁjgngn Cogpnate
ng;jghnnxt wﬁ;Frequéncy ang utility were determined using
the s‘tudies of MdckgyflSuvard and Ardouin (1871) and . those,

) 4
By e, ‘ ,
ot Savard and Rlchaﬁzé}(1970). These words form the basis

. [ J o } .
of the English—-French cognate unite It should be nofed that‘

[

the criteria of highvfreduoncw'ahdvhlgh utility ﬁﬁ' French
does not necgssarlly meqn that these words dre frequ:“

tfiﬁ

e oy
.

B ‘ Ny - ’ o ;
Englishe. However, it is assumed that theF.Engllsh—Fregch,'“”*
. : o x

cbgnates: idenmifi?d_ with' Macqu’§1 ale 's Qhﬁ Savard and
Rt . ; ) - & - - N~ \& ‘ e -
Richards! “*word .lists correlate _posltively . with . the =n.

’
et
s

"Vocabulary ~owledge in Frglish of sec onda gy qu>uﬁ1vexslty ad

. students. - - LR . .
’ : & N ' L

CeY ' . i '.‘ ’ . 2] 5

v{}» .

3 e ) .A. - el e ’ ..’i .
> - . " - 2y ¥
& o ’ L rd : G-
o Cbjectives of the 'Ieo.ching Matex--i“art/
4 \ : N L B
ﬁﬁ;' 'in the Cognate Unlt ‘ : v e
N " e ol . ) -
. - .
a : - . - .

It is dangerous for the student to think that there
: ‘ _ » : '

¢



existyg only ogne “"correct" interpretation of a word;

~

polysemwf words is the rule rather than the exceptione
a

What C be named (things, chardcterlstics,. events,

' v,

conditions, relations, etce) is infinite whereas the number

of . words is limi ted. Thuh, the same word will express

difterent mednings in different contexts. Darmes teter whote

-

that "... wordd by themselves are but uncertain guides, and

need the setting of circums tances which, like the key in

music, detérmines the .vaLué‘ of the'éigns" (Bréal, 1864:

287)e To unterstand worde means to infer or guess their

meaning from a context. :For these reasons short French

. ; R - ) ) )
excerpts were used Iin the English-French cogmAate unite They
provide a context 1earn1ngvf§ituution' pr vocabulary

7‘1
w2

. | . i . §
acquisition. - ‘ . ’&k&.pﬁﬂf "
REe2 . ! : . vy
. ) ":‘1' - oo . ‘ v

Corrgct_ Usage ond aelicate-nuances can come only from

* !
RN - Lo B

a thorough knowledge of*the*meaning of ﬁhr@ﬂ#' It nmgy be

qulte diff;uult quexplain fhe gemanth dlfferenceabetween

2

the Prench ard Englich waord :suggestlon“ to the se%gﬁp
) !

@ . ‘ ) N )
language Learqg&\Auuho - mgy Gpe unaccustomed to close
~ ) ’ C o . }
vocabulary analysis. To acqu1r$ .the tlnen shades in
. s oL .

meaning, reading authentlc French material cncj ﬁavlde the

L\

linguistic ccntext neces@ ry ‘to lgarn “the den-tdtive"gnd
ﬁ.ﬂc J 5 : BN ’ o

connotativ51%§p< t of w

Muww

o M . .. )
. . "

'

K Engliah—French cognates qof hig§§;£equehcy in French,

‘as identified by"SAvard/ and Q}qﬁhrds' (1870) "ipndices

— -
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70
. i rd
d'utilite du vocabulqire tondamental frangals'", were
x v
employed asg example wordsvillustrating the cognate word-
“

ending’ regularitieyg. They were provided to aijid the learner

9 2
Cfrtaln technical --rfammatical notions were included lﬁ
Jhe EnLIIsh—French €O+ te unit. Reasons foft iucluéio;
Y : . AL
of "this nan cognate Nept.approach_Qere‘sélhgﬁl: .
1) If was found a previous Study of cogn;tes (Hammer,

4

1975) that Students were ‘unable to, distinguish between

v

parts of speech, and.thus could not-meaningfully interpret

N

cognates in the French excerpts, V&gotsky's (1S62: 100 -~

101) studies gshowed that the study of grammar is of

o .
paramount importance for the conscious control of ¢langqgge

operations. B o o '&é
- 3 R

2) Shaw} (1969) found that students who}@ere given;expllcitJ

statements about - Syntactic ’ combaéitiqn ., and

* ’ i) . i : .
1qteé§§kationships performed noticeably better (p < %-Ol)
T oy \ )

' 0 . . . I .
in reading than ®tudents” who dig not receive these

o J < , »
- g 'J_'UI

i -
3) Chastain and Woerdehoiff (1968) alsgo found a signifigant

advantgge .n reudiqf ability f&voring a group receiving an.
2 ¢ L
explanation ir En Lish of grammatical principles. l

4) The success of second 1annuage learning may depend upon

;1 : ,
th~ lndiylduql'sf“ sengstlvlty to the rgnctions and

c‘rrangements of »worde 1n a variety of contexts,. Carrol‘é and .

Sapon (1959) 1dentified this ability to handie "grummﬁy" as

’ - -
B .
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an important vgriqble in language aptitude. It is assumed

that this ability can be taught.

5) The grammar 1ncluded‘%h this cognnte unit is basic and
B \tiu

practical rather than exhaustive, and the learner is given

opportunity to apply his grammatical knowledge to a varlety

of French excerptse.

The Use of Iwo Languages

The cogna te uni t wn s written in both English and

Frenche This procedure was selected on the tollowing

groundse.
. ; {
1) Although the teacher may try to increase the relevance

%,
1

of the second language through a varlety of 'creatlve
luhguageﬁﬁéxperiences, second lLanguage learning in the
classroom is artificial. Lambert gt ale (1863) <found that

those students who use both their languages in cogni tively

demandlng zituailons perform better than tﬁEse who wo note.
SN

2 Provldlng'sOme grammaticatl ins&guctfon An French glves

W N ‘S w })l

the learner an addl?ional opportunity to practise cogqate
e S .

recognition and comprehensibn.

- 3) Switching from one language to the ather may result in -a

greater degree of cognitive flexibility (Rogers;, 1976§

Bain, 1575;' Jakobovits, 196S). éékoboviéé)llsted'"?ental

flexibi lity, &ﬁéhéeriority in conc;ﬁt formation, and a more

éiversiflgé set of mental abiiities“'as d: p#ssible " pesult
. B oot ] iy

of Pllipguallty (Jakobovits, 19%9: 82:} 88)3 e ¢

g . R
J o ) .

=

’
LT T B );
et N ,

- \ ' o
The qulish-Frd;ch cognate ’ unit,  based ‘en the

R
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similarities of the Erglish and French languages, almg at

b

producing ,#; level of proficiency in reading Frenche
Further, it |isg desygned to produce this ;ffic;ency with a
minimum outlay of tlﬁe. If the learner relles on his
EngLishkknowlédge to hélp him acquire French as a second
language, tge rate of " learning should be a¢ce¥ernted.
However, thevext;nt to which this obuective can bélachieved
will depend tousome extent on the‘#§haracterlstics ‘of the

individual "learner, the teacher, the learning context’ and

the tested vealidity of the cognate approache

/ Teaching Suggestions for the English—Frepéh_

Cognate Unit .. .
i {.,4’ ’ i S

A ) -
The self instrUptionagmauality Jof }hé English-French

éognate unit allowe for vmodlfications for different

classroom situations and»presentq}_on:styles.

»

The trn exahple words illustrating the ﬁﬂgﬁite word-

endlng regulnrlties in ‘the anllsh -French cognate unit

K

could lend themselves to phonetic exercise - The necessary
A

phonetic instructlon to facilitate the oral recognltion of

cognafes was not 1ncluded in the cognate uni te. Only 1f: the
‘

learner knows the sounds associlated with the international

.Phonetic symbols would @& written phonmetic lésson be of any

.help to him or here. Howe#er, the teacher could explain é

/
P

few phonetlé rules, As, for exanple, the, ¢ is prénounced

[ i

/e/, ' the u as /y/, ou as,/u/, the rules for nas&f}zation,

A . . “\
A e . - - ~ ., ‘a‘q,_‘ -
& k‘}’ . - S . - f\\ &%”“ 'Y .}

L

oy
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etce With these phonetic rules, the student could try to

pronounce the cognates in Frenche

Another alternative to enliven the study of the

cognate word-ending regularities —ould be through a game of

14 .
definition. One student would read  th. derinition, while
the othéfs would try to guess the c-r 1 e . ;‘no one finds
Tﬂe"anéwer, sa& afjer thirty‘éeconds, the -~agnate word is

v

supplied. if a student.guesses the appropriate coghate he

or she may read the next deflnitlon; Tneupeneflt of such an

s
N S

exercise would b%ﬁ$hat the student who reads the deflnltion

has to sggak up and the others have toilisien and try to"

uqderstang French ?thhoﬁt ‘the help of the written worde
. 4/ 1 ,»J |9 L / N :

“ LA i

~

Allowance.has to be‘madg} if tbe cognates are used in. such

n
tre

N

a %May, . . e deflnltions of the‘cognate words were notu
b L ' Lﬂd{.} . o - * g
epreés ior the purpoSe of guessing the word.

L“-,- A oy .
NI . - ) v
1 .o B . P oo N 4

L . NS : o
ldefinition of cognates arnd their

Toney
. ' .- o

b PR - ~ :
characteristica, explains the essential nature of cognates.
P 9 R . -

L

a

This 1nformatlona‘,was extracted from a  de'tailed ’apdﬂ
sys tematic comparison of the i English and Frenéh
vocabularies. ‘Sixtéen coéBhte» word—ending regulgrities

S : ¥
account. for 5,613 wonds,;n the cognate dictionary (Hﬁ!ﬁer &

Monod, 1976). The endlnge are ‘worth memqrizlﬁg. Everything
. s

else in the cognate unit can be modified to suit.fhe

‘teacher and studentse. Fbr . example, if “the excerpts to .~

prﬁctise the recognition of cgfnutes do not inteqest the
' , ‘ .

[ 2 -

sfudents,'otﬁer s?lections 6f;génu1ﬁe‘French texts ;qan be -

i ’

' . .

)

[N .
AT -
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, o
®,
R Chosens Similarly, different example words, illustrating
PEA NI
f . ' \
bY the’ﬂognate word—-ending regularities, can be selected ﬁfom

the  EowlishiErensh sgunate dictiepary +Hammer & Monod,
r . ) Lol -

M

w1976,

@. o
o ‘ The presentation of tﬁg articles, pronouns,

prepositions and conjunctions in French should be explained

P

if the ﬁnit. is used at the secondary school level. Grade
— ‘ vel,
ten students in their fourth year of French second language

study may experlence difficulty with the parts of speech
presented in French. For example, it could be explalined

that in French the three forms for the definite article:

~ ,

'\ﬂ. . N
Singularkrand plural, magculine - ngd feminine, and the

contracted article L' which .ls used irrespective of gender,

B
-

cdrrespond‘to‘the English "the'. ‘?

1

The questions at the end of @géﬁ#ﬁesson»are based- on
wikig o B '

the material in the lesson. Quest% » "how many  words
does a particular cognate word-enq;ngf'anply “to?" should

A . .

2 highlight the extent of‘hppllcnbility'of the given word-

endlng regularity. Questions on'the-content of the éxcerpts

are used to verify comprehenslonlhllf a ‘'student works

conscientiously +through aklessbﬁ} the questions at the end
of each lesson could be done as a gquiz. e
L
N . ’ - ’ o o -

The amount o. time spent  per lesson could vary,:

depending wupon the cognitive ability -and ‘the interest

. Lo \
€enerated in the study of' cognates. For example, if a

- French excerpthijﬂread out loud in class, unfamiliar words

¥



75

and/or sentence constructions are explained Aand questions
are poesed to verify comprehension, this exercisge could last
a forty minute class period, The presentation and

explqna{ion of the parts o1 speech bresented in French

1 e

could . algsa take a class period of forty minutes. Students

could read aloud the material presented;' tfor example, on

S

. -
the congjunction, thereby practising thelr French

pronunciation; translation dnd\ some explanﬁﬁﬁpns may be

needed for comprehension. If the examp le wordl in the word-
AN

ending regularities are used for pronunciation drills

and/or a g&me of deflnltion,‘a forty minute class period

could be devoted "to this exercise. Depending upon how the
lesson is presented, a lesson in the English-French cognate

unit couwld take more time than oane forty minute class
» ~

» . . 5

periode. : .

" The" a&mount of time which c¢ould be devoted to the
cognd%gluﬁit may depend not anly upon the presenfatﬂyn

styles, that is, whether the unit is. used as a sel f-

N 7

1nstructionalh"hh1tl or is _ modified for classroom
presentation, bdt'also upon sgpdents' proficiency level iﬁ
N ,
Fgench ;nd their knolwedgg of grammara. During the pllotibg
of t;e unit with lndividUQIS\Qr small grodpé, the minimum
required time to regd and to answer the questlggs was foﬁnd
to be half an hour per.léésogk
v : . .,

[y

B .
- 4

%)
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Summary

In summary, this chapter examined the reasons for

o, .‘.':,"v
congstructing the English—French cognate unit ‘phd the

population fﬁw whom it is intendeu, as well ag th& hlnd of
teaching q&#ﬁ;lal included, The cognate unit contains a
systematic exposition of cognates.s The similarities of the

English and... French languages in syntax and lexicon are

explieitly pointed out, The appropriate®age group to study

‘a second language with cogna tes is suggested by taking into

consideration;, the characteristics of the learneb, his
cognitive abili%les, and the characteristics of cogna tes.

The teachlng' material {n the cognate unit includes French

4excerpts to - provide a caontext learning sltuation for

cognate recognition and vocabulary acduisition. Cogna te

word—-ending tegularities constitute anhther tec que to
pk\ .
facilitaie positive transfer. Some teac%&%g suggel nons ‘and

Aal

an indication of the amount of time needgg\&ﬁr the English-
Frenchrcognate unit were ,providede.

In < chapter six the experimental studies testing
. ;

whether the stddy of French by Anglophones can be

facilitated and accelerated by the use of cognates are

4 . < S & A <55Q

presentede. The regsylts of two séparate testings are
- L3

1summarized. The two 'testiggs include one study at the

-
Un!vers}ty of A&berta and an on site adm&nlstration in the

Edmoptof Public School.

- o gl
T ) ’ "e.t
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Chapter VI

EXPERIMENTAL TESTING OF COGNATES

The effl@&qwﬁy,gi second language acquisition fhrqugh

Yy
the use of cognates més not yet been fully explorede This
is ﬂ-,a’;.'t'%\;ested by the dearth of literature dealing witt; this
topics However, intuiltively, cognates have been considered:
as - ah étflcleqt aprproach to second language studye. Fpr
example, Rapoqgrt (1875: 109) wrote: "Acqualntance with
cognates and . me knowlgdge .of. the way ;ords change in

evolving languages are frequently of conéiderablé help in

leang@ing a lunguagé related to one's own."

From an examination of the dynamics of first and
second langdkge acquisition (chapters II and II[),J ﬁ5é

«

theoretical framework developed <for cognate study takes

™

intd‘consideratiQp the developm%ntal aspe§$Jquword medn&hiﬂﬁ;
, ) RS i e ";h ;;b .

. . e
acquisition, conceptual meaning acquisition and cogniﬁ&g@hﬁ?,
- ik

R

_ i ’ ’ .
" growthe. It becomes apparent, within the theoretical

-
I
A
-

-

frmﬁ@iork, that tréfeffic}ent use of cognates presupposes a

certain cognitive 1level and an acquaintance with the

cognéite word in the. first ltanguage, which are assumed totfe o

AN
positively related to age and schoolinge’

,. o

. From an exqmingtion of the nafhre of‘cgénates ﬁg@:;s
g@géggted thdt;the deno;ative and/or vconéeptual ;eanlné
ovef{;p kmay Justify ¥he uéé‘ét éognates in seé&ndrlgnguage
?Fachlqg ang 1éanning. Sidbevtker% are noﬁ:ohly "g;bd" ﬁpt
;{so"g;eceptlve" cognates, students have to be made awafev

o

77 4




of this fact. Limper (1932) and Hammer (1975) found that

W

the recognitiaon of cognates may not be t&ken for grant

similarities of pelated languages should be pointed ,out
eiplicltly to the studehts. The "familiarlty with the
meaning of the!cognates is related to a student!sg first
language .competeqce- The English—-French cognate uni t used
in this study was developed iaking the semantic oyerlap of
cognates, the existence - of 'dece;tlve COgnatesi the

6. ‘
mecognition of cognates and the familiarity of the meaning

WI cognates into coneideration.

“?i‘ A short description of the experimental tredfﬁent and
iy : ~

& the testing instrument selection is given prior to . the

reporting of the results obtained in testiqgj the -
; L - )

\

~

- effectiveness of the cognate unit ag a learning‘vehlcleg

; i
DAl
B

" : The Eiperiménﬁgl Treatment

The experimental curriculum used ~in .this study

conslstnd of an Englisﬁ—French: cognate7wunit.,A,copy is

By

incllded in Ap;endix A« The unit consigts of a vocabulary
.component (cognates and lnsiructlon'on ways of identifﬁgd@?
parts Qifspeech) and a syntactdc component. ‘In order to
facik;tate the gecognltion of Epgfi;h-Ffencﬁ cognates in
reading, fhé student - is fo Learn, 1) tge- deflnitiin,

: : " . ‘
‘fharacteristics and- word—ending regularities of Eé&lisb-
= !

.*| French cognates, 2) some characteristics of’ .the French
2

nounss, articles, pronouns, verbs  and . auxiliaries, .

N

» R 4]
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of
(

adJectives, advérbs, preposl tlons and conjunctions, 3) how

N

to ufre context clues in word recognition and comprehension,

-~ 4) how to recognize the main ‘elements of the sentence and

5) how to understand gentence etructurea | //

The Epglish—French cognate unit consists of seven
lessonse. The first lesson presents the essence of English~-

French cognq%es and their characteristics. Lessons two to

aix consist of a tEramiar section' for learning some
X ' 4 ) \w lvv
characteristics of the patfts of speech, word‘w lists
. . ) . .
illustrating the English-French cognate word—ending(\
- . ' . . . - - .
. i . ‘ . . ‘ ‘ . » oy
r.egularitfag fort memorifption and French excerpts for/
i t P ) - o ‘ ' '
W S

practisiqg -recoghition of and comprehension with cognatese.
- . e . : ! : L
. B P R : . :
: e ’ . o ; L ’ . .
Lesson seven,ﬁk@ws « how the rarts “of sbeech.,previously
Paare <

studied arg"arﬁénged in sentences. The major focus‘of the
- 1 : . . . “ . - )
-English-French cogngte unit is on '( the similarity of the
English’ and Frenc .languages with réspeét to vbéhbulnry
(cognatésdlahd synta Xe . ‘ .
o ) ' L T Y X
: T . Y o
) ) A
- Testing Instfumént Sgléctfon : N

/

ational Psychology "Testimg . library at the

"Albérta,” the dinector>‘of the _ "centre
" ‘:é ¥ . O . ' 1 N
international 'de recherches. sur le bilinguisme" at Laval

M . . . : . - :
U&iversity, The Ontario Ihstitute For Studies in Education, .

-

and” ‘the Department of Edycation of the Province of Alberta -

-

were consultpd about available French cognate and reading

testse. A number - of tests were Eénsiqered ‘as possible’
. 3 Bt By 3
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'nssessmont instruame: 3. -
':t:‘ " . n e S 1
To assess  tne eLrvotiveneses of the cdunate approach,
an English-French - cogna te tegt "~ was both desirable and

neéessary. At presenf{ such a sidndardized English~French
cogna te test is not available, However, Hammer (1975)
developed a four~option mpltlplo—choice' French written

cognate recognition test (WCRT), which congisted of

alternate forms part 1 and  fpart 2. In thls WCRT the
syntac11C'sfructures of fhe corresponding sbn;ences ‘.. part
1 and ‘part 2 are _the same. The‘vocabulafy was 1imiied to
lexical itemws contained- in the first elgven lessons of Voix
£t Imoges de Eggngé covered by grade ten students with four
years of French instruction. The WCR% is further delimited
to the wuse of selected English-French cognate word-onding
regularities ldéntlfiéd.by _Hammer;'*Ipree senfehces with

negative or - low biserial correlation on the pilot

administration were élimlnated, thus'-leﬁving twenty-seven
sentences in’ each tegts, The KudeP—Rlchardsén 20 internal’
consistency reliabjlity forvpart i was 0.59 and f&{ p;rt 2
wags (0.57. Thg. Pearson product—-moment corrélation between
part 1 aanjpart 2 was fqund to -5; 0.77- Detalléd

'inforMatlon %bout{ the.test canstruction, item difficulty;
bisérial correlatién and item reliability of the WCRT 1is
available in The Rele of Enelish-French “Cognates in
Listening and Resding Comprehension in .tn.e Learning of
\Engngn as g\ Second  Language ( Hammer, 1975)- In order to

establish the content validity of the tésty an asgssociate -
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professor from the Romance Language Departmént at the
Univeérsity of Alber ta read . the teét and examlned the
possible multiple—choice resronses. The resulting opinion
wa s that this written cngnéte recognltioﬁ test was
N\ .
considered to be too easy for the first year university
French students involved in this study and for this reason
wa s re jected as an assesénont tool. However, as an
alternative instrument, the WCRT was used in one of the
experimental testings for gfade ten students (teacher J3)
o
reported in this chapter. A copy of this test is listed in
. L s
Appendix D. The Canadian Achlievement Test in French, of
which part III measures reading comprehension, from the
Department of Educational Research, The Ontario College of
Education, was out of print ama no- longer available.
Of the available French tes ts the Pimsteur French
¢ ) . . ‘ . )i
Proficiency Test, the Achievement Examination for Secondary

Schools, and the MLA - Modern Language Achievemen t Test

were considered appropriaste for use in the experiment. The

’

ML A - Cooperative'Forelgn,Language Reading Test in French,

.

which was designed for use in sécondary schools and
colleges, was selected as an ascessment tool. Two equated
test forms were available. A lower level, deslgned for the

e
first ' and second years of language learning in the

secondary schools, consisted of'Form LA and LB. The higher
level,  designed for the third and fourth years of language

learning in the secondary schools consisted of\Form MA and

MB. The two levels "ot the tests can be equated in that,

kY
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"eee'a sScore on a test at one level can be converted to a

fcore on  the same test at the other levol",(MLA‘&undbook,
- . ‘ . ‘ - ‘

t

Standardization informatian and statistical
chafacterlstics of the MLA -~ French test are gi?en in the
-Handbook of' the MLA - Cooperative Forelgn Language.. Test

(1965)s It is stated in the handbookx (1 5) that,

cee @ random ,sample of 2000 high schools (including
public, lndependent, parochial, and special) was drawn
from a list of 23,537 secondary schoola in the Uni ted
States ces (and) ... a random sample of S00 colleges
wasg drawn from a list of the 1987 colleges in the
United States. or the 2000 secondary schools, 1210
(60.5 per cent) submitted usable data for'analysis; of
the 500 colleyges, 425 (&5 per cent) returned usable
data (p. 12 - 13).

The reported test reNiability of the French reading test

was for Form LA, Q. ‘and 091 for Form LB, and,' for Form

MA, 0.90 and 0.5}] for Form MB (MLA Handbook, 1965: 23)-
\ .

It should be noted that a possible limitation of the

MLA —-:French reading test is that the test does not measure
Py ' .
3

"speclific knowledypye of English—French cognates. The English-

.

F: “nch cogﬁate density in the test has not been controled.
. ' 3 ' )
For the tegts applied-ln‘the case ¢”7 teacher number three,

) N
an additional delimitation wacs placed on the experiment. In
this experiment the French_MLA reading test Form LA and LB

was replaced by a cognate measuring instrdment, the written

cognate. recognition test (WCRT), part 1 serving as the

:

pretest. and part 2 as the posttest, The delimitation arises

from the fact thsa while there are nearly 11,000 English-
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1 4 . ..
French cognates, they comprise only a small”thftlon of the
: ' B
N >

total of either the Pfench or English lexicon. .

Jewell's (1969) Reading Comprehenslondfest, an English
Keading Test, for Senior High School Students in Large
Urban Areas in Alberta was bselected as a covariates.

g N
Permission to uee this test was obtained from the author.
Documentation for thié’test wae gupplied 1in a’ test manua l.

" The internal consistency coefficient for thémto tal tested

#roup in Jewell's validation was (.85, .

Procedure

A quasi-experimental non—-equivalent pretesf-posttest
control group design (Campbell '§ Stanley, f973) was
employed. Intact~ciasses were randomly assigned to the
control‘ or -the experimental condltion: The Englisthrench
:ogn;te unit sépved‘ as the experimental treatment. Tge
effectivénessA‘ of the English-French cognate unit ‘was
assessed by étudents' performance on the standardized
French réading comprghension tést, the MLA. In the study
with unive§si;y students the léwer level of the MLA Frenph
reading {est, Form LA wés used as the pretest and the
vhigher leiel, Form MA was used as théAposttest- The English
reading comprehension test designed by Jewell (1869) was

also administered, Permissicn to perform the study in the

French second language programs was obtained.

¢

The following null hypotheses were tested:
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. Y, 1 N . -

.
.

. . _
le There 1is no significant rel&tlonshlp between  the

scords O%talned on the Englgsh reading compréhension

- >

test and performance ‘on the  "French reading

comprehensian pre~ and posttegts.

o

2, There is no statisticatly significant difference

.

: s
between the means for the control and the experimental

~ ~

&roupe’ on the -French reading comprehension postté%t.
The computations involved in the analysis of the cata were
p_n
rerformed on the University of Alberta Amdahl qompﬁter,
using prcgrams trom. the computier library of the Divisico of
Educational KResearch Services. A probabilfty'vulue ot Oe«usS

¢

was used to de termine statistically signiflcunt.results.



Univessity Level Testing
A Study with French 205 Students
\ -

Two classes of university students enrolled in a

’

French 205 reading ¢ urse participated in this " study.
. LI

University studeqts were gelected because they were assumed

to ha;e, on the average, well developed vocabularies and a

so0o0d co-mang of -the English languége- One coantrol group. and

one expegimental group were required, Randomly were the two

classes assiyned to the éontrol or experlﬁental condition.

Each group‘consisted of nineteen students., For information{

& detailed description of the sample is included in

A
0

Appendix’C. The studentsvin the experimentai group'received
a copy of .thé Englisht~-French cogna te uni t while the
students. in ;he control group did nét. Thélekpenkgent
lasféd from October 22 until December 1, 197&, including

the ppé— and posttest udmlnistratlon.

‘Results and Interpretation

With pre- aﬁd posttest measureés, using alternate forms
'WQi;;jhf‘,i2814—m%Liﬁ—LsmmeCﬁi&ﬂi*%Oerfﬁtm{ﬂe“fhE_EXTF“Y‘1@
which the measures are correlated. A high _co;relation
between Form LA and Form MA of the MLA French reading test
is required in order ;that the testé be regarded as
parallel, The. correlqtion\ aof Form;LA and MA of the MLA -

French reading test for the control group was 0.88, which

was significant at the . 0.001 level. The correlation



coefticient between Form LA and Form MA for the

.

experimental group- was 0.67, which was siugnificant at the
0.002 level. The Kuder—Richardson 20 formula, measuring
internal consliatency or homogeneity of the test material

for the control grougp was 0.93,y for the experimental group

A
/
o

O« 80.

To determine the possible relationship between English
reading c¢cmprehension abrility, as measured with Jewell'g
test, and Frenéh reading comprehension abilﬁty, as measured
with the MLA reading test, the scores of fhese tests were

. "
correlated. The .orrelation coefficlents of the MLA French
reading test Form LA or Form MA  with Jewell's English
reading comprehension test for the control’ and the

experimental group are summarized in Table 1.

A low nééatlve correlation coefficient of -0.05 was
found between the MLA French‘reading test scorés Form LA
(pretest) and Jewell‘s Engtisﬁ reading test for the control
groupe. Similarly, the control group scored ; corrélatlon of

*L;g:gfgé between thefFrench reading test, Form‘yA (posttest),
and ‘Jewell's English test. A negative sign in the
porrelatién coefflcient':bétween the English and French
_read&ng teét 1nd1catgd that studentégdlth a high score on’
the English reading test‘mlght be%gxpected to have a lo;
score on the French reading test or vice've;sa- q0wever,

.

since a low correlation coefficient close to zero reflects

little relatiodship, un\\ggiiiif to pred¥ct scores is not

| T

f

At
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) - Tavle 1 ////
Means, Kkange of Tegt Scores, Standard Devlatldﬁs an«.
Correlation Coefficients for the Jewell English .
Keading Test, the French MLA heading Test

Form LA (Pretest) and Form NA (Posttest)

A for the French 205 Students
____________________ ;i_-_L____-________-_-____--_;x_--_____
TESTS JEWELL MLA LA MLA MA
Control
Group : -

Means 28.32 31.05 15.63
(rescaled) ) (35.63) -
Range 11-39 14-49 01-43
SD ) 7.70 7054 9-02

Correlations

JEWELL 1.00 o ' ' . .
MLA LA -0.08 1.00 . »
NLA MA  =0.26 0.88%%%  1.00

e e e e e e T ——— T ———— — i — ——— T — o A " o ———— o . s i i D e o o s o S S e ot s i

Experlmeptal

Group )
Means 30.11 3f.21 18.21
(rescaled) (38.21)
Range 17-40 22-48 10-34
SD 6.01 © Te27 6.79

"Correlations

JEWELL 1.00
MLA LA - 0.34 _1.00

%% p < 0.01
*%% p < 0.001

Total number of students = 38

P
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suggested.

The experimental £€roup had a low positive correlation

coefficilent of 0.34 buetween the French reading test, Form
. . 1

IS

ILA and Jewelltgy Englicsh teste A posi tive correlation
coefficient means that the score o' the French teét tends

to 20 together with the €score c¢n the Englisé test, A low

» .
correlation coefficient does not allow ' reasonable

predictability of a scere on the English test when the

score on the Frénch \test is known. The correlation
- coerficient for the MLA French reading”fest,‘Form MA , and
]

Jewell's English reading test was ~0.07 for the

experimental group. The -'0.07 éorrelation coeifiéient is so

close to zero that Statistically no relationship between

L2
the scores on the English and French reading testé appears

to exist.

The fluctuation of the cbserved correlation
coefficients may bé due in part to the small sample. Also,
the studgnts differed in the ngmber of YVears of" prévlous
Frénph ihstruction. For the students in thevcontrol group
the average Years of Frénch inetrucﬂjon wace five yéars with.
avrange from two to thirteen years, the Students in the
experimental group had an average of four years of Frenckh
instruction with a range from one to 't;;lve"years. .By
comparing the correla tion coefflcle;ts of thé ‘control

&roup, -0.05 and -0.26, with those of the experimental

group, 0.34 and -0.07, there appears = to be a steadily
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rising correlatijion coetficient hetween the English and
French reading testsy paralleling those of the group mean

test performance on the MLA French reading test.

The alternate fofms ot the MLA qunch reading fpst
were: used to assess the French competency'level before and
aftér'the experimente. The.means, runge&of test gcores, ~and
the stapdard‘deviatiods on the French reading test Form LA

(pretest), Form MA (posttest) and Jewellt's English -reading

comprehension test tor the control &roup and the

experimental group are also summarized in Table 1.

Tke control group had.a mean of 31.05 on the French’

reading pretesf, "The scoreg ranged from 14 to 49 out of a
possibléatctal $core of SO. The standard deviation was
%.54, wﬁich reflected the variability of individual scorese.
The advanced French readiné testy, Form MA was Qsed as the
poéttest measure. Students in the éonfrol group scored a
mean of ‘15.63- The scores ranged from.l to 43 correct out
of 50. The standard deviation was ?.02. Due to the greater
difficulty of the posttest, the obtained group mean was
smaller than on the pretest. Ho;ever, if ’the mean is
rescAled by twenty points, the posttest mean 35.63 reflects
a ¢gain of 4.58 for the control group ;ver'the pretest mean.

On the Jewell'sg English reading comprehension test the

control group had a mean of 28432 The maximum possible

score on this test was 44. The observed score ranged from

11 to 39 correct answers. The standard deviatiagn was 7.76.
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The experimental group scored similarly to the control
troup on the three test mecasurese. On the French readling
tegt Form LA (pretest), +he experimental group had a group

. . .. ) o
mean of 35.,21. The scores ranged from 22 to 48 " and the
standard deviation associated with this test was 7.27. N
Students in the experimental group had a mean of 15.21 . on

the French reading posttecst Form . MA, which, rescqléd, L

corresponded to a mean of JK.21. The sScores pangedxffdm 10

to 34 correct answers with s standard deviation oﬁ#§579.
Th o rescaled posttest mean of t he experimen?al grbup
reflects a‘ Jgain of 300 over the pretest mean. On the
Jewell'lepglish-readLng com; “ehension teét students .in the
experimental éroup sScored a mean of J0.11. The correct

answers ranged .from 17 to 40. The standard deviation was

'6.01-

In both groups; students * improved their performance
from the French reading‘ pretest to the French reading
posttest. To defermlne whether theré was any AStatistically
‘significant differ;nce of group means for the coﬁtrol apd
experimental group 05 the three test meaéureé, a ‘one way
analysis of variance was calculated. The results are
summarized in Table 2. No comparisoﬁ‘of means indlcate& a
statistically significant ,differenée. The ,contrél group
mean of 31.05'on the French reading preteét, Form LA did
not differ in statistically significant terms from the

eiperlmental Zroup mean of 3524, Similearly, . no

-



J

Table 2

Summary of the One Vay Analysis of Variance for
the French 205 Students on the French ML-A
Readxng Test Form LA

__—__—_—_________-__-__—__-_____“-____—_-~_____—-_—__-____

SOURCE 5.8, D.F. MwS. F-RATIO PROBABILITY
EFFECTS 164.24 1 164.24 .84 0.10

"ERRORS 2084.13 3¢ 57.89 .-\

44 : :
Summary of the One Way Analysis of Variance for
the French 205 Students on the French MLA

' Reading Test Form MA

_-___-—___-_‘_____-_—-—__—_—___-—x-__—____—___——-_—_‘_-__—_

SOQURCE SeSe DeFe MeSe. F~RATIO PROBABILITY
EFFECTS 63.18 1 €3.18 0.94 0.34
ERRORS 2419.59 Jé 67.21

—_-_—-_-—_--—_--——-—_-‘—-—_---—_-‘—~-—___—_——--,_-_————-——.

Summary of the One Way Analysis of Variance for
the French 205 Students on the Jewell Englxsh
Reading Test

_—--——--._——__—__—_———-___-—__-__—_§—_—-_—_————g—_—_——_-—-.

SOURCE SaSe DeFe MeSe F—RATIO PROBABILITY
EFFECTS 30.42 1 3042 (.60 0.44

ERRORS 1829.92 36 50.83

o e o T e e e e e e o o o o e et ot e . . e v e e . . S € o e o e —— e e . = e i i
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sf&tiétically Slgnifiéanf dfttereuce T was found “tor the
French readihé posttest, Form MA. The 9xpo$imenfnl aroup
mean ot 18;21 was_proportfonutely hisher with respect to
. v ) .
the French pretest bgt did not indicate a statisfically
sign}ficanf‘ difterence fronm the control group mean of

15.6J3. Finully, the control and ~experimental group means
. . Y b

3

for Jewell's English reading comprehension test were not

statistically different at the 0.05 level, al though the

exXperimental group'mean of 30.11 was relatively ‘higher than

the control group mean of 28.32.

An analysis of covariance was " calculated for the

cdntqol and eXxperimental ®rour mean on. the French MLA

reading test, Form MA serving as posttest, with the French
MLA reading test Form LA pretest as covariate. The summary

of the one way analysig ox covariance is precented in Table

© .

J. Tbe megn ditference of the confrol and exper;mental«
group was not found to be statistlcally‘.s;gnlfiéant. The
covariate, however, wa g étatistiéally significant at the
6.001 level. The result of the one‘ way aaal}sis -of
covariance was consistent with the result obtalned of the
one way apalysis of variance. The means of the control and
experimental group on the Frepch MLA reading té;t, Form MA

serving as the bosttest, did . not differ sStatistically

Sigdificantly.
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Table J N
"5

Summary of the One Way Analysis of Covariance

Compurisoq of Means onlfhe MLA French Reading Test
. Form MA with the MLA French Test Form LA as
Covariate for the Control and Fxperimen-
tal Group of the -French 205 Students

_.._..____.-—.....—_.—-._..__—....—.—_.—_—.—__.._._-_—__-____-..___—-_.—.___——..._-_

Comparison ot the Unaedjusted and Ad justed Means and
Variances of the Control and Experimental Students

Unadjusted Adjusted
" Mean ,Varjance "Meas Varliance
control - © 15.63 85.. 21.31
experimental 718421 48.62 28.24
Homogerneity of within group varlances x2 ='1.39 p = 0 _4
Homogeneity of within cell regression coeff test Xz = 0.33
Ahalysls of Covarilance
SQURCE SeSe D.F. MeSe F~RATIO p
EFFECTS 7.64 1 7. 64 0.29  0.60
cov 1485.4y9 1 1485.49 " 55,66 0.001%%%
ERKORS 934.11 35 26469
Et N \";} ,’

*¥% p < 0,001 '
Lo S
‘Total number of students = 38 X

. _ , > .

7 .

el fe
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Summary
A\,

i\
In summary, for the control and experimental group
none o1 the correlation coetficlents between the Jewell

Fnglish reading test and the French MLA reading test Form
LA and MA wn.s statistically Significant., Thus, the null
hypofh;sis ‘ that there is no signlflcant relationship
between the scores ohtained an the English and French
Eead}n; tests employed was not re jected. Prediction.of test
Scofrs is vno? possible with the observed fluctuating Low
Qarfoiaticnjcoefiicients- The mean difference between the
‘group means on ihe Ffench MLA reading test, Pobh LA serving
as ﬁrefegt gnd Form MA serving as posttest, for the control
and ‘qxpérimentnl roup was not statistically si;niflcantly
fiil’fer:ent- Without a statistically significant m,gan
diiference between the posttest scores of the control and

e

experimental ETroup, the null hypothesis could not be

re jected.
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A Study with Grade Ten Studente

~

An experiment testing the cffliciency of copnate study
with grade ten students started April 13, 1977 with the

.

pretest administration ot the French NILA Reading Test Form
LA and the Jewell ¥Fnglish reading test and concluded , with

the French MLA  reading test Form LB on June 6y 14H77. The

B : . q )
students in the experimentpl wgroup received a copy of the
a
English-Fren: cogna te uni t while the students in the
B [N
\
control iroup did “not. A delayed written cogna te

recognitior test part 1 (WCRT 1) was administered June 22y'

i’
1977. Teacher one had 36 French 11 students who are in

their fourth year of French study. One class of 18 students
wa s randomly assigned to the control group and the other
class of 18 students wa s assigned to the experimental
gr@up. Teacher two had 30 French 11 students of which one
class of 15 stugents was randomly assiugned to the controd
group and the other class to the experimentalrgroub. Ohe

lesson of the English-French cognate unit was assgigned per

weeke The teacher <clarified grammatical points in the
1

-cognate unit. The gquestions at the end of ea;h lesson in
the cognate unit were corrected in class at the end of each
weeke A detailed description of thenstudentstln the control
and experimental groups of teacher number one and two is

presented ‘n Appendix C. Permission ~to perform the study

was obta’~cd from the Edmonton Public School Board.
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Results and Ihterpretation

Teacher Number Une

With pre- and pPoSttest measures, using alternate forms
of the tecs t, it is Iimportant to determine the extent to
which tte Feasurer are correiated. A high correlation
between Form LX and Form L3 of the French MLA reading teat
is required in order tha t the tests be regarded as
p&rqllef. The correlation coefficient for the French MLA
readinyg tost‘FPrm LA and LB wasg found to be ,0.88 (p <
Us001) for the control 4roup and O.QU (p < 0.001) for the
experimental group. The Kuder—Richa;dson 20 reliability
coefficient, measuring internal consistency o1 the test

£y
items ot-the French MLA feading.test‘Form LA and LB was

093 for both the control and experimental group.

To determine the possitle relationshig of English

.

reading cormprehension ability, as measured with Jewet ¥ o

test, and the French readinyg comprehension ability, as

.
'

measured with fhe MLA reading test Form 4A and LB, the
|
scores of these tests were correlated. The correlation
coefficients of the Jewell FEnglish reading test, the French
f
NLA. reading test Form LA and LB and the written .cognate

. (-3
recogniticon test part 1 ( WCRT 1) for the control and

experimental £roup are summarized in Table 4. -

For the students in the control &roup, the correlation
coeffjcients for the Jewell English reading test, the

French ML A reading test Form LA and LB and thé WCRT 1 did



Means, Kange

Correlation
MLA Fkeading

French

. Table

of Test Scores,
Coefficients

Test Form

v

4

Standard

for the Jewell Test,

LA and

97

Deviations and
the
the

L and

Written Cognatd'kecognltion Test Part 1 for

the

Means
Range
SD

‘Correlations

JEWELL
MLA LA
MLA LB

WCRT 1

Experlmental
Groub
Means
Range
SD

Correlations

JEWELL
MILA LA
MLA LB

WCRT 1 -

* p < 0.05
*% p < 0.01
*%% p < 0.001

Control end Fxperimental Group A
of Teacher Number One '
JEWELL MLA LA MLA LB WCKT1
27.61 23.33 25.33 16 .78
14-36 14-34 16-35 06~24
6.06, 5.93 5.31 4,18

1.00

0.23 1.00

0.23 0. 88 %%x 1.00

0.32 0.49% 0.43 1.00
26467 22.89 25,72 S 19.11
10-38 10-39 16-38 12-24
8.29 7.60 5.9¢9 j 2.89
1.00

0. 69%x 1.00

0+68%% Oe¢ S0FNK%k 1.00

0e66%% 0.69%% 0.75%%% 1.00
students = 36

Total number of
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not reach statistical . sieniticance. * The Corrflétloﬁ
coefflcient be}weeh the Frencir NLA Form LA and the WCRT 1
test scores wag 0.49. This correlation reached’ statistical
vglgnitjcance at the 0.05 level. The correlation coefficient

between the French MLA VForm LE and the WCRT 14 was 0.43 (p =

t.07).

For the experimental Kroup, the correlation
coefficients of the Jewell Fnglish reading test with the

French MLA Form LA and LB and the WCRT 1 all reached

stut}stical Significence at the’O.Ql or ,0.00I level. The
correlaticn coefficient for the Jewell elish reading tes't
with the. French MLA Fo?m LA was 0.69 (p < 0.01) and 0.6 (p
< 0«01) lfor Form LB. The correlation coefficient for the

ell test and the WCRT 1 was 066 (p < 0-01), The
ﬂ’ ‘

-rrelation coefficient for the WCRT 1 with the French MLA

form LA was 0,68 (p < 0.01) and 0.75 (p < 0.001) tor' Fopm

LB.

Apart from the idiosyncrasy of the students in the
control and experinéntal‘group and the retatively small

sampie size, the observed lack of Statistical significance

v

of the correlatiaon coefficients among the tests in the

control Eroup and the high correlation coefficients in the

| .
experimental group may be a /result of different emphasis

accorded to reading in previous French instruction and a

/possible non-linear learnin curve bftween first and second
\\ )
"language acquisitjion,. v



Tﬁe means, ranyge 61 test sScores and the atandard
deviations on the Jewel U nglish reading test, and on the
lrench MLA'reuding‘tPﬂt‘Pnrm LA and LB are also presented
in Table 4. The students in th® control #roupy had a mean of
ZJ.JJ' on the French MLA, Form LA serving as the pretést.
ihe scores ranged from 14 to J4 out of a poéslhie totgi of
SU« The standard deviatijion quAS.SJ. On the FrenchiMLA Form
LB, séfving as the posttest, the control.group scored a
mean of 25.33. The test scores ranged from 16 to 35 correct
answers and tﬁo standard deviation was 5¢31. On the Jewell
English rgad}ngn test, the cantrol Zroup haé a mean of
é?.bl, the scores ranged from 14 to 36 out of a Apossible

: ¥
4 (4
total of 44, and the standard deviation was 6.06.

/

Students ip the{exper;ﬁental group had a mean of 22 .89
on ‘the' Frencﬁ MLA, Form ‘L; serving as the pretest, tge
scores rgn@ed fromu10=t0’39 correct answers cut of a total
éf 50, and the standard deViation, reflecting . the
variability of scores, wasg 7-6Q- On the French MLA, Form LB
serving gs the posttest, the experimental aroup scored a
mean 6f 25.72, the scores ranged from 16 to 38. The
asgociated standard deviation for the spread Qf Scores wvas
5499, On the J¢wellrEnglish ;eadlng test, students in the.

experimental group obtained a mean of 26.67, the, scores

ranged from 10 to 38 and the Standard deviation was 8.29.

The mean differences on the French MLA reading‘test

Form LA and LB and the Jewell English reading test of Ythe
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control and experimental group were tested for statistical
sipgnificance. The summary of the one way analysis of
variances is presented jp Table 5. The means on the French
MLA Form LA serviﬂ; as the pretest, were 23.33 for ,the
contrul_ group and 22.89 for the experimental ygroup. This
. . ,
mean qiffefence did not reach statisfical significahce. On
the French MLA, Form LB serving as posttest, the control
group scored a mean qt 25:33 and t he experimeﬁfal group
25.72. The observed mean difference was not Etatisticaliy
significants On the Jewell English reading test the control
group had a slighfly higher mean, 2%.71, than the
experimental group, 26.67; however, the mean difference on
the Jewell test was not ' cstatistically signifléant.i Thus,
the control and the experimental group did not differ
-

statistically on the French MLA readinb test Form LA, LB

.and he Jewell English reading test.

The analysis of covariance performed on the French MLA
reading test Yorm B, using the MLA, Form LA or both the
Jewell test and vhe French MLA Form LA as 'covariates,
corroborates the findings of the analysis of variancg. The
summarles of tho qne way analys;s of covarlanceé are

presented in_ Tables " wncd " Only the French MLA Form LA

t
[

serving as covariate reached e-: tistical significance at

the 0.001 level.

—

4

Within the caontrol group <« m ‘n of two points on

the French MLA reading test, For i .B serving as pre—
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Table S

Summary of the One Way Analysis of Variance on the French
MILA Test Form LA Serving as Pretest tor the Control and

-—— s . — e

EFFECTS
ERXORS

Experimental Students of Teacher Number One
. S e

T e e e e e e e s = = o s —— . ——— i — b — . . S~ T e s — o ————

SeS. D.F. M.S. F~RATIO PROBABILITY
.78 1 1.78 0.04 0.85

1671.79 34 49.17 .

T o o o e >t o e e n e e = ————— " " i —— —— - — i o o e i b

Summary of the One Wéy Analysis of Variance on, the French

MLA Test Form LB Serving as Posttest for the Control and

— - s . ———

EFFECTS
ERRORS

Experimental Students of Teacher Number’® One

SeSe DeFo MeSe F-RATIO PROBABILITY
1.36 1 1.36 0.04 0.84
1153.62 34 33.93

T R S e e e S i S it L e . T e e . . et ot e ot . e e = = . S . " i . i . e o e e

Summary of the One Way Analysis of Variance on the Jewell
English Reading Test for the Control and Experi-

——— e ot st e e

EFFECTS
ERRORS

mental Students of Teacher Number One

e L S S 1 " A T ot e e e e o s T o e — . o T 22D " S A e PO S0 -, s

SeS. DeFe MoeSa F-RATIO PROBABILITY |
8.03 1 8.03 0.14 0.71
1896.29 34 55.77
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Table 6
Summary of the One Way Analyslis of Covariance

Comparison of Means on the 'French MLA Reading Test Form
LB with Form LA as Covariate for the Control and
Experimental Group of Teacher Number One

Comparison of the Unadjusted and Adjusted Means and
Variances of the Control and Experimental Students

- - . S e e e > s " T ———— T —— o  —— s ey i s i ot i " e ot o o Bt e . o = s el

‘ UnudJusted‘ Adjusted
T ’ Mean Variance Mean Variance
control ' 25.33 29.88 : 8.08 Te22
experimental 25.72 37.'98 ‘ 8.79 757
Homogeneity of within group variandies X2 = 0.24 p = 0.63
Homogeneity of within cell regression coeff test X2 = 0.01
p = 0.93 :
|
Analysis of Covariance
SOURCE SGS' D-Fn M-Sa F-RATIO P
.EFFECTS 4,63 1 463 0.64 0.43
cov 1 -~ 914.47 . S 914.47 | 12605 0001 %%x%
5 7426 :

ERRORS .+ 239.42 : 2

s e T i . e i . i . . i . e St S S o ) o i il o A A o o o e Sy < S

*%%x p < 0.001

Total number of students = 36
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Table 7
Summary of the One Way Analysis of Covariance

Comparison of Means on the French NLA Reading Test Form
LB with the Jewell anllbh Keading Test and Form LA
as Covariateq for the Control and Fxperimental
Gvoup ot Teac?er Number One

it -ttt e e e S T ey e e o e st = e —— e ——— s ] ——— — ———

Comparison of the UnadJusted and Adjusted Means and
Variances of the Control and. Experimental Students

Unadjusted . Adjusted
Mean Variance Mean Variance
control 25.33 29.s8 7 .48 7«66
experimental 25472 3798 8.23 7.78 -~
Homogeneify of within group\variances X2 = 0.24 p = 0.63

Homogeneity of within cell pegression ‘coeff test X2'= 0.00
P = 0098

T e e ———— e —— - > e e e . e e e

e e T T T e e e e, e e

SOURCE S.S. DeF. MeS. F-RATIO p
EFFECTS 4.9¢ 1 4. 99 0.67 0.42

Cov 1 2.27 1 2027 0.31 0.58
cov ' 2 623.53 ° -1 623.53 . 84.19 0,001%%%
ERRORS . 237.01 32 7.41

..-—._—-———-,___-_——~_-—_.._.-—_a_—-—-——--———_.—_—_—___._—__—— ——— ——

*%% p < 0.001 . _ .

Total number of students = 36
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and posttests wasg observed. Thisg mean difference was-tested

with a correlated t-tegt analysig and was found to be

-,

statistically significant at the 0.01 leyel- The
¢Xperimental &£roup had a mean gain of 2483 on the French
MLA reading test Form LA and Ls, which‘reaqhed statigtical
signiticance in a cOrrelated t-tegt analysis at the 0.003

level, The cbrrelated. t-test analysig ls s%mmarized in

\ i
Table 8. Both the control and the experimental groups

N

improved on the French MLA reading test Form LB gserving as

rosttest, however, the experiméﬁtal group had a higher mean
~N

#ain: than the control g&roupe.

'

'In Summary, the relationship between the test scores
on the Jeweil English reading téét and the French NLA
reading test‘ Form LA anq 18 was found no t to be
statistically signifiéant fér the control vgroup,_ but
statistically significant for the experimental‘ £roup. It

was “suggested that, apart from the ldiésyrcrasy<qf the
students in the control and experimental roup, a%d‘ the
relatively small samgple size, the observed lack of

sfatistical significance of tre éorrela ion coetflcleanA

among the tests in the control group an? the statistically

significant cdrrelatlon coefficient for/thevstudents in the

’experimental &roup may be a result of different emphasis

accorded to reading in pPrevious French instruction. The

mean difference on the French MLA'reading test Form LA and

LB and the Jewell English reading test was tested with the.:

analysis of variance for statistical signiflcapce- None of



(

Table &

Correlated T-Test Analysis on the French MLA Test
»#Form LA and LB Serving as Pre— and Posttest
’ for the Control Group of Teacher

Number Cne -

TESTS MLA, LA MLA, LB )

Means 23.33 25.33

SD 5.¢&3 5.31

Correlation of

MLA, LA & LB O.88&
t values for de fe p t-test value defe P
variances for means

0.92 16- 0.37 2.92 17 001 %%

e s A e i e . . e |t W~ A, s S e it o S = et

Correlated T-Test Analysis on the French MLA Test
Form LA and LB Serving as Pre- and Posttest
for the Experimental Group of Teacher

' Number One

TESTS MLA, LA
Means 22.89
SD 7.60

correlation of
"MLA, LA & LB 0.90

-t . e s . . e i e el e s e ke St T s st o

t values for de f.e P
variances

s e o . o o e g . il e S e i . . e i e . e O et g e

::%
MLA, LB
25.72
5.99
t—-test values . defa P
for means
3.43 17 0.003%x%

—— s o . i o e, S . o e e
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the mean differences reached ,stafistica} significnnce,
although the experimental s£rouvp had a higher mean on the
French MLA reading posttest than the control group. Both
the control and experimental £group had a statlétlcally
significanf rean gain trom the MLA reading pretest to the

posttest,

A Study with Grade Ten Student:
Results and Interpretation

Teacher Number Two

The éorrélatidn coefficient béfween Form LA ‘and Form
LB of the French QLA readinyg 'test, serving as pre- and
posttegts, was found ko be 0.75 (p < Ue001') for the control
group and Q.47 (p‘< 0.07)Qfor'the experimental group. The
Kuqer—Richnrdson 20, measdyring internal consistency of the

‘test itews, was 0.83 for the control group and 0.62 for the

experimental Egroup.

To de}ermine the poséible relationship of Enél”%h
reading comprehension ability, as meaéureq with Jewell ‘..
,teét,7aﬂd Frenéh reading Com;rohension ability, as measured
with fhe MLA reading test Form ;A and . LB, .the scores of
thesge tes'ts were correlated.’Thé correiatlon‘coefficients
of the Jewell English reading test, the French MLA reading
test Fo;m LA and 'LB and the-written cognatg reéognitipn

test part 1 (WCRT 1) for the centrol and experimental group

are summarized in Table 9.



Table 9O
Mcans,. Rungé of Test Scores, Standard De¢viations and
Correlation Coeffrficients for the Jewcll Test, the
French MLA Keading Test Form LA and LB and the
WCRT Part 1 fon the Control and .Experimental
Group of Teacher Numhér Twao

T T T T o o e e e s e s e T e e T e s A o e ot . i e~ = . 25, 2 > o e e o
.

TESTS JEWELL‘ “ NLA LA =~ MLA LB WCRT1

Control

Group . ’ .
Means 25480, 7 20.%7 20.53 18.13
Range 09-36 11-34 . 15-31 13-23

Correlations

JEWELL 1.00 ' \
MLA LA 04645 1.00
MLA LB 0.65%% 0.75%%%  1.00
WCRT 1 0.58%. 0.66%% 0o 62%% 1.00
Experimental l
Group v -
: Neans 23-67 19.00 21.53 17.27
Ranae 11-38 08-34 1 12-30 - 09-23
SD 7.34 6.69 4.83 4.49

Correlations

JEWELL 1.00
MLA LA 0.30 - 1.00
MLA LB 0.34 0.47 1.00
WCRT 1 0.68%x% 0o 71 %% 0o 69%% 1.00
# p < 0.05
X % P < 0.01
*¥%% p < 0.001

- Total number of students = 30
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For the students in the centrol group, the correlation
coefficient for the fewull Fnglisth reading test with the
French NLA  reading test Form LA was 0.04'(p < 0.01) and
with Form LB 0.65 (p < U.01). The correlation coefticient

tfor the Jewell test with the WCRT 1 was 0.5K (p < 0.05).

The correlation coefficient of the WCKRT 1 with the French

MLA reading test Form LA was 0.66 (p < 0.01) and with Form
~

LB 0.62 (p < 0«01)e The correlation coefficients between

all the tests reached statistical significance.

For the experlmental group, the correlation
;;efficient of the Jewell English reading  test with the
French ML A reading test Form LA ;as 0.30, which did not
reﬁch statistical significance. Sim;larly) the correlation
coefficient between the Jewell English_readlng teest and the
French MLA ;eading test Form Lg was 0.34 which qlsb did not
reach statistical significance. The correlation coefficient

1
between the Jewell English reading test and the WCRT 1 was
0. 6% and signif;cant at the 0,01 level. The correlation
coerficient between the WCRT 1 and fhe French MLA reading.

N

test Form LA was 0.71 (p < 0.01) and for Form LB 0.69 (p <
0.01). )

Statistically significany correlation coefficients for
the French MLA reading tests and Jewell's English reading
test  cre <4 for the control group but not for the
eﬁper & . .IPOUpe Aé was mentioned before,»it is pbééible

.

that apart from the idiosyncrasy of the students in the



contraol andlexperlmvntal #roup and the small sample silzeo,
the observed Iiuciuation of the correlation coefticients
for the English and French reading tests could be a result
ot a al fferent emphasis aFcorded to reading in previous
French Iinstruction. For both the control and experimental
group, the correlation coefficlent for the WCKT 1 and the
Jewell English réading test,’ and the correlation
coefficientsﬁ%of the WCRT 1 and the French MLA readiﬁg test
Form LA and LB were siénlficani. It appears plausible that
the WCRT 1 correlates positively with the Jewell English
read&ng teat because oi‘commonality due to Eﬁ;liéh-grench
cognates. Since both the WCRT l‘and the MLA reading test
Forma LA. and LB are French reading tests a positive high
Correiafion coefficient wa s expected. The :lack ot
statistical significaunce of the correlation coefficient for
the Jewell test and the French MLA Form LA and LB tests

could lend support tc a curve—-like relationship between

first and second language acquisition.,

The means, fange of test scores and the standard
deviations‘on the Jewell Englicsh reading test and on the
French .MLA reading test Form LA and LB are also presen ted
.in T;blé-S. The studenté in the control group had a mean of
20.87 on the French NLA reading test Form LA.  The test
scores ranged frorm ¢ to 34 out of a.possible total of 50
and the standard deviation was S5.74. On the French NMLA

reading test Form LB the cdntrol group scored a mean of

20.53, the scores rdnged from 15 to 31 and. the standard
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deviation was 4«.24. On the Jewell English reading test the
control group had a mean ot 25.80, the scores ranged from Y
te .36 out of a possible total of 44 and the standard

deviation was 7.15.

Students In the exporlmeﬁtul #Zroup had a mean of 19.00
on the French ML A reading test Form LA« There was a wide
range of test scbreg, from 8 taoa 34, which 1s reflected in
the standard deviation of 6.689. On the French MLA reading
test Form fB the test mean was 2153 The scores ranged
from 12 to 30 correct answers out of a total of 50, and the
.standard devlation was 4.83. Cn the Jewell Fnglish reading
test the experimental grcup Ecqred a mean of 23.07. The
test scores ranged from 11 to 38 out of a possible total of

44, The standard deviatlion was 7.34.

The observed test mean differences on‘the French ML?
'<reading test Form LA and LB and the Jewell English .readlng
test for the control and e;perinental group we;e tested fqr
statistical significance. The sumrary of the one way
analysis of variance; on these tests is presented in Tapye
10. The means on the French MLA reading test, Form LA
serving as the pretest, weré 2C.87 for the control group
and 19.00 for the experimental group of teacher number two.
This meﬁn difference did not reachr statistical
significance, On the French MLA reading test, Form LB

serving as the posttest, the control group scored a mean of

20.53 and the experimental group 21.53. The observed mean



Table 10 )
Summary of the One Way Analyeis of Variance on the French
MLA Test Form LA Serving as Pretest for the Control and

Experimental Students of Teacher Number Two

T T T T T T T T e e e e e T e e e e e e e e e e . ———— — e o e

SOURCE SeS. Delbo M.Se. F-RATICO PROBABILITY
"ERRORS  1165.75 2% 41.63

Summary of the One Way Analysis of Variance an the French
MLA Test Form LB Serving as Posttest for the Control and
Experimental Students of Teacher Number Twao -

T T T T T e e e e e e e e e e e e = e o e e o

SOURCE S.S. De Fe MeSa F~-RATIC PROBABILITY
EFFECTS 7.50 1 7450 0¢34 0.57
ERRORS 619R48 28 22.12 ' )

Summary of the One Way Analysis of Variance on the Jewell
English Reading Test for the Control and Experi-
mental Students of Teacher Number Two

T T T T e e e e e o e e o e e e e e . ——  —  “ —— o . . o <o o e o ot

EFFECTS 34.13 1 34.13 0.61  0.44
ERRORS, 1573.74 28 56421



difference was not statistically significant. On the Jewell
Fnglish reading test the control Zroup had a slightly
higher mean. 25.86 than the experimental group 23.067,
however, the mean difterence on the Jewell English reading
test wa s nét statistically significant. Thus, the control
and experimentall group did not differ statistically on the

French MLA reading test Form LA and LB and the Jewell

English reading test. o

The analysis of covariance on the French MLA reqding
test Form LB, using only Form LA as covariate, or both the
French MLA reading test Form LA and .the Jewell English
reading test as covariates, wa s not found to be
statistically‘ significant. A summary of the one way
analysis of cqvarlgnce is presented in Tables 11 and 12.
Only the French MLA reading test Form LA used as covariate

°

reached statistical significance at the 0.001 or 0.01

level.

‘ With1n the control group a mean laoss of 0.34 on .the
French MLA reading test, Form LA and LB servihg as pre- an&
posttests, was observed. This mea:. difference was tested
with a correlated t-test analysis (see Table 13) and was
found to be not statisticsally sl;nificantf The experlﬁen{ai'
group had a mean gain of 2.53 on th; French NLA reading
test Form LA and LB, ‘which failed to. reach stﬁtistical
significance with a probabilijy of 0.14. Only the

experlmental‘group improved ¢on the French MLA reading test,
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Table 11

Summary of the One Way Analysis of Covariance
Co&purison of Means on the French MLA keading Test Form
LB with Form LA as Covariate for the Control and
Experimental Group of Teacher Number Two

Comparison of the Unadjusted and Adjusted Means and
Variances of the Control and Experimental Students

Unadjusted Adjusted
Mean Variance "Mean Variance
control _ 20.53 19.27 11.53 9.13
experimental 21.53 24498 13.33 20.85
—————————————————————————————————— bt 0o
Homogeneity of within group variaences X2 = 0.23 p = 060
Homogeneity of .within cell regression coeff test X2 = 2.07
p = U.15
Analysis of Covariance

SOURCE SeSe D.Fo. MeSe F—-RATIO p
EFFECTS 23.91 1 23.91 1.60 0.22

S Cov 1 217.10 1 217.10 14.57 0.001%x%x

ERRGORS 402.36 27 - 14.90

——— " —— . s . o o —— . o o . T — — o —— i . e T o T 7 e i o . oy i o i i S

¥%% p < 0.001

Total number of students = 30



lable 12
Summary ot the One Way Analysis of Covariance

Comparison of Means on the French MLA Keading Test Form
LB with the Jewell Englieh Keading Test and the
MLA Form LA as Covariates for the Control and
Experimental Group of‘Teacher Number Two

Comparison of the Unadjusteu and Adjusted Means and
Variances of the Control and Experimental Students

Unad justed Adjusted
Mearn Variance Mean Variance
control _ 20.53 19.27 9.01 8.80
experimental 21.53 24.98% 11.01 21.29
_Homdgeneity of within group variances X2 = 0423 p = 0.63
Homogeneity of within cell regression coeff test X2 = 2.18
P = 0.14 . .
Analysis of Covariance
SOURCE SeSe DeFa MeS. F-RATIQ p
EFFECTS 28.15 1 29.15 2.07 0.16
Ccov 1 36.09 1 36.09 2.56 0.12
cov 2 . 108.45 ’ 1 108.45 7e69 0.01%%"
EKRGORS 366.48 26 14.10

___._..._..——_—.——-—-_._.__-_——..--—_._—_-_._..'_-..—._._-—-__.._

*% p < 0.01

Total number of students = 30



Correla ted I~Test
Form LA and LB ser
for the

MLA,

Table 13

Analysis on
ving as Pre-

‘the French
and

Control Group of Teacher
Nuaber Two

115

MLA Test

Posttest

Correlated T-Test Analysis
Form LA and LB Serving a
for the Experimental Group o

correlation of

MLA, LA

t values for
variances

&

Number Two

_—_-_—---—_‘-_---_—.—..—_——..-_-__

test values def. P
for means
0.33 14 0.75
on the French MLA Test
s Pre— and Posttest
f Teacher
MLA, LB
21.53
4.83
t-test values de fo P
for means
1.55 14 O0.14

.-—§_._-——--..___—..__._—-_.__-—.——.-_.-_—_———...-..._—_.__-——...._.._- - —— —



Form LB serving as postteste The control group s«tarted with
a higher pretesgt mean, 20.87, than the experimental group,
19.00; . however, the experimental aroup had a higher nean,

21.53,y than the control groupy 20.53, on the posttest.

o

In summary, the relationship between‘the teat scores
on the French NLA regdin@ test prm LA and LB and the
Jewell Fnglish reAding‘tost was found to be statistically
signlficant for the studen¥s in the control group but not
for the students in the experimental Zroupe. It was
sgggested that apart from the idloéyncrasy of the 5tudenté
in the control and experimegtal group and the rélatlvely
small csampl e size, the observed results ma; reflect a
di fferent emphasis accorded to reading in pre#lous French
instruction. The mean differenpe on the French MLA reading
testy Form LA serving as pretest and Form LB serving as
posttest, and the Jewell English reading test for the
control and experimental Erolp was tested for statistical
significance. None of the mean differences reached
statistical significance, al though the experimental. group
had a higher meén on the French NLA reading posttes} than

.
the control group. Neither the control nor the experimental

£roup had a statistically significant menn gain from the

French NLA reading pretest to the postteste.



Teacher Cne —-—- "Tecacher Two

Cé;parisons
e fo determine whether any interaction efftect existed
between the control versus the experimental ¥Zroups of
teacher nuéber one versus teacher number two and high and
low pretest scores on the French MLA reading test, a three
way analysis of variance was calculated. The cut-~off score
for low French MLA readlhg test Form LA performance was 22.
3 .
The sumwmary of the three way analysis of variance is
presented in Table 14. The A main effect of control versus
experimental group did not reach statistical significance.
The B main effect of teacher number one versus teacher
number two wa s statistically significant at the 0.004
level. This statistically. significant difference between
teachers number one and two appears to be refiected in %he
improved test performance of bo th the control ' and
experimental proup on the French MLA reading testy, Form LB
serving as posttest, for the students of %eacher number
one. A variety of reasons could account for the differences
in the test results between the students of teacher number
one and teacher nu@ber two. The two teachers probably
di ffered with respect +to fluency and competence in French,
teacher number one wags a native French speaker, whereas
teacher nunbér two was not. The two teachers differed in
their educational preparationse. Teacher number one had a
maétef's degree in French and teacher number two had a

bachelor of education degree. Teaching styles and



Table 14
'
Summary of the Three way Analysisg of Variance

for the MLA French T@st, Form LB for the
Students for Teachers One and Two

A (control vs,. 11.23 1 11.23 0.62 0¢.43
experlimental
group)

B (teacher one 162.57 1 162.57 w 8¢98 0.004%x%
VSe. teacher
two)

AxB Interaction 2.42 1 2.42 0.7T8 0.72

C (high vs low 1744 .37 1 1744, 37 96,32 0e001%%%

French MLA
Form LA Test

score)
BxC Inter;ction 4.97 1 4.87  0.27 0.60
AXC Interaction 4.98 . 1 4.98 0.28 o;so
5
AXxBxC Interaction 0.19 1 0.19 . 0.01 o0.92

Errors 1050ﬁ27 58 - 18.11 .
**¥ p < 0.01

*¥% p < 0.001

Total number of studentg = g6

o~



peréonulity variqblés also may .have » lue;ced stud:

teacher raprort and resulting teacher effectiveneés. The C
mnain eftect of high versus low French MLA reading tesf Form
LA pretest performance was signiticant at the 0.001 level.
This finding .indlcates that\students with low.test scores
on the French MLA readling test, Form LA serving as pretest,
made a statistically significant gain on the postteSt; A
low Eretest score may have served 'as a métivating factor
‘rof students to Q;UQy and to try to ‘do better on the

posttest, No interaction effects , were statistically

significante.

A delayed written cognate recognition test part 1
(WCRT 1) was administered twg and a half weekcs later to ‘the
control and experimental groups of teachers number one and

twoe. The summary of the one way analysis ot - variancé is

presented In Table 15,

For the control group éf teacher number one, the
students scored a mean‘of 16.7&; the scores ranged from 6
to 24 out of a possible total of 27, and the standard
deViatiqn was 4.18. The students in the experimental group
of teacher number oné had . a mean of 19.11, the scores
rqnged from 12 to 24 and the standard deviation‘ was 2.89.
Tﬁe mean‘diffgrendé between the control grdup mean, 16.7§,
and the experimental. group mean, 19.11, was 2.33. The:
aAalysls' of variance resuyted in an F-ratio of 3.58 with a

probability of 0.07.



Table 15
Summary of the One Way Analysis of Variance

Comparison of Means on the Written Cognate Recogniltion
Test (WCRT) Part 1 Serving as a Delayed Post'test
for the Confrol and Experimental Students of

" Teacher Number‘bqe

T T T T T T T T T e e e e e e . e e —— —————— e e e e e

SOURCE SeS. DJF. 1 s Se F-RATIO PKOBABILITY

EFFECTS 49. 00 1 45.00 3.58 0.07

ERKORS 464.89 34 13.67

S e e o o e e e e e e e e e ot et o o e e e o e o e e~ —— e —— . et e B - Ao
[

Summary of the.One Way Analysis of Variance

Comparison of Means on th; Written Cognate Recognition
Test (WCRT) Part 1 Serving as a Delayed Posttest
for the Control and Experimental Students of.
Teacher Number Two

T T T T e o e e e e e e e e e e e e e e e e e e e e e e e e e e o e o e e e e 2 oo o .

SOURCE SeSe ‘DeFa MeS. F-RATIO PROBABILITY

EFFECTS 5.63 -1
ERRORS 442,67 28 15.81

s . D e e . A o . . — i - e o —

120
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Hlor the control group Ofﬁ teacher numher fwo, the
students scoqod n m{hn of }g.lﬂ, the scores ranged from 13
to 23 out of a possible total of 27 ‘he, standard
((ovlatlor.n was J.05. The students in the ,montal‘ group
of teacher number two hAu a mean‘ ot 17.27, the scores

ranged from q ta 23 ard the standard deviation was ' ded4Y.

\

The mean diffe: ce between the control grougp mean, 18.13,
and, the exper: ntal g roup mean, 17. - was O0.86 in favour
of the contrel group. The nndlysis < --rlance resulted in

3

anF-ratio of 0.36 with a probvability of 0.56.

f

For the students in the control and oxpérimental
groups of teacher number one and “teacher number two, no

statistically significant delayed posttest effect was

founde. A higher mean was obtained by the experimental group

of tquher number one on the delayed WCRT 1; however, the

same effect was not tTound ior_the experimental group of
teacher number two. The learnlng'ns well as the retention
rufes "0t the students in the experimental group of teacher

nuaober one and teacher number two differed. The observed

difference in the delayed posttest results on the WCRT | of

the exrerimental groups of teachers number one and two

appears to reflect the' difference in learning by the

students of these teachers. Cnly for teacher number one had
the ccntrol  and experimental group a’ statistically
significant pretest / pogttest mean difference on the

French MLA reading tests. The experimental group of teacher

number one obtained o higher mean on the WCRT 1 than did

.



the cantrol group.

Summary for Teachers One and Two

In sumnary ., the correlation coefficients for the
English and French reading tests fluctqated for the control
and egperimental groups of teachers numgof one " and two.
W¥hether a difference In emphaslis accorded to reading during
previous «French}knstruction of the students= in the control
and experimental groupes may have cause-i the observed
roiults is speculative. The observed fluctuations of the
correlation coefficients of the English and French reading
tests aay also bev due to the swall sample tor which the
correlation coeff;gienté were culéul;ted. The findings are

too inconclusive to postulate a curve-like relationship

between first and second language acquisitione.

The mean differences on the FrenchAMLA' reoging test,
Form LA serving as pretest and Form LB serving as posttest,
for the control and experimental groups of teachers number

[ 4 -

one and twa were not found to be statistically signifté;nt.
The experimental groups of both teachers had a higher mean
on the French~ ML A reading test Form LB  than didvtheir
respective ccntrol groups. The null hypothesis. that there
is no agatlstlcally signiflcqnt diff;rence between the -
‘means fogythe controland experimental groups on the French
MLA reading test, Form LB servihg as posttest, w@s not

o

re jected. The within gréup Fretest-posttest means en. the

&
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trench MLA readling tegt Lorm 1 and LB were vtestcd for
stntisticnl.slgnificnnce with a corretlated t—fest;unulysis.
For teacher number one, bo th fhe control and ' the
oxporimvntal g&roup had a mean gain large enough to reach
statistical significance ot the e 01 or 0.003 level. No
statistically significantvpretest/posttesf mean gaim on the
MLA reading test Form LA and LB was found for both the

control and experimental group of teac: = pumber two.

On the delayed posttest, students in the eéexperimental
£roup of teacher number one had a higher mean on the

written cognate recognition test (WCKRT 1) than the control
iel

‘#roupe. The mean difference failed to reach statistical

v

significance (p = 0.07) at the 0.05 level. The same effect
was not found for the students of teacher number two. The
students in the control &rour had a higher mean on the WCRT

N

1 than the students in the experimental group.
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A Study with Grage Ten Studente
. determine whether or not students had learned how
to utilize English—Frenci, COognates, the same experiment, i,

€+y procedures, experimental curriculunm and Krade level,
was prerformed with & third teacher except the French.MLA
reading test Form LA and LB was replaped with a written
cognate recognition test, part 1 (WCRT 1) serving as the
pretest and part 2 (WCRT 2) as the posttest. A copy of the
cogna te test is listed in Appendix D of this study. The

experimént.iasted from Apsril 1€, 1977 until June 13, 1977,

llncludlng the pre— and posttest administration,

The folloving null hypotheses were tested:
1. There is no significant relationship between the
Scores obtained on the .Fnglish ;eading comprehension
test and performance on thé wrlitten cogna te
recognition pre- and posttests.,

-
2. There is no statistically significaﬁt difference

between the means for the control and the experimental

€roup on the written cognate recognitjion posttest.

Results and Interpretation

Teacher Numter Three

With pre~ and posttest measures, using alternate forms
of the test, it is impcrtant to determine the extent to

which both meagures are correlated.‘ A high correlation
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coefficient between part 1 . and part 2 of the written
cognate recogﬁition test (WCRT) ig ;equ{red in order tha t
the tests be regarded awx paraltel. The correlation between
part 1 and part 2 or the written cogna te recogynition t;st
(WCRT) for the coutrol dTroup was 0.71, which wvas
significant at the U.004 level. For the experimental gréup,
the correlation between part | and pért 2 of the WCRT was
U.SS, which  was signiticant at the‘ 0.001 lLevel. The
Cronbach's alpha reli&bﬁlity coefflcient, . measuring

internal consistency of the test items, wasg U.82 for the

control group and (.92 Tor the experilmental £ETroupa.

To dete;mine the possible relationship between English
reading comprehension ability, as measurgd with Jewelltg
test,‘and French reading cémprehenslon abil;ty, as measured ‘
with the written cognate recognition test part 1 and part
2,ﬁ”}he scores on these tests were correlated. The
correlationiﬂcoefficients for the Jewell Fnglish reading
test and the WCRT 1 and WCRT 2 for the control and

experimental group of teacher number three are summarized

in Table 16.

The cor;elation coefficient between‘the Jewell English
reading test and the WCRTVI was 0.72 for both +the " control
and the experimental £roup. This was significant at the
0.01 level. The correi;tion coefficient between the Jewell

English' reading test and the WCRT 2 was 0¢77 for the

control group and 0.86 for the experimental group. Both'



Table 16

Means, Range ot Test Scores, Standard Deviations and
Correlation Coefficients for the Jewell Test, the
Written Cognate Recognition Test (WCRT) Part 1
and Part 2 for tte Control and Experimental
Students o1 Teacher Number Three

TESTS Jewell WCRT 1 WCRT 2

Control , B

Group
Means 25.71 16.93 16.57
Range 13-34 11-21 08-23
"SDh 6.05 Jd. 06 3.79

Correlations

Jewell 1.00
WCRT 1 OQ¢72%% 1.00

WCRT 2 06 77 %% O0e71%x% 1.00

————————————..——‘-_—-—_——‘——-———————————-————-——--——‘-————_—————

Experimental

Group . .
Mean 21-21 16-00 19.50
Range 13-29 08-21 12-24

sp 5.24 3.14 3.22

Correlations

Jewell 1.00

WCRT 1 0 72%% 1.00
WCRT 2 0.86%%%  (,85%%% 1.00

*% p <'0.01
*%% p < 0.001

Total number of students = 2§
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correlation coefficients were signiticant at the U.001
Lev;l- Since reading Conprehension requires knowledyge of
vocabulary, and since English—French cognates represent the
commonality between English and French, a high positive
correlation coefficient between the ‘English and French
reading test wa s expec ted. The findings lend support to

this expectatione.

The means, range of scores and standard deviations for
the Jewell Englisnh reading test and the WCRT 1 and WCRT 2

are also presented in Table 16,:On the WCKT 1 the control

///group had a mean of 16.393, the Scores ranged from 11 +to 21

out of - a possible total of 27 and the standard deviation

was 3.06¢ The control group had a mean of 16.57 on the WCRT

2, slightly lower than on the WCRTI 1, the scores ranged

from 8 to 23 correct answers and the standard deviation was

3.79, On the"Jewell English reading test the control group
!

mean was 25.71, the scores ranged from 13 to 34 out of @

possible total oi 44 and the standard deviation was 6.05,

The expe{lméntal &roup had a mean of 16.00 on the WCRT
1, the scores ranged from 9 to 21 and the standard
deviation was 3e¢14., The £TOUp mean on the\wCRT 2y, after the
treatment, was 19.80, the scores ranged from 12 to 24 and
the standard deviation was 3.22. On the J;well English

reading test the experimental group had a mean of 21.21,

the  scores ranged from 13 to 29 ocut of a possible total of

44 and the standard deviation was S5.24.
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To determine whether the difference between the group
means on the French reading WCKT fpre- and posttest and the
Jewell English reading test was significant, a one way
analysis of variance was calculated, The resul ts are
summarized in Table 17. The control group had a higher mean
on the WCRT 1, 16.93, than’the experimental group, 16.00;
however, the group mean difference of 0.93 between the
control and experimental group did 'not reach statistical
signiticances On the WCRT 2 the control group had a mean of
1657 and the experimental group 19.50. The mean difference
between the control Hroup, 16.57, and the experimental
group, 19.50, reached statistical significance at the 0.04
level. fhe experimental group studying the English-French
cognate unit performed better than the ccntfol group on a
coznate measuriég. insetrument, 'the written cognate
recognition teét. Thus, the null hypothesis that there is
no statistically signlficant difference between the means
for the control and the.experimental group on the written
cognate recagnition posttest was rejectede. The control and
experimental group mean dlffgrence on the Jei;il English

L Y

reading test of 25471 and 21.21 was statistically

significant at the 0.05 level.

-The analysis of covariance, using the WCRT 1 or the
Jewell English reading test as covarilate, resulted in a
higher level of significance for the mean difference on the

WCRT 2 hetween the control and the experimental groupe. Both
. - .

¥
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Table 17

Summary of the One Way Analysls of Variance on the WCRT
Part 1 Servinyg es Pretest for the Control
and Fxperimental Students of
Teacher Number Three

_.__—._~—__—_._-..._--...._-__—___—._.—__.____—__—..._-___—...—._‘_____-...._

SOURCE S.S5. DeF o MeSe F-RATIO PROBABILITY
EFFECTS 6.04 1 6.04 0.58 .45
EKRRORS 268.93 26 10.34

__.__._....._._.____.__.__-.._—-_.__.__-...._—_._.-_.__....__..--__._.—__..._.._.__.__.....—

Summary of the One Way Analysis of Variance on the WCRT
Part 2 Serving as Posttest for the Control
and Experimental Students of
Teacher Number Three

SOURCE S«.S. D.F. MaSe E-RATIO PROBABILITY
EFFECTS 60.04 1 60.04 4.50 0.04%
ERRORS 346.93 26 13.34

——————————————————————————————————————————————————— - - —— - —

Summary of the One Way Analyesis of Variance on the Jewell
Test for the Control and Experimental
Students of Teacher Number Three

SOURCE S.S. DeFe MeS. F-RATIO ° PROBABILITY
EFFECTS 141.75 1 141.75 . 4.11 0.05x%
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the main etfect and the Covariate reached statistical
significance at the 0.001 level. The summary tables of the

analy%{é of covariance are presented in Tables 18 and 19,

A cdrrelnted t-test analysis was carried out to
compare the pre— and Posttest means on the WCRT 1 and WCRT
2 of the control and experimental Ercup. For the control
group, the mean on the WCRT 1 was 16.93, anﬁ 16.57 on the
WCRT 2, which was not etatistically significantly
different. For the experimental #roup, the mean of 16.00 on
the WCRT 1 in cémparison with 19.50 on the WCRT 2 was
statistically significant at the 0.001 level, Comparing the
means on the WCRT 1 and WCRT 2 the control group mean
decreased slightly py 0.36, whereas the experimental group
mean increased from 16.00 to 19.50 by J3.50 points, The

statistical table of the correlated t-—test analysis may be

found in Table 20.

In Summary, for the students in the control and
expe:imental £roup both null hypgfheses were rejectede.
Statistlcally»significant positive correlation coefficients
were found for both the control and the experimental group
on the Jewell English reading test and the WCRT 1 and 2.
Thus, a high tegt Score on the Jewell English reading test
ténds to-cérrelate with a high score on the WCRT. The mean'
dixference between the contragl and experimental group on
the WCRT, part 1 serving as pretest, wag notAstatisticaliy

slgnificantly different for the control and éxﬁerimental
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Table 18
Summary of the One Way Analysis of Covariance
Comparison of Means on the WCRT Part 2 Serving as€ Pogsttest

for the Countrol and Experimental Students of Teacher
Number Three with the WCRT, Part 1 as Covariate

\\\“,/’Comparisoh of the Unadjusted and Ad justed Means and
Variances of the Control and Experimental Students

Unadjusted Adjusted .

Mean Variance Mean Variance
control 16.57 15449 1.6% .28
experlmental 19.50 11.19 S.42 3.28

Homogeneity of within group variances X2 = 0,33 p

= 0,57
Homogeneity of within cell regression coeff ,test X2 = 2,38
P = On12
Analysis of Covariance
EFFECTS 96.04 1 96. 04 17.29 0.001 %%x%
cov 1 208.11 * 1 208.11 T 37446 06001 %%
ERRORS 138.87 25 5.55

*%x% p < 04001

Total number of students = 28
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Table 19
Summary of the One Way Analysis of Covariance

Comparison of Means on the WCKRT Part 2 Sefving as Pogsttest
for the Control and Experimental Students of Teacher
Number Three with the Jewell Test as Covariate

A o e T i e s e s e D Vs i Tty . . e~ i o e ot s e o i o S . o o — T —— — o e o o o, T

Comparison of the Unadested and Adjusted Means and
Variances of the Control and Experimental Students

S e e i s . " S ) D et O D i e s o e i oy S e ot et i o s ek o o b o e Al o i i — o o o o

Unadjusted Adjusted
Mean Variance Mean Variance’
control 16.587 15.49 3.65 6.85
expe imental 19.50 11.19 8.84 .3.15
Homogenelty of within group variances X2 = 0.33 p = 0.57
Homogenelty of within cell regression coeff test X2 = 1.70
p = 0.19
Analysis of Covariance
SOURCE S.Sa DeFe MaS. F-RATIO p
EFFECTS 162.80 1 162.80 33.78 0,001 %%%
cov 1 226.49 1 226 .49 4700 0.001%%%
ERRQKS 120,48 25 4 .82 : . :

. . e i e A e, . e O e D S B T . D Py M e s i e e e s o i A o = o e vy MR . S el e W ek, M i o At e St . e S s e

*%¥% p < 0,001

Total number of students = 28

<
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Table 20

Correlated T~Test Analysis on the Written Cognate
Recognition Test (WCRT) Part 1 and Part 2
Serving as Pre— and Posttest for the
Control Group of Teacher

i Number Three

e e ——— — —— e, T e e, e e e ———— ———— s et s e e s 2o

TESTS Pretest Posttest
WCRT 1 “WCRT 2
Means 16.93 16.57
SD 3«06 3«79

correlation of '
WCRT 1 and 2 0.71

_.__.-.__.__...._.__—__...__.——__..._—_..__._—~~_.._..—_—.____—-_..___.__-__——_..—

t values for defo P t-test values de fe P

variances for means

I e

—.__“_.__._—__——-._—-_—_-—_-——._-_._-—-_.._—-_————._.........._-—.-—--——_-_

Correlated T-Test Analysies on the Written Cognate
Recognition Test (WCRT) Part 1 and Part 2
Serving as Pre— and Posttest for the
Experimentat Group of Teacher
Number Three

—_—__..——-.....h——-——.—_—.—-_—_-__-.—..._——_——-—-————_-—-—.--...—._ — -

TESTS Pretest Posttest
WCRT 1 WCRT 2 =

Means ~ 16.00 19.50

SD Jd.14 3.22

correlation of

WCRT 1 and”2 0.85
t values for def. P t-test values defe P
variances for means '

0.18 12 0«86 733 13 0.001%

* p < 0.001
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group, On/the WCRT 2, serving as posttest, the experimental
€roup had a sfatisticdtly significant higher mean than thé
control Lroup. The null hyﬁgthesis that there is no
statistically significnn} difference petween the means for
the coptrol And experimenfai &roup on the WCRT posttest was
rejected. Only the experimental group ﬁac a Statistically .
S{gnificant mean gain from the WCRT pretest to the

Posttesgte.

Summary of the Study with Grade Ten Students

In Summary, there was no statistically slgnificant
mean djifference found for’ the confral and the experimental
8roups on the French MLA reading test, Form LA and LB
s€rving as pre- and posttests, of teacher number one and
teacher. nugpber two, although the experimental groups of
50th teachers scored a higher ﬁean °n the French MLA
reading test, Form 1B sev&ing as posttest, than Vtheir

respective control €roup counterparts,

A Number of faéjors could Lcc-unt for the non
statisflcall; significant results on thé French MLA reading
posttest between the control aﬁd éXperimental groups,
Students m&y‘not have devoted enough time to the lessons in
the cognate unit. Fifteen nminutes of-claés time may not
have beenlenough. There are approxima}ely 450 cognates in
the cognate uni£. This constitutes half of the "gQgq Ppassive

words!" specified for 1level one in the Alberta Currjculum
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3 E
Guide for French C1874: 21)s 1f level one i« equateoed with

one school Year, 30 hours of class time could be required
tor students to learn 450 "passive words". In comparison,
10 ‘

it students had £pent three quarters of an hour per lesson
and - fifteen mindtes of classe time this would have amoun ted

to a total of seven hours.

Grade vton students m&y have been unaccustomed to the
study of grammar since in their audio-visual program ¥le
¢t Ilpoxkes de France direct deducfive teé%hing of grammar is
not doﬁe. Moreover,‘tho level of grammatical knbwledgo of
" the sth&ents about their native language may have differed.
It is possible that these were factors which influenced the

non statistically sléniflcant results ( Rochet, 1377).

The relatively small ndfiber of qognhfes in the French

.

ML A reading test (may alsov have contribhted to the non
, ‘ ' )
statistically significant results on the MLA French reading

posttest between the control and. experimental Eroupse. A

.

cognate count of the’NLA French reading test Form LA, LB v

and MA revealed 97 cognates  in Form LA, 108 cognates in
Form LB and 159 'cognates in Form NA. The experimental
treatment consisted f studying the recognition of and

comprehension  with cognates in reading material; the

'results may be~resfricted¢hy the test_used to aeEsess the

*fficiency of the cognate qpﬁroachﬂ

The results of the experiment vlthvteacher number

three, where the Ffench MLA reading test was replaced  with

. e
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a written cogna te recognition test, reveal ed a
Statistically significant mean diffecrence on the WCRT
posttest for the control aqdlcxperimentul group al though
these two #roups did not perform statistically

X | ' ,
significantly dlffereptly on the WCRT 1  pretest., The
statistically slgnificantly improved "performance of
students in the experimental Kroup on the WCRT Pagsttest in
comparison with the control #roup indicates that studentg
can learn Englieh-French cognates in a relatively short
times This findin,g is consistent with an earlier study
(Hammer, 1975) where s tudents were taught the phonemic and
spe?ling differences of English-French cognates.
Stafistic;lly significantly‘ improved test perrormanqe was
"found on thé WCRT fposttest.

N .
The non-statistically significant mean differences of

the Eroup means for students o1 teachers number“one and two
on tﬂe French MLA reading testy, Form LBdserving as the
posttest, is simiiar f6 the findings of Eichler (1972), who
investigated the effecfs of cbgnate usage on speaking
. \
bhroficiency with the MLA Cooperative Foreign Language Test.
"“Eichler found no statistically significant differencés in
the analyses; hcwever, the ﬁean differences were ‘observed
in favor of the cogna te groﬁp. Eichler suggested thit
additional tinpe might eventually ha;e produced significuat
diffefences. It appears fron the present study, tAat an

alternate explanation may be the limitation of the French

NLA standardized test asg & cognate measurling instrument

&
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/

rather than the time factore. In the study with teacher

number three, where the time factor was held constant,

however, the French MLA reading test was replaced with a

conate measuring test (WCRT), a statistically significant

group mean difference was found between the control and

experimental studentse.
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Students?' Evaluation ot the English-French

Cognate Unit

After the experiment Proper was completed, students in
the high school experimental €roups of teachers number one,
two, and three were asked to evaluate the Fnglish~French
cognate unit. The questionnnine‘used for this purpose is
presented in Appendli x | An open—ended question asked
students to expldin in wrat waye they thought that the use
;f cogna tes could ala their French study. The answers

varied: gtudents felt that cognates enlarged their French

vocabulary, or alded thelr comprehension or spelling

abilitye.

[

To aseess'whether the cognate material wag appropriate
for grade ten students, students were asked to rate the
definition of cognates, the review of some'chargcteristics
of the parts of speecﬁ and the French excerpfs.’The resul ts
ar presented in Tables 21, 22 -and 23. The definition of
cognates was rated as very useful or ;seful by at least 86
per cent of ;he“ étudents, and the cognate word-ending
regularities by 93 per cent of all students respohding. The
ratings of .the very useful or useful category for the
examples of deceptive cognateé ranged from 73 to 84 pey
cente. The definition of cognﬁtes, and the cognate word-
ending reygularities were rated as being more useful than

.

the examples of deceptive cbenates-

The review of the parts of speech was generally ra ted



Questionnalr
Fvalua

the definition of
Cognates

cognate word-ending
regularjties

example of decep—
tive Cogna teg

GRAMMAR SECTION:
nouns
l'article
prbnoUns‘
verbs
auxiliartes
adjectives
adverbs
la préposition
la conjonction
types of sentences

THE FRENCH EXCERPTS:
ta kenalssance
italienne
la pollution
l'empire'Inca

les dinos:
l'avenir «
rique cent

L4
Ame=—

ten example words
illustratlng 16 cog-
nate word-ending ’
regularitjiesg

the questions at the
end of each 1essonc*

the udswer kKey

Table 21

€ Regul tsg

tion of the Cognate
very use ful
use ful (vercent)

(percent)

_.._—....-—._-q_-.~______

2 (11%) 16 (89%)
7 (39%) 10 (56%)
4 (22%) (1 (62%)
4 (22%) 8 (45%)
2 (11%) 10 (56%)
4 (22%) 7 (39%)
6 (34%) 7 (36%)
L (5%) 12 (67%)
2 (11%) 10 (56%)
2 (11%) 12 (67%)
2 (11%) 13 (73%)
1 (5%) 14 (79%)
I (17%) 12 (67%)
2 (11%) 6 (233%)
3 (17%) 9 (50%)
2 (11%) .10 (56%)
2 (11%) g (45%)
2 (11%) 8 (45%)
4 (22%) 8 (45%)
L (5%) 13 (73%)

17 (95%) (5%)

Teacher Number
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One
Unit
‘no t dont t
useful Know

(percent) (percent)

1 (5%)
2 (11%) 1 (S%)
1 (22%) 2 (11%)
2 (11%) 4 (22%)
3 (17%) 4 (22%)
4 (22%) 1" "(5%)
2 (11%) 3 (17%)
4 (22%) 1 2 (11%)
3 (17%) 1 (5%)
2 (11%) 1 (5%)
2 (11%) 1 (5%)
2 (11%) 1 (5%)
S (28%) 5 (28%)
5 (28%) 1 (5%)
4 (22%) 2 (11%)
6 (33%) 2 (11%)
4 (22%) 4 (22%)
5 (28%) 1 (5%) -
4 (22%) °

__.-_..._—_._——————-_—..——---_—_--—_—‘-ﬁ__——.-—-——_—_-—._—_—..—.___

e
Aoy



Table 22

Questionnalire Results -- Teacher Number Two

Fvaluation of the Cognate Unit

very
usexrul

(percent )’

use ful
(percent)

not

useful
(percent) (percent)

140

don' t

Know

the definition of
cognates

cognate word—ending
regularities

example of decep-—
tive cogna tes

G AMMAR SECTION:
nouns
lL'article
pronocuns
verbs
auxiliaries
adjectives ~
adverbs

" la prepoeition
la conjonction
types of sentences

THE FRENCH EXCERPTIS:
la Renalssance
italjenne
la pollution
l*empire Inca
les dinosaures .

- t'avenir de l1'"Ame-
rique. . centrale

2

ten example words

6 (40% ) 8

1 (7%) 11

1 (7%) 9
2 (13%) 6
1 (7%) 7
11

1 (7%) 5
: 9
K\?

1 (7%) 7
1 \vjs
-i%, % ) 4
10

13

10

2 (13%) 11
9

5 133%) 5

- .illustrating 16 Cog—ei‘

"‘nate word-ending
regularities

the questions at the
end of each lesson

the answer Key

(87%)
(53%)

(73%)

(60%)
(40%)
(46%)
(73%)
(33%)
(60%)
(46%)
(46%)
(53%)
(26%)

(67%)

(86%)
(67%)
(73%)
(60%)

(33%)

2

NN mOo AN

B

A A N e

(13%)

(7%)

(20%)

(26%)

(26%)

(40%)
(20%)
(53%)
(33%)
(47%)
(33%)
(33%)
(47%)

(26%)
(7%)

(13%)
(7%)

(27%)

(20%)

[ S L =

—-

BN = LD =

N

(7%)
(21%)
(7%)
(7%)
(7%)
(7%)
(7%)
(14%)
(7%)
(14%)

(7%)
(7%)
(20%)

(7%)
(13%)

(14%)

(7%)

e —— . . ——— —— — — — —— — e M A s O B A e e > T - — — —— ——— ], " —— " ————.

Total number of students = 15



Questionnaire Regulte —- Teacher
of the Cognate

Evalua

the definition of
cogna tes

cognate word-ending
regularities

examples of decep-
tive cogna tes
GRAMMAR SECTION:
nouns
lL'article
pronouns
verhs
au: tlaries
adjectives
adverbs
la prépositlon
la conjonction
types of sentences

THE FRENCH EXCEKPTS:
la Renaissance
italienne -
la pollution
L'empire Inca
les dinosaures
L'avenir de 1l'Ame-
rique centrale

ten example words. -
illustrating 16 cog-
nate word—ending
"regularities

the questions at the
end of each lesson

the answer key

Table
tion
very

use ful
{(percent)

6 (40%)

2 (13%)

1 (7%)

1 (7%)
(7%)
(7% )

-

2 (13%)
(26%)
(27%)

[ -

w

€(20%)

(20%)
(27%)
(33%)
(13%)

[\O20) I A

(33%)

[9;]

3 (20%)

7 (47%)

e Y N ——

Total number of studentsg = 15

23

use ful
(percent)

0

12

11
11
10
11
12

o

© a0

11

(53%)

(60%)

(80%)
(33%)
(74%)
(73%)
(67%)
(73%)
(80%)
(47%)
(47%)
(20%)

(53%)
(60%)

(46%)
(47%)

(60%) .

(54%)
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Number Three

Unit
not don' t
useful know

(percent) (percent)

1 (7%) 1 (7%)
1 (7%)
4 (27%)
, 2 (13%)
2 (13%) 8 (54%)
2 (13%) 2 (13%)
1 (7%) 2 (13%)
2 (13%) 2 (13%)
2 (13%) 1 (7%)
3 (20%) - :
2 (13%) 4 (27%)
1 (7%) 3 (20%)
3 (20%) 5 (33%)
3 (20%) 1 (7%)
2 (13%) 1 (7%)
4 (27%)
3 (20%)
3 (20%) 1 (7%)
2 (13%)
1 (7%)
2 (13%)

/‘\—\\’;\
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as very useful or usgeful by the majority of St%d?an (70%).
Comments by Some students L Sugpgensted that‘/possibly the
‘ N
remaining 30 per cent found the grammar review @i1ther too
€asy or too difficutlt, There was a digtinct qup in the
ratings (70 per cent to about 50 per cent) for the parts of
) ’ . 3
speech which were pPprecsented in French.,. If the c%mprehension
of grampmar, which may be already difficult to learn in the
first language, is presented in French, unfamiliar lexical

items may enhance the difficulty, The parts of speech which

were presented in French were rated as very useful or

useful by approximately 50 per cent of the _rade te;/

students.

The French excerpts were rated as véry useful’or
useful by approximately 70 to §0 per ctent of the students
of teachers number two and three. For teacher number one

the excerpts were rated as very useful or usgeful by 60 per

— .
cent of the students;\ThuQ, the ma jority of students found
)

)

the recognition of cogne tes\ i French reading material

either. very useful or uséful.—The %emaining studesté ra ted
B - ,/ :
the French excerpts as "not useful“\or "don't know". If the
excerpts were perceiyed as being too difficult by students
they are not useful. Some of the students xay not have read

the excerpts. This could explain the rating "don't kiiow'.

The .ten example words illustrating sixteen cognate
word—ending regularities were rated as very useful or

useful bpy 7 per cent of the students of teacher number

7

/
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oney 66 per peﬁt of the students of teacher number two and
&7 per cen; ofvthe students of teacher number threee The
ratings of the ten example words illustrating the counate
word—ending regularities may reflect different emphaslis
accorded to the word lists aes a vocabulu;y acquisition

device.

The questions at the end of each lesson were rated as
very useful or usetul Ly 7§ per cent of the studen ts of
teacher number one, 73 pe; cent of the>students of teacher
number two and 93 per cent of the students of! teacher
number three. Thevcomments which were made with respect to
the questiops atithe end of each lesson were direc ted

towards the question "to how many English-French cogna tes

does a particular cognate word—-ending apply?" Students may

~have felt a little bit frustrated by this question since it

“

is & memory question and the answer could only be given by

looking it up in the firet lessone

The answer key was rated unanimously by the students
of teacher number one as very useful or useful. The
ma,jority of students, .87 per cent of teacher number fvo and
tegcher number three expressed the view that the answer key
was véry useful or useful. The students vho ra- - the
answer key asg not being useful suggested thqt they were
tempted to copy the answers and not read the lessons. The

answer key should only be in the teacher's editione.

Students were asked to indicate in order of importance
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the helpfulness of English—French cognateg in reading,
writing, speaking and “istening. Cognates were rated to be
ot the yréutest impbrt;nce in reading, then in wrlting, in
speaking and lastly in listening. In reading, the
comprehension Aot copnates is least hampered by
pronunciation, whereas in listening the comprohenglon_ is
complicated by intonation, rhythm and stresse. A similar
rglationsﬁip exists also between writing and epeaking. In
speaking and listening the student must observe the French
pronuhciation of Cognatés. Thie s nat true in reading or

writing.

Students worked independently for épproximately three
quarters of an hour per lessane. The time indicatea by
students ranged from five minutes to two hourse. This varied
between thg three teacbers, with )gtudents of teachers

number two and three spending generally less time working

independently.

No uniform answgrs wer e obtained for the question
about the lesson on wgich the students srent the most time.
.Generally, students spent more time with lessan one.‘%han
with two, three and four, and increasingly more time was
spent with lessons iive, six and sevene The lack of

. D
uniformity in the students! replies may indicate the

di {ferent backgrounde of previous French instruction and

knowledge of grammare.

Uniformly, Students made the comment that more class
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time than was nLLOtYed should be devoted to cognate study.
Moreover, students Suguested that the unit shoul d be
studied over tpe Wh“[e cemes ter., Some students found that
the English~prencCh coygna te uni t contalined too muc he-
’ .
~information. To quoty . student: "It was o fine uni t but
should be spread gut throughk the year on class time."
Another student wrotg.
This unit would have been more helpful if we had been
given a pit QOf class time to do 1t in. Because
everybody kn€".¥nut it did not count for our final
marks they diq ot worry too much about getting it
done. Howevers if we had ecome class time to do it in
people would haye gotten interestéd and continued the
unit by themselVes. I think it was a very good unit,
and with a little more co-operation on the part of
students and t®achers it could be very useful.
\
The amount of tihﬂ students would have liked to spend
, -
on the study of CO%8nhates wh§ also partly an indication of
Ay )
how they felt apout Studying with cognates. Comuments Llike
1
"it is wusefuln, Tiy is helpful’, "jt jg a worthwhile and

self—improving studY" were qualified with requests for more

class time.

In generai, two thirds of the students of teachers-
number one, two and threg rated the material presented in
the English-Freﬁch C%&nate unit as very useful or yseful.
Thus, it wmay pe iR¥gpypeq thet the content of the cognate
unit for grade ten St?uents, in their.fpurth Year of French

study, was appropriate,

In summary, one &ngzde ten student made the following

succinct comments:
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1. The pre- and posttest really nha. hothing to do with

the coygnaté uni t.

2e There was not enough time to properly learn or

really benefit from mast of the unjit.

3¢ Cognates should be a regular part of French study.
Since the cognate approach is not a second language

teaching me thod in its own right, cognate study could be

ugsed in conjunction with the existing French programs and

methodologiese.

In the final chapter a summary®
. P .

N o

the study and suggestions

presented.

Y
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Chapter VII
SUMMARY, IMPLICATIONS ANC SUGGESTIONS FOR

FURTHER RESEARCH

Summary

x

The Furpose of this study wasg threefold. The injtial
. L .

Chapters examined the dynamics of firast and second language
acquigition from a deQelopmental, Psychological and
semantic rerspective. Secondly, the study presented, from
the relevant literature, jan analytical tr#mework within
which the role of cognates in Second lariguage acquisition
can be assesséd. Finally, the deveiopment of a cognate
instructional unit wa s di scussed Vand accompanied by an

sis of the resultsg of empirical sfudips designed to

‘st -ne efficiency of that approache.

The need for. +the study‘was examined jin chapter one.
Scholars and practitioners havé directed their efforts
towardg research on and application of several mnemoﬁic
techniques for- learhiné‘ second 1anguage voéabul&ry-
Howevar, egpirical Studies lnvestigating the - use of
cognates as a possible efficiént vocabulary acquisition

device have to date been very limited.

In order to gain thg perspective required for
developing the aenalytical framéwork, the fheofies ' of
developmental PsSychologists like Wernér and Kaplan (1952,
1963), Plaget (1955, 1969) and Vygotsky = (1962), as

presented in chapter two, gerved as reference for an

. 147 | /7
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examination of a ,child's first language acquisition and, {in
purficular, the process of word meaning acquisition. The
dynamics of first language vauisitlog were examined, using

<

the communication model discussed by Werner and Kaplan

(1963), which rela .es the addressor, addressee, symbolic

vehicle and referent to the disfanciation Procesce.

N

»

The third chapter presented an examinat -on of how the
dlstanciatlon process within first language‘acquisition"and
the process of word meaning acquisition relate to j@épnd
1angqage study. A reciprocal relationship between fiés: ;nd
seéogd language -study was suggested; that is,‘witg.second’
1anguage léarning the distanéiaticn process of word and
sentencey sound and meaning, and §ymbol and refereﬂt
‘.dppears to be faci  itated in the first language. - A
complementary rglationship between‘ firs£ and sSecond
language study was suggested to exist when knowledge ofxﬁhe
first language aidg in learning a second and relatedl
language. In addition, the meaning components of words, in
relation to second language study,‘b was examined.
Pieiiminary anestiggtion of‘ the ‘meaning componeéts of
1qnguage acquisitioh Suggests that, although words in two
or more languages qa;e not identical with respect to the
affective, denofative, connofative and conceptual meaning
dimensions 6f wordas, the denotative and/or conceptual
meaning overlap of cognates may warrant a cognate approhcn
in fhe teaching and learning ofriée?Ated languages. In

Ry

chapted three a bilirgual language model was construc ted to

~
i

‘4 . . —



illustrate the relationsniy betwoen the language

Components, phonetics, syntax and lexicon. The modoL wa s
\ . g
ussed to denonstrate tha t, by acquiring concepte i the

second language for which no cou ¢rparts are available §n
the first language, the seman tic aspect of . words of a

bililngual or multilingual “individual may become modified -

and unlike that of any unilingual persone.

The fourth chapter presented a review ofl literature

f

relating to " counates. Researcthers, tran-lators and second

languagg teachers have -examined Codnates. According to the

degreé ot similarity or difference of semantic overlap,

. g
CQéndtOS have been described as "good" . or "deceptive',

Since deceptive cognates constitute a potential source of

'misunderstunding and éonfusion, ognates wmay not haye been

v . . -

exploited in .second language teaching and learning to the
extent that may be warranted. However, it should be no ted

"that a bdefailed lexical comparison of the English, and

\

French languages showed that the ratio - of cognates to

dﬁ%eptlve cognates is aﬁffoxlmately 11,000 to about 250, or

~

to one. The fourtk chapter > concluded with a

dlsfussion of the use ‘of cognates in second language

‘acquisition. . N

»

s The fiitn

N

e Y

f ad. En

{

chg;tééu.presented a discussion of the

developuen(5§

)
@  readiness for language

the teachins° vehicle. The'
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appropriate age for cognate s tudy was sSuggested by

vxnmlnlng the learner charactoristlcs,‘¢lapar3db{§>in and
the nAQUHe{?f fﬁe English—French counates (Hammer € Monod,
1976). The obJéétives of the teaching material includ. in
the anlish—éroncﬁ cognate unit were examined. The chapter
con-ltuded with a ppeéentatlon af some teaching suggestions
-.for the cognate unit and an indlcaflon of tﬁe amount of

time which could te devoted to the unit.
. e

The sixth chapter ‘presented an expérimental design for
testing the effectiveness of tthe cogndte unit as a learning.
vehicle and summarized. the results of two sebarate

| ER
testingj, one study conducted with universi ty students at

*

the University of Alberta and an on site administration in
the Fdmonton Public School System. The following ' pages
sSummarijize in greater detail the experimental testing and

results which were described in chapter sii.

-
S

A university experiment was conduc ted with Frénch

students. A control and an\@xperlmental group was‘requi*ed.

<

The e&perimental treatment ucged in the study consiste o1
. Ct .

the English—French cognate unpi-+t. Fifteen kinutes per lesson
of class time in a we-I" were devoted to the unit. The seven
. a N .

lessohé of the coghafe unit were covered in a period of six

’

. X o . [} . <o
weeks from October 22, /to December 1, 1976. The NLA French

-

reading fest, Form LA and Form NA, served as the pre4;anﬁ
posttest measures. An Ernglish reading test, Jewell's (1969)

Reading Comprehension Test for iz;}or High School Students
ot K

e




in Large Urban Areag . Alberta, was telected as a
e

/

covariate.

To determine the possible relationshlip between English

reading comprehension ability, as measured with Jewell!gs

\

test, and French readiny Compr;hension ability, as measured
with the MI.A reading test, the Scores of these tests were
correlateds For the J% Htudont; in French 2U5, loy negafive
to moderately high posi tive cqrrelation coefficents were

tound. None were statistically significant. Apart from the

idigsyncrasy of the studen ts in  the control and
experim»ntil groyg and the .relatively small sample size,

the:obge(ﬁ;d ffhftuating correlation coefficlients for the

‘ I

[ . ,{sl" rd i . ‘ . ) B

Jewell Fxglish reading test ard the Frepch NLA reading pre-
‘4;~/ . L o '

and post??ﬁt may be a result bt,diiferent enPPhasis accorded

B

to- #eading ih previous Frenqh}instbﬁction. The observed

correlation coefficlehts of th“’eéores in the university

experiment sugpested that'.fhere' was little re%ationshlp

between the English and P#énchvrending tests.,

v

No statistically signlficant mean differences between

A Y

the two groups c¢n the French reading pre- and posttest were

o

found nor did . the control and exper ' ‘e«ntal group means

differ statistically significangly on the Jewell English
P

reading test. Conclusions concerning cognétes as an

ei£i~ient approach - . to- cecond language . vocabulary

acquisition must be tentative and must be viewed in ;terms

<
o

of two possible limitations. First, the test used, the MLA

.:4\“; Y



Fronch-roading test, is not a cognate measuring instrument.
Socondly,.‘it 1s probahle that tirst and recond language
lonrning do not cofrespond to a sStrajight loarnlng curve but
ru}her conform more closely |In form to a parabola, This
explanation holds that, lnitiully, in second Language
study, reading is hampered by unfamiliar Vocabulary and
Syntaxe. Howéver, as the gtudent advances in his second
language s£;dy, unfamiliar lexical {tems and syntax

decrease and a posl tive relntionship - Tres-'ing in two

languages emerges,

An experiment tébting the etfficiency of cognate study
was also conducted with gradé ten students. The experiment
started April 13, 1977 witnh the prefest administration of
vthe French NLA reading test Form LA and the Jewell Engiish
reading test and concluded with the French MLA readlng test
FormuLE on June 6, 1877. The . students in the experimental

groupes , réceised a co- - of the Englﬂgh—French cognate unit
Sy

»
‘

. 44
while the st dents in the control roups did not. A delayed

written Cognate recognition test part 1 (WCRT 1) was

administereq June 22, 1877 two weeks following the

\

' \
concluslob of the experigent Propere.
B

Two teachers with “wo French® 11 classes each
Participated lnAthe étudyq Teach;r number one had 36 French
11 students 'po are in their fourth year of French s;udy.
One intact class of 18 students was random;y assiéned to

the cont.ol Eroup and the other class 'of 18 Students was

.
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adgsigned to the experimental €roup. Teacher number two had

RIS) French 11 T students, of which one intact class of 15

«

studentsg was rardomly asFrliygned tovthe control droup and the
other class to the experimental #roup. One lesson per week
of the English-French Cougna te unit wa s assigned. The
teacher Claflfled grammar pointsg lﬁ the cognate uni t. The

qugstions at the end of each lesson in the cognate unit

3
were corrected ijn class at tre end of each week.

As in the university experiment, the possible

rolatlonship of anllsh‘reading comprehension ability, as

ueasured with Jewellt'g test, and French reading
Y

comprehension ability, as measured with the MLA reading

PRI
by, '
pr; Aest Form LA and LB, wasg examined by correlating the scores
"J -1,4?,'@‘) ’\ ) "
. ANIPY e

'égi-utﬁesq tésts. The correlatién coefficients for the
o N/‘

. English and French reading tests fluctuated for the control

’

and experimental groupe aof both teachers. WVhether a

difference in emphas{ s on the reading skills during

~,

preVioué French instructlén of the students in the control
and experimental aroups hay have caused the flucthatioﬁs is
speculafive. The fluctuations may also have bgen due to the
small sa;ple for which the correlation coefficlents were
calculated. The results were too inconclusive to postula te

a curve-like relationship between first and s#cond language

acquisition.
\

The between 8&roup mean differences on the French MLA

reading test, Form LA and LB, and the Jewell English



reading test of the control and experimental groups of

teachers nunber one and two were tested for statistical

signlficances. No statistlically significant mean differences
were found”for the control and experimental groups ot
teachers one and two on the French MLA reading test, Form

7 LA and LB serving as pre— and posttect, although the

v

/

experimental groups of both teachers scored‘u higher mean

on the French MNMLA reading posttest than their réspeciive
control grouf’ ccunterparts. Since t%e French MLA reading
test is not exclusively a cognate measuring‘insfrumenf, the
results appear to be limited by the test used to assess the

efficiency of the cognate approuchy

USSR e
’ :’.é‘x!{':” K\:"‘ .

LRy

The within group mean difference for the control and
eéxperimental groupe of teachers number one and two'vas also

tes ted for statistical significance. The within group mean
N ’
ditference on the French MLA reading pre- and posttest was

statistically significant at the 0«01 level for the contrql
group and at the 0.003 level for the experimental group of
teacher number one. The contrél grbup of teacherlnumber two
w
had no sfatistlcally signiticapt pretest/posttest mean

\

. dfgference nor did the ﬁean difference for Rre experimental

group reach statistical significance. Thus, students rates

of learning for teachers number one and two differede.

. w

s . The written cognate recognition test part 1 (WCRT 1)

Y]

« t

ﬁ%} was'  used as a delayed posttest for the control and

experlmen}al groups 6t/'}eacher nueaber one and teacher
T : k .



numher two. The mean difterence on the WCRT 1 for the
control a nd ¢experimental group of teacher number one
reached a prévabi Lty level of 0.07 which fell éﬁort of

being statlgtically sighlfiéant at the 0.05 level. On the
WCRT 1, which is a copnate measuring instrument, the
éxperlmentul group had a higrter ‘mean than the control
Kroupe Thus, after a delayed period of ’two weeks tﬁo
cognate studying effect resulted< in a mean difference
between t he cogtrol and the experimental group at the 0.07
level of significance. For teacher number two the delayed
WCR1 1 posttest mean difference betwgen the control and
experimental gr%)p did not even approach statistiéal
significance. Since the students of teacher number two had
no statistically significant improved pretest/posttest #ain
it appears likely that students may not have learned éﬁough
about cognates‘du;ing the seven week experiment to apply

this cognate knowledge on a delayed written cognate

recognition test,

2t
!

. ) . -, : f«.
The same experiment, ‘'nprocedures, PxperimenT&h
P - te@

curriculum and arade level, was rerformed with a third

grade ten teachere. However, the French JMLA reading test

Form LA and LB was replaced with a written cognate

recognition test, part 1 (WCRT 1) serving as the pretest

and part 2 (WCRT 2) as the bosttest. .

For the étudents in the control and experimental

group, 'stﬁfistically significant positive. correlation

o



coefficients were found on the Jewell English reading test

and the WCKRT 1 and 2+ Thus, a high test score on the Jewell

Fnglish reading test tended to correlate with a high sCcore
on the WCRT. The mean dJdifference between the Scores of the
control-and experimental #roup on the WCRT 1, which served

as bretest, wasg not statistlcally significantly different,

However, with the WCRT 2y which served as rFosttest, the
experjmenfgl group he a statistically slgnjficantly higher
mea than the ccntrol g;oup. Thus, the experimental group
studying the English—French Cognate unit perfdrmed

’

statistically slgniflcuntly Letter than the control group .

when a cogna te medsurlng instruwent was employed.

Implications

The c€ognate approach to sg&bnd langunge teqqhing  is

more than a methodoloéy ‘in lsdlation. Ratﬁg};.it is‘dn
v _ .
approach that can be used jin conjunction with any second
'langu»ge teaching ﬁethodologyi The-commonalities between
languages are not neceségrlly recognized by  all students
and should bpbe pointed out .expliciily when & Ccognate
approach.is 1ncorporated. The aefipixion of' cognates and
their charaéteristlés is factuatl information which may
reiﬁférce the unconscious strategy of some Students or m;y

A

open new 'dvenues to students who have not noticed-the
. ! . ) A
similarities, :

The theoretical framework for the dynamics of first



and second languége acquisition proposed that second
language teaching should take into consideration the
linguistic and cognitive developmental level of the

learner, and one principle of cognate study holds that the
compekebgy in the1f1rst language can furnish a basis for a
second and related ianguage. With cognate study, the
complementary relationship ‘between tirst and second
Language acquisition may be exploited. Utility of a cognate
approach will_lncrease Sith schooling and competence in
Englishe It is particularly at the secondary and university
-

levels that teachers may find optimum utitity in the

cognate appronach,

.~

University students scored a higher mean on the Jewell
N

English reading test and the French MLA reading test Form
LA than arade ten étudents. It appears probable that for
university students some of the material included in the
cognate unit used in thie study was too simple. The
definition of cognates and their gharacteristics presented
in the cognate unit ‘.may be interesting, factual
inforumatione. Tﬁe review of €ome characteristics of the
parts of speech and the excerpts could be omitted fo-~

university students who know . this material and have no

difficulty recognizing cognates.

The implications of two findings of the study not
directly related to the hypotheses investlgated are worthy'

of mention. A statiétlcally slgnifiéant difference between
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teacher nimher onc and two, ac measured by Studentg! Scores
on the MLA French reading posttest, wag found in the study
with grade te; students, A possible explanntiﬁn for the
teacher difierehce'was fhét Oone teacher wag o native French
speaker. and the other wasg ‘not, The statistlcatly
slgniflcantly better test pPerformance of the students of a
native French—speaking téacher in Comparison wi th .a non-—
native ‘French—Sp;aking teacher appears to .be consistent
wWith Ach's (1971) criteria of word meaning acquis&tipn.
According to Ach it 1s +the functlonalv purpose of
cCommunication between human beings which leads to meaning
acquisition" (pe » 303). (Das funktionelle Momeht der
Verstgndigung Zwischen zwel Menschen ist es das Zur

autochthonen Bedeutungsverlelhung fﬁhrt-) A native French-

Pretegt sScores. Students who had a'high_pretest score did

not perf0€m 8tatistically significantly better on the

"

posttest.‘However} for students with a low Pretest Score it
was found that the level or Probability jg one in g
thousand +that a studegt will *mprbve statistlcally
significantly on the 'poéttest. Possible explanationsg for

this finding may be that test resultg show the student how
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well he has wmastered the Subject material. In addi tion, it
the test score ig low parents may impose restrictions until
better test feﬂults are>ach1eved. Also, higher test scdres
of peers may motivate a student‘to work harde ;nd to do

better. Then too, it is possible that the cognate approach

K
Gt

gﬁﬁvided a new and more efficient learning avenue for this

low scoring Eroupe.

The most lwportant implication of the results of the
present study was that university and drade ten students
using the Engli<h—-French cognate unit had a higher mean
sCcore than thg control groups ‘on a standard;zed French
read;ng test, the MLA Forn LB, sérvlng as the posttest, and
a statistically signlficantly hlghgr mean on the WCRT
posttest, ”The lack- of a statistically éighificant'mean

.

di fference for thé control and experimental groups on the
Fr;nch MLA posttest ‘was not considered necessarily to
1ndiéate & shortcoming-of the Fnglish~French cognate uni t,
bdt rather the Short duration of the experiment may have
been respéng&ble. it may be-noted fhat only the students in
the experimental group of teacher number oneL;ﬁwgo spent
approximate}? tw;ce the amount of time on the Qpr“mﬁgmgqitu
than the students in the experimental group oi teacher
number two, had a statistically hf slénificaﬁt

pretest/posttest mean difference on the French MLA reading

test. 2
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Suggestions For Further Research

\
A\
~

On the basis ot the pr@évni¢/sfﬁay,\\}he theory
SN i

presented in the second and third ’chapters ;;;\\“Thvf
experimental testing of ‘the efficiency of the cognaté

approact, the foltlowing points for further investigation

are suggested.

1. The theoretical framework for the study of English-

French cognates needs to be tested for 1ts correctness and

accuracye | /
a) It would be interesting to determine through
experimentation when the Qistanclation process within the
first language occurse ‘

b) It would ©be useful to Qerify through experimentation
whether fhe .dlstanciation proceﬁ% may be aidedﬂ and
accelerated with second language study.

c) Further empirical examination woﬁld be desirable to
determine the degree of éemantié shift in a bilingual gr
mgltillnguai individuale. ’

2. The study .Should be repeated with a 1argér sample and
digferent teachers to confirm or disconfirm the present
‘fihdings.

3. The study should be replicated; increasing and

” r

standardizing the time exposure for each experimental
groupe. -
4. The correlation coefficients between the French MLA

reading test and the Jewell English reading test varied for

the university and grade ten students participating in this
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studya It would ke | lnteresting to determine the
relationship. of students? reading ability in two languages
at different stages In the ligguistic develorment of first
and ‘second languaye acquisition.

Se ii would pe interesting to test empirically which of the
elements of the cognate ;nit contributes most to possibly
increaséd efflciency ;n the process of sec;nd 'Language
acquisition: a) the information students receive about
cognatesy, b) the amount of time students practlse the
recognitlon of cogna tes and ' memorize the cognate word-
ending regularjities aqq c) t he review of some
characteristicg of the parts of speech and thelr
crrangemenfs in sentences.

6o It is desirable that,v before Undert;king further

research on the efficiency ot the cognate,approach, a

cognate comprehension measuring instrument, incorporatbng

scales for ‘both written and oratl comprehension, should be'

developed and tested.
7. The following recommended changes of the English-French

cognate unit should be undertaken an&‘the product tested.

rg

a) Trhe English—French caoagnate unit should be dlvl&ad

into a student 'and a teaéher manual. The introduction to

i

the cognate unlt‘shsuldjbedinpluded\tor teachers onlye. Some
students may get diécouraé?&mif the‘vocabulary use ;r word
choice is too advanced. Some students may not know tﬁe
meaning af words like "morphologi"r "semantics" orp

"cognition" and may give up before really getting into':the

3
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study - ol | cognates. The teacher could provide- the
/r‘ .

inﬁormation in the form of% lecture to the studen ts.

)

( b) The teaching ‘suégestlons far the 'Engllsh~French

| o -
cog\ate unit should be included in the feacher's manual. A
teag ér may need‘tqiqyint out to the stu&ent@ how to study
cognates. . The . tudent may . indlscriminately pPlace the same
importance and emphasis on all the materiatl included in the
cognate unit withoﬁt”distinguishing that only the cogdate
word—ending regularities’ neéd to b’ memorized 1i¥f the
famlliﬁrity of meaning and tée éorrect "identlfication of
the part of speech of the cognate poses no praobleme. The ten
exaﬁple i woyrds for® each of the cognate word~ehding
regularitles should/. p in memorlzlng them and the F}énch
excerpts in prqctiéing cognate. recognition. The teacher
would be well-advised to heed the p;ecept ‘of Clapareéde
(1916£ 125) v,,, (Vous)w ntapprenez rien a l*enfant, -;-
.a§ant de lui en avoir préalablemenf fait sentir le besoin
veea' The reasons  for cohstructing the English-?rench
cognate unit; the apﬁﬁopriate age levels at which to study
a second langu4~e with.cognates and the objectives of the

teaching materxal in the cognate unit may also be useful in

a teacher's manual.

) The angwer key to the questions at the end of each
should be included in the'teacher's wanual only.
#+ chough the answer key was ra ted as veby useful or wuseful

by at least 87 per cent of the grade ten ‘students of all
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Appendix U

Raw Data ‘of the Test Results for Univv‘gity *

and Grade Ten Students



Raw Dat&.for the French 205 Students in the
: Centrol Group ¢

Student French MLA Frénch MLA Jewe ll
. Form LA Form NA Tes t
1 28 15 : 32
- 30 09 36
I 37 15 _ 32
4 49 43 15
5 34 12 . a2
6 33 17 24
7 g 22 : 0y 39
N 26 , 11 . 38
¢ 27 11 EE - 28
10 25 15 o 29
11 29 18 - ’ 27
12 30 17 . 26
13 - 46 33 A 31
14 - 31 13 , 34
15 14 . 01~ _ 11
16 30 13 16
17 32 ‘ 14 32
18 32 07 - : 36
19 , 3s - 21 20

Raw Data for the French 205 Students in the

Experimental Graoup p

Student French MLA " . French MLA \Jewell
Form LA ) “. Form MA Tes t

1 35 \ 10 - 32
2 22 17 © 25
3 26 15 27
4 35 11 _ . 36
5 25 18" ' 28
6 '35 17 ¢ 22
7 36 . 18 35 .
8 34 16 36
Q 42 16 40
10 48 - -a3d4 32
11 37 17 : 33
12 42 . 25 38
13 30 ' - 14 26
14 35 14 : 25
15 42 28 : 34
16 45 - 33 17
17 ' 43 19 30
18 < 34 : 14 34

19 23 10 22
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. .

Raw Data for Students in the Control Group
of Teacher Number One

Student Frenoh NLA French MLA Jewell WCRT
Forem LA Form LB Test Teﬁt
1 18 22 28 22
2. 31 32 25 21
3 14 20 35 15
4 34 34 35 24
5 20 24 - 30 06
6 220 26 _ 31 18
7 14 L2200 P 20 - 15
5 19 Te 29 15
9 28 _ 286 , 27 15
210 30 . ar : L 31 16 -
11 : 22 2¢ 14 13"
12 24 24 33 . 19
15 24 28 : 23, 17
14 30 . 30 36 22
15 29 35 30 19 .
16 : 18 20 16 18 ' i
17 18 : 20 20 RS " .
18 27 25 25 16 -
-

Raw Data rtor Students in the Experimental
Group of Teacher Number One

Student. French MNLA French MLA Jewell WCRT
Form LA Form LB Test ’ Test

1 . 20 26 28 19

2 30 34 35 S22
3. 36 ) et : 32 24

4 10 - : 17 10 16

5 19 20 . 22 17

6 32 33 , 37 .21

7 39 32 38 21

8 1e - 26 30 19

9 16 © 20 17 18
10 20 23 13 18
11 18 S 19 " 14 12 4 *
12 13 S 16 32 18
13 27 31 33 21
14 19 . 25 . 21 17
15 24 26 S 32 16
16 28 29 27 23
17 23 24 31 22 ’
18 22 . - 24 S 28 20

. i - :

¢
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N -
. Kaw Data for Studente« in the Control Group
of Teacher Number Two
Student French MLA French NLA Jewe l L WCRT
Form LA Form LB Test Test
1 25 20 20 18 N~
2 24 21 36 15 -
3 22 25 33 20
4 20 J 24 30 .23
) 25 18 " 33 22
6 18 15 20 13
7 21 26 31 ) 21
8 15 . Co1s : 26 . 18
G 19 17 24 © 19
10 34 ‘ 31 - 32 21
11 18 20° 25 15 7
12 16 20 25 18
13 15 1€ 09 16
14 21 21 ) 28. 20
15 11 16 ‘ 15 13
Raw Daka for Students in the Experimentgl
Group of Teacher Number Two 9
Student French -MLA French MLA  Jewell WCRT
Form LA Form LB Test Tegt
1 08 _ 21 17 15
2 23 25 33 23
3 34 30 24 22
4 20 18 22 14
S 18 12 29 17
6 14 L 22 24 13
7 21 . 16 22 15
8 10 ) 17 21 09
9 14 21 14 ' 13
10 24 20 i 27 21
1t 18 20 11 14
12 15 20 . ' 15 15 ‘.
13 " 16 25 a8 21 -
14 . 20 30 33 24

15 30 26 25, 23



a

Raw Data for_Students in the Control GroUp
of Teacher Number Three ‘

Student WCRT Test WCKT Test Jewell -
Part 1 Part 2 Test
o1 14 14 13
2 18 ' 16 30 .
'3 16 ' 14 23
4 15 19 29
5 20 - 23 : 34
6 11 08 17
7 19 15 26
8 17 22 ,( 27
9 15 16 : 29
10 12 ) 12 17
11 20" 19 29
12 19 ‘ 18 27
13 21 - 17 . 25
14 '2p 19 34

Raw Data for Students in the Experimental
Group of Teacher Number Three

5

Student | WCRT Test' ' WCRT Test Jewell
Part 1 Part 2 Test

1 16 18 - : 20

2 13 17 18

3 17 22 23
T4 09 ' 12 13

5 17 ’ 21 24

6 17 20 27

7 13 : ; 19 . 1§

8 17 24 29

9 15 177 17
10 ' 16 . 20 24
11 20 ‘ 24 28
127 21 23 27
13 13 16 15

14 - ' 20 20 17
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Appendix C,

Descriﬁtion of the University and Grade Ten

Student Sample



187

Description of the. French 205 Sample

Number of Students, Age, Years of French Instruction,
Previous French Mark, and Cther Languages" Spoken

C -
Control Experimental
Group Group
Number of students 19 . 19
Age - in years 20 21 ﬁﬁluy.
(range) (17 - 25) , (16 - 28) Co
Years of French Ls
Instruction 5 4
(range) (2 - 13) , (1 - 12) LS
Final French grade 73 75 . K
(range) - (58 - 95) (58 - 98)
Males 11 ' 4
Females . 8. 15
Other languages ‘
spoken German (1) ' German (3)

Norwegian (1) Chinese (1)

e e et e o . e o i e e o O o i VP S . T " " T D < i M S o S W e S i S M R O e S S S

The number in brackets of other languages spoken refers to
the number of students to whom this category appliese.



Descriptidn.of the Sample for Teacher Number One

Number of'Students, IleQe Score, Age, Years of Fronch

-Instruction, Final Grede in Grade 9, Sex

and Other Languages Spokeq

e et —— 1 — . . . —— — A — — ] — . . — i o ——

NumbBer of students

Mean I.d-
(range)

Ag@ in Years
(range)

e
Years of Frernch
Instruction
(reange’)

Final French Grade

o

Ma les
Females

Other Languages
Spoken

Please note that for some students the recorded I.Q.

Control
Group
i8

122
(102-149)

16.7

(15.5-16.11)

Se4 years
(4 — 6)

5 0o >
== N Qo

was up to five years olde.’

117
(91-138)

16.5
(15.5-16.10)

39 ye&rs

(2 - o)
A =7

B = 7
cC = 4
11

7

188
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Description of the Sample fo: Teacher Number Two N
Number of Studentsy l.Qe. Score, Age, Years of French
Instruction, Final (-ade In Guv «de U,y Sex
and Other Langunges Spokerw .
E ) - g |
Control Fxperfmental
Group Group
Number  of students 15 15 q‘
Mean I[«Qe. 112 113
(range) (99~-135) ({96-126)
Age in Years 16.7 6.6

(pange)

Years of French
Instruction
(range)

I
Final French Grade

Males ,
Females

-

AQOther Languages
Spoken

Please

(15.1-16.9)

4 years‘v

(3 = 6)
A =7
B =5

cC =3

S .
10

note that for some students the recorded T.Qe

'was up to five years old.

(15.5-16.10)

4.2 years .
(3 - 6) ¢ ¥
A = 3

B = 8

C = 4

5

10

Chinese "(2)

score
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Description of the Sample for Teacher Number Three
Number of Students, 1l.Q. Score, Age, Years of French
Inatruction, Firal Grade in Grade 9, Sex
and Other Languages Spoken

Control Experimental

Group Group
.Number of students 14. 14
Mean [.Q. 112 . 108
(range) (97-131) . (96-123)
Age in Years 16.4 : 16.5
(range) . Al6.1-16.11) (16.3-16.7)
Yedrg”of Frénchv\ ] v
Instpuiction 3¢5 years 3.7 years
(range ) - (3 - 5) (3 - 5)
Final French Grade - A = 6 A =6
: B = 5 ‘B = 5§

¢ =2 D = 3

D = 1
Males . . 4 ; ' 6
Females (_;;:v ;10 ) "8
loyheﬁ'Languugesfl Chinese (1) Ukrainian ()
Spaken ‘German (1) German (3)

‘Erench (1)
- Ukrainian (1)
e ——————— z“‘f":i”‘““—_----“—"’—-‘f'—‘“-_f —————————
fSﬁPLease;note that for éomé_ggudents the recorded I.Q. % score
was up to five years old.

Y
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The gocio—economic background for the sample of grade

ten students was estimated by noting the occupation(s) for

the parent(s) for each student. These ranged from skilled
labour to graduate and post-graduate protfessional

’

positions, with 45 parents haVlng had university traininge

Roughly mspeaking, the soclo—economic class of the sample

may be characterized as middle class.
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Appendix D

X A Copy of the
\

\
Written Cognate kecognition Test

Part 1 anao Part 2

tw
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¥ritten Cogndte Recopgnition Test

Part y the Pretest

Directions : Choose the letter which represents the

best response for each of the following sentences and mark

it on the answer sheet by filling the Space between the

dotted linese.

Use an Hp penc}l tc mark your response.

Avoid retracing a mark £0 often thét the mark,.becomgs
shiny. : .

Make sure that all erasures are done neatly and compietely.
Avoiq naking any type of mark alcong the right—hanq edyge of
the paper where solid btaeck marks already exist. .
Only one response per sgsentence is permi tted.

Please do not write in the test booklgt.

1. Il est arrive au —---- juste.
a) midi "
b) minute ‘
c) milieu ) ‘
d) moment * ' j

2« Un ————-'répare les voitures. ,
,a) ingénieur ‘
b) mécaniclien %
c) cordonnier
d) menuisier : 3

3. Les Canadiens devralent etre fiers de —=——-— ‘e
a) leur domination
b) teurs gens
c) leur nationalite %
d) leurs peuples

4, On achete des robes dans ————- . - ’ -
~—ea)un atelier =~ o —
b) une boutigque *

.



6.

o]

9.

10.

11.

12.

13.

¢} un bure¢au
d) une usine

Je ne peux pas. lui ecrire. Je n'ai pas de —=———- o
a) feuille
b) papier *
¢ ) page

d) lettre

Un ‘artiste travaille cdansg —-—=—=—-— .
a) un magasin

b) un bureau

c) un atelier * -

d) . .une uslne

————— autour d'Edmonton est trés fertile.
a) La natipnallté -

b) la frontiere

c) le pays

d) la region *

Je 1ui ali envoyé -————- sans tiwbres.
a) un papler

b) une page

c) une feuille

d) une lettre *

- -

a) le papier

b) la feuille |

c) la lettre :

d) l'explication * »

Cette dame est professeur. Elle est ————- .
a) Jjeune .

b) petite

c) intelligente *

d) belle -

Il est irritable. Il sera ————— si tu le deranges.
a) tranquille '

b) content

c) calme

d) furieux *

Pasteur —-———-— la pasteurisatione.

a) a invente % i
b) a forge

c) a imite

d) a copié

Je suis ————- de trouver la solution.

a) faux . ¥
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Il ne pouvait pas faire son devoir, il en avalt oublieé



14.

15.

16.

17'

20.

21.'

b) sur X
c) dangereux
da) prohlémathuo

‘Gallimard est —-———-— qul ‘publie Heminuway en Francee.

a) le Jjournaliste
b) l'imitateur

c¢) le narrateur
d) l'éditeur *

Le dimanche nous allens souvent ——=———
a) a l'école ’

b) au pays

c) a la foret *

d) a la region

on prépare ————— avec de l'huiley, du vinalgre, du
poivre et du gel.

a) la salade * . ' ,
) les creépes :

c) l'omelette C
d) le steak - /

Une voilture sans =—=-===— ne marche pas.
a) porte

b) toit

c) peinture

d) moteur *

EFn Alberta il y a enormement _———
a) de carres
b) de cltes

c) de bourgs

d) de villages =*

Je ntai pas —-——-—-— de lui refuser cette aide.
a) la Jjalousie )
b) le courage X

c) la lacheté

d) le temps ‘

-~ [ d
Vous avez arrete l'auto —-———- o
a) moralement

b)) comparativement

c) brusquement X |
d) géneralement .

Catherine a des trajits communs avec Pierre. lte 1lui
————— Leaucoup.

a) deguise -

b) explose

c) ressemble *
d) assemble \

Pl

v \



22.

23.

24

26.

27,
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Le parti qu;becols claritie€e sa position enverg ————- .
a) le pessimlsme v

b) l'hypnotisme

c),l'égotlsme o

d) le federalisme *

Les machines peuvent ————-— notre existence.
a) simplifier *
b) nullifier

c) territier

¢ ) purifier

————— est un antonyme de complexe.
a) Familier . i
b) modes te

c¢) innocent
d) simple *

la raison est ————— a l'homme.
a) presidentielle ' .
b) eessentielle X%
¢ torrentielle
d) tangentielle

> .
L'adjectif —-——~— est un antonyme d'offensif.
a) agressift

b)) definitif

c) déductif
d) défensif *

Pour bien connaltre ————— d'une réglon il faut la
survoler a movenne altitude. ’

a) la profondeur ’

b) la geologie

c) la topographle *

d) la structure

The * asterik behind the éognafe indicates the answer.
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Written Cognate Recognition Test

Palt 2, the Posttest

Directions : Choose the letter which represents the
bes t responsg/for each of the followlng sentences and mark

it on the answer sheet by filling t he gpace between ‘“the

]

dotted lines.
Use an HB'pencil to mark your responsee.

Avolid retracing a mark so often that the mark becomes

shinye

Make sure that all erasures are done neatly and completely.

I

Avold making any type of mark along the right—-hand -dge of
the paper where solid plack marks already exist.

Ontly one response per sentence is permitted.

Please do not write in the test bookle te«

*»
1. La fete de Noel tombe au mois de —-————— o

a) décembre *
by Juillet
c) fevrier
d) avril

.2« Le gargon sfest casse la. jambe. Il est ~——-=- .
a) au restaurant
b) a l'ecolc
c) a l'hopitat =
d) a ltéeglise

3. Cette femme -———— parce qutelle est bien heureusee.

a) court
b) pkeure
c) danse ¥
d) change

v[\\4.‘Un medecin travaille dans ————= =
a) une boutiague :

b) une usine - -

c) un bureau ¥ '

d) un atelier



<
.

10.

i1.

12.

13.

Le
a)
1)
c)
d)

Ne
Non
a)
b)
c)
d)

Tu
la
a)
b)
c)
d)

c)
d)

v

argon a apporta Le plat quand
1'hopital

a lL'école

au restaurant

a l'église

g
~
a
.

ils etalent

trouves—tu pas que ton amie est vaniteuge ?

y Je ta trouve
laide

sincere

Jolie

modéste *

sals qu'on appelle la sixieme
"pastorale"
symphonie *
performance '
musique '
caoncert

n'est—-ce pas?

ramasse les billets dans le
conducteur

vendeuse
machiniste
porteur

’

——=—-—=- de Beethoven

trains

Les fenetres de 1a'chapelle —-———=- des hlstoireﬁ de

la
a)
b)
c)
d)

A

a)
b)
c)
d)

Biplee.
représentent *
assistent
admirent
attendent

la ferme on conduit —-———-— .

un autobus

un metro

un bateau

un tracteur *
-—— est un spectacle magnifiqu

\
\

v

de

h]

es On y voit

clowns, des acrobates et des musiclens.

a)
b)
c)
d)

L'amphithéatre
le cercle
l'aréne

le cirgque *

Pour faire —-—-—-— il faut aller dans la foret.

a)
b)
c)
d)

difner

abri

banquet
pigue—-nique *

un
un
un
un
~=—= Jje ne regardais pas ou Je
suis tombé.

marchais. Et alors,

198



14.

.

15.

16.

17.

18.

20.

21 -

a)
L)
c)
d)

Keligleusement
naturellement *
extremement
admirablement

L'autobus n'arrive

une eternite *
un temps )
une anthultéf
une ironie

Que pensez—vous de

a)
b))
c)
d)

Il
a)
b))
c)
d)

Elles ont travaille et gagné

a)
b)

<)

d)

—mmw== court les 100 metres en un temps record.

a)
b)
c)
d)

abstruse
courtoise
théorique
abs tralte *

parle avec trop
de régence
de tangence
de transparence
d'insistance *

meritent *
accusent

caonfirment
augmentent

LYhomme

le champlignon
le sportsman
le champion ¥

la peinture

heure d'attente m'a

le prix. Elles le

—— multiplie les revenus d'un payse.

Le tourieme ¥
le matérialisme
le journalisme
1' humanisme

' d
medicamentse.

a)
b)
c)
d)

Les habitudes, les moeurs, et les coutumes,ont

Le magicien
le technicien

le métaphyslclen

le pharmacien *

a etudie la science des

- .
remedes et des

» -
necessailirement ———-— les types humains.

a)
b))
c))

modifie *
laissé
déposé

198
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23.

24.

25,

26

27.

200

Ld
d) condense

Je le connais, maig je n'arrive pas a ———=—— .
a) l'identifier *

b) le certifier

c) l'intensifier

&) l'unifier

lLe genre comique et le genre tragique sont les limites
reelles de la compositiorn —-———= .

a) légere ]

b) idyllique '

c) lyrique

d) dramatique *

En France, les admirations sont toujours ————- .
a) décoratives

L - A
b)) erosives

c) excessives % - i
d) duplicatives

Les citoyens -—--—— sont ceux qui stintéeressent aux
atfaires publiques. o N
a) ambitieux

b) malhonnetes

c) coneciencieux *

d) indélicats

L'énergle ————— est celle d'un corps capable de
fournir un travait.

a) differentielle

b) potentielle *

c) insubstantielle

d) essentielle

Le dictateur s'est mis a rire quand on luli a ————-
la mort du chef de l'opposition.
» . a.

a) déterminé
b) qualifie :

L d
c) annonce %
d) expose
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Appendix E

A Copy of the Student Questionnaire to Evaluate

N

\ .
the Englist—French Cognate Unit
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Questionnaire

To Evaluate the Fnglish-French Cognate Unit

1 would like to knouw your reaction to, and obtain your’
evaluation of, the teaching material on cagnates. Your

honest answers could help me to assess if the use of

ES

cognates is worth teaching or not, and to Improve, alter or

delete what you do not like.

1. In what Qays do you think that. the use of cognates

could aid your French study?

2. Please rate the following information "and exercises’

according to its usetulness. Use the numbers as follows:

{1 - the information or exercise was: very useful
2 - the information or exerclse was: usefulv ..
3 -~ the information or exerclise was: not useful

4 - don't know

The definiton of cognates : ——
The cognate word—-ending regularities
like "—te" correspondé to Hty" —_—

Examples of deceptive cognates ——

The grammar sectioni
nouns

ltarticle défini et indefini -—-
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pronouns

verbs
auxiliaries
adJectlves
adverbs

la préppsitlon
ta canjonction

i

types of seﬁtepces (sta tement, question)
The French excerpt;: ' !

la Renaissance italienne

la pollution

l'empire Inca -~

les dinosaures

AR
l'avénir de l%Amerigue centrale
'The ten‘exnmpie words follgﬁéd by a

shqrtvdéfinltion in French for six{een

word—ending fegularlti;s -

The questions at the éﬁd of each lesson

The answer key
3.  Pleasc indicate the order of importance English—-French
cogna£és could be of heip to you in: (Use number one (1)
for greatest/highest importance, numbén two (2) for second
'highest, etce.)
Speaking
Réading
Listenlng

Writing



4. Approxlmnfely hoy,lung did 1t take you to work through:

lLesson 1 ) . —== thour(s)
Lesson 2 —== hour{ s)
. . q N
Lesson J . —-—== hour(s)
Lesson 4 —==~ hour(s)
lLesson 5 ’ ~—— hour( s)
Lesson 6 ) ~=—+« hour( s)
o,
Lesson 7 . —=-= hour(s)

5. With what lesson or exercise did y ou spend the most

time: Please specifye.

6. How much time would you have liked to spend on the study

ot cognates? Please specify the time in hours.

7. How do you feel aktout studying French with cognates?

Se Please feel free to. make any further comments,

critiques, or su;gestions. .



Fnglish—kFrench Cognate Unit

by

\ Petra Hawmer

The University of Alberta

Edmonton, Alberta, Canada
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Introduction

From time immemorial, individuals engaged in the
learning of a second language nave been faced with the
problem of acquiring new words to express concepts which
may overlap to a dezree with those they can express in
thely mcther tongue. Acquiring and increaglné vocabulary is
one o1 the cornerstoneé necessary for the developéent ,of

communication skills in a second languagee.

Learning a second lenguage is a time—consuming affaire.
In order .to speed up the process, the second language
learner could capitalize on all he knows in his vflrst
language to help him internalize eiements of the second
oﬂe, especially 1f the languages are rélated, The Engllsh
and French languages share an extensive vbcabulary which ls
a result of the following: 1) the use of Latin and Greek

: . .

loan-words in the form of radicals, prefixes, and suffixes
in both languages, 2) the Norman conquest, which enriched
the English "language with many French words, 3) the

terminology of modern technology common to both English and

French and 4) lexical borrowings from other languages.

The Cognate Word List

A detailed 1lexical comparison of EnglLsh and French

resulted in a word list of 10,993 English-French cognates "’



with the same or similar spelling and meanlng. A systematic

review of the Larousse Digiionnaire Meoderne Frongais —

\

\
Auxtpis (1960) provided this list of words with the same or

similar spelling and meaning in bath Languagese. Deceptive
cognates, or words“whlch“pave the same spelling in the two
languages but different meanings, - were noted {n the‘
Larousse dictionary, but in order to ensure that no

deceptive cognate wae contalined in the list, Les Faux Amis
(1946, by Koessler and Depocquigny and Seward's Dictiopary
of Frepch Deceptive Coxnates (1847) were compared with the
word tiste. All coggates in fhe Larogsse Dictionary have
been listeds Definitions were not includeds, For partial
cognates, or words whose meanings overlap in some uéﬁges
but not in others, the domain in which the Egglish and
French words coincidey, ooy ‘in musicy, philosophy,
medicline, art, etc. were iﬁdicated. No phonetié

transcriptions were includede.

The Possible Utility of English—French Cognates

Second language vccabulary acquisition may tax the
memory of any 1earner.‘ The ease with which a tearner
masters his second Language may depend én his ability to
see resemblances, and thus to readily classify the new and
strange materialse. However, the wuse of qEnglish—French

cognates does not appear to be productively exploited in

teaching and learning either English or French as a second



Languaye.

Hammer (1375) and Limper (1932) tound that the
possible utility of English—-French cognates uppeared'té
depend on a relatively large English vocabulary knowledge
"of the individual. It Is difficult to assess whether all of
fhe approximately 11,000 cognates on the author's lList are
familiar to an English speaking person, whetherl he is a
secondary s tudent or an educa ted adulte. The. possible
ufility o1 coygnates as a.vocubulary acquisition device may
be large or smatl, cince all the 10,993 Eﬁg[ish-French
cognates may or may not lbe part of the learner's

v

vocabulary. Yet words like "train" and ."table'" may be

useful already to an English speaking elementary pupil

learning Frenche

Some arguments in favor of using cogna tes as a

vocabulary acquisition device are:

1 Since the ratio ot cognates to deceptive cognates
is aprroximately 11,000 to about 950, the memory effort

required by students to learn vocabularies could be greatly

reduced by cognate studye. ’

4

2. The acquisition of meaning 1is a gradual process
consiStlﬁg of progressive discrimination. This is true in
the learning of the native language as well as & second

-ones; it is never complete nor is it a simple process.

Second language _students of French may benefit from



cognates and partial counates because not all word meanings

are learned at the same time.

Ja Word—ending reiularities like the equivalence of
the French "—te" and the Fnglish "—ty! in words such as
"beaute! - Lkeauty can be easily learned by students if the
spelling and meaning ot the English and French cognates are
otherwise the same. Chamberlin observed that:

The amount of time required at first to master the

principles (or rules about the carresponding English-

French cognate endings) ZTrOowWS relatively less, in

proportion as the number of cases incieases to which

it applies, until the time may be practically
disregarded (Chaoberlin, 1905 :316).

4. The acquisition of meaning may be enhanced by
knowledge of key prefixes, roots and suffixese. The Greek

It

and Latin suffixes which Jean Dubois (1962) listed in his
Etude sur la Dérivation Suffixple en Francais mederne et
contemporain are generally as applicable to English words

as to French wordse. For example:

Prefix Meaping Exagple words
Engligh French
a—,'an; ‘(not, without) apathy apathie
atheién atheismwe
bene-—- (well, good) ‘beqefit bénéfice
benediction bénédiction
Root Neaping Exapple words
English ' French
Qagna (great) magnitude magni tude

magnificent magni fique



med (middle) " medium medium

mediocre médiocre
Suflfix Mgaping Exapple _\!.QIQ/E v
Fnglieh French
-ory =-er {one who) actar acteur
employer . emplaoyeur
—-ism ' (belief in) communism communlisme
Journalism Journalisme

5« Cognate learnineg can aid vocabulary acquisition by
enriching the vocabulary ‘in the second language and by

complementing the vocabulary of the mother tongue.

NJ

6« By using coghhtes, reading in the second Language

may be faciiitated because the time spent looking up
unknown words in the dictibnary could be reduced. Thus, the
studentvis brought into contact with the target languaég on
a broader.scale.-Tﬁls in turn may help him to develop a
Sprachgefuhl ‘or -Sensifivity to lexical appropriateness as
well as to structural formse Thus, with cognates, the

recognition and acquisition of a reading vocabulary may be

facilitated.

The English-French Cognate Unit

The core of the English—French Cognate Unit centers on
the similarity of the English and French languages with

respect to voc?bulary (cognates) and syntaxe. Knowledge of



word formation is applicable to both languages. Included in .

P .
the cognate unit is a list of the meanlings of the suffixes

contained in the cognate word-ending r~rularities and thelr

worphological characterlistics. In o EZnglish and Fr o.ch

the suffix may change the part of speech of words, ior’
9

example :

Erench English

nationalisme ( noun) nationalism ' A
nationaliser (verd) to nationalize
national (adjective) . national

nationalement (adverb) natianally

rigidite (noun) rigidity N
rigidifier (verb) " to rigidify, to make rigid
rigide (adjective) rigid

rigidement (adverb) rigidly

Using context clues to guess the meanings of unfamiliar

words is helpful in both English and French reading.

The‘similarity of English and French syntax ‘with

N

respect to types of sentence construction and Wrrd order 1is

a

emphasized. The four basic types of sSentence constructions,
"namely, statement, gquestiony, command apd exclamation, are

reviewed. Although there is a pecularity of pronominal

3

order in French, Greenberg (1966), who investigated some
universals of grammar with particular reference to the
order of meaningful elemente, notes that "in declarative

sentences with nominal subject and object, the dominant —

e

N -
~

order is almost always one in which the subject precedes

the object" (Greenberg, 1966: 110).

[
~

The English-French cognate 1unit consists @ of 'seven

[

lessonse. The first lesson presents the essence of Eﬁglish—



French cognates and thelr characteristics. Lessons iwo to

six consist of the following: 1) the grnﬁm;r section for
iearning some characteristics of the parts of speech, 2)
the English—-French cognute. word-ending regularities for
memorizing them, and 3) the French excerpts fOf‘ prac tising

recognition of cognates. Lesson seven shows how the parts

of speech previously studied are arranged in sentences.

Thewlearner shdhld nate that the information provided
is applicable with refefgnce to English—French cognates as
they/ are defined in he English—French Cognate Unit.
Howgver, cogna tes represen; only a fraé‘ion ‘of French
second language studye. The differences between the two
languages must alsd be studigd. "The learner wmust be
prepared to mo¢ify his ;novledge agout the second language
in accordance Wifh advanced language study. For example,
the "—eur'" suffix may indicate a noun oOr adjective 1in

Frenche When the "—eur!" ending is used as an adjective in

French it .is no lgnger a cognate with Englishe.



lLesson One

The objective Yt the lesson is to acgquaint you with a

of the Engzllsh and French vocabulary systems,

the definit of cognates and the most frequent deceptive

cognates contained in a FrenchH ft-equency word count, Le¢

frangals Fondamental, Premier Dexr: -
Coﬁpablson of the English and French

Vocabulary Systems

;

The cohpa;isonvof the two vocabulary sycstems of the
English and French languagés 'E‘ﬁéged upon the similarities
9 1 ' o . -
and differences between them. We will find seven word
classifications (Lado, 1960 ).

1. There gre‘words‘thdt are similar or identical in

spelling and in meaninge. For example, the word 'piano"

refers: to the same musical instrument in both English
and'Fyench. If these words 'share‘ théir etymological

‘origih_they a%e called cognates. |

2{ There are wbrds which have the same spelling in the

two languages but different meanings. For example the

English word '"coin" referé to money but the French

- word ""coin!" means cornere. £ these words share an

etymological origin but have acquired different

g

meanings in the two languagesy they are called

<G



deceptive cognates.

'3. Then there are words which are similar in meaning
but are spelled diltferently in the two languages. For
example "tree" in English is "arbre" in French.

4, There are words which have no equivalent meaning in
the othe¢ 1anguaée. For example "le <concierge" in
French has no exact counterpart in Fngliche.

Se Thjle are words which are dixfe:.nt in their type
cf construction. For example, tfor a French person
astudying English as a sécoﬁa language the two-word
verbs may be difficult to learn. e.g«;, to call up = to
telephone, to call on.= to vislt.

6. A special dlfflcplty‘gr;up is represented by the
words that are harmless in connotatlonnln the native
language but offensive or tgboo in the second language
or vice versae. For example, the;; French ~ord
M"tabernacle!" is not used as a swear word in Engl;sh-
7 Finally some words are used and understood only

within a particular geographical region. Dialects fall

into this categorye.

Definition of Cognates and Their Characteristics

wr

The word "Ycognate! is derived from the Latin cogpnatus,

meaning "born together,‘k;ndrquy related;y from the same
. :.‘,! .

stock"e Apglled to wordqh? it refers to those having the

hOS

. . o .
same root or some derivativn in common or to words that are

&\
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simjlar or identical in spelling and meaning In two or more
languages regardless of origin. The term cognate is also

loosely applied to words borrowed in two or more languages

trom the same sourcee. For examplg, Fnglish and French bo th
adopted the word "malaria®" 1fom the Italian language. It
two words have the same origin but. are now SO different
that - speakers of the two language- ‘o not identify them as

similary, they are not considered cognates. The term similar
is restric}ed here to 1nclude items that 'have the "same'
meaning in bcth languages in ordlnéry use. Similar Ln fornp
refers either to @ change of one letter in the spelling of
the French gnd English word, for examplei oncle — uncle,
avantagé - advantage, or to the following regularities,

amongst others, if the spelling of the Epglish and Frepnch

wvords are gtherwise the same:

.

Nouns
1{ French —te (542) = Englisﬂ -ty
quallfé _ quality
2« French =-ie (533) = English -y
industrie industry
3. French -re (339) = English —er (or) *ge
metre " meter
centre ‘ : penter
agricul ture ‘ agriculture

4. trench —-isme (302) English —ism

communisme . communism

&



10.

11.

12.

13.

14.

15.

French —nce (274)
1 '~q\1(*nco

French —iste ( 254)
Journaliste

French —eur (160)

acteur
employeur
French —cilen (109)
eélectricien
Frenéh —ion (1,176)
omissiaon

aviation

Verbs

(829)

French -—er
confescger

commencer

French —ier (107)

varier
AdJectivés
French -iqpe (605)
classique

French —~-if, ive (19€)

collectitf

French —-eux, euse

curieux
(104)

»
French -e

»
gsacre

(161)

]

]

I}

1

Fuglish —nce (or) —-ncy

frequence, frequency
EFnglish —jist

Journalist

English —-or (or) ~er
actor

employer

English —-cian

electrician
English —1ion

omission

aviation

English: drop —er (or) —-r
to confess

to commence

English -y
to vary
English —-ic
classic
English —ive.

collective

pEnglish -ous
curious
English —ed
sacred

11
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L6, French —tiel, elle (16) = English —tial
contidentiel confldential
The numbers in parenthesis indicate the frequency of the

cogna tes within each word—ending similarity classe. For

example, there are 542 cognates which have the French "o ton
and English "~ty" endlinyge. The Cogn;tes with these six{een
word-ending regularitles accoun’ for 5,613<words in the
cogna te liste. These coxgnate ford—endlng regularities

include at least ten cognates, they are easily recognized,

and there are almost no spelling exceptionse.

The following cognate regularities may also be use futl

¢

to yous:

Nouns
17. French -—tie . = Enalish -cy
| diplomatie . diplomacy
183. French —et = English -ect
effet effect -
19. %rench - = = English: repiace with "g"
foret ' fo#est
20. Frendh —aire ’ = Engl;éh -ary
militaire ' | military '
21. French —eés = English —ess
progrés . ‘ progress
22. French —oire = English =~ory
histoire " ' history

' 23. French ai ' = English ea



alyle

cagle
Verbs R
24. French -iser English -jize (or) -ise
organiser to oruganize
25« French —-er Fnglish —ate
humilier 14 bumiliate
26+« French —quer Enullist -cate
indiquer to indicate
27. French —-ir English =-ish
’ f;nir to finish
AqJectives
28. French: initial & = English: initial s
étrange strange
Adverbs
29. French —ment =_Engllsh -1y

certainement certainly

French roots that are spelled differently fram the English
~ ) .

roots have not been considered in the cognate count,

because they may:- offer difficulty for recognitions. For

example,

accoutumer = to accustom, to habituate (a, to)e.

affliger = to afflict, to distress, to grieve.

However, with practice, these cognates will be reéognlzed.
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2
Partial Ccognates

Most words have more¢ than one meaning depending on the

context and not all meanings necessarily colncide for a
wPlven cognate in the two languages. Some word palrs
coincide in a few meanings, vary in many, and some coincide
in many and vary in few. For example, '"cascade'" refers to a
water—fall in‘both English and French, but in French it can
also have the meanings ot "ce qui se produit par saccades,

par rebondissements successifs'.

Deceptive Cognates

Deceptive \qognatés are words which are similar or
identical in spelling in English and French but have a
differént meaning in the tﬁo‘languages. The‘term deceptive
cognate does not refer exclusively to the origin of the
words because differeﬁt_neaninés may be observed in words
sharing their origin .or having similar  spelling. For
examplel the word "decade" in English and French share the
same Latin origin "decas, —adis", however in French the
main meaning refers to ten days and in English to ten

yearse "Pain'" meaning "bread" in French«is derived from the

Latin word "panis" whereas the English word "pain'

developed ‘ from the Latin ‘"poen&" meaning penalty,

punishment, pain. There are approximately 950 deceptive

o
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cognates tor English and French (Seward, 1947).

Examples of Deceptive Cognates

Yerbs

attendre - Yto wélt, to expect", pot "to attend" (assister
a) nQr "to attend to" (s'occuper de).

chanter — "to sing", Agi "to chant!" (psalmodier).

defendre de - "to forbid", pot "to defend".

demander - "to requést", not "to demand'". (exiger)

partir - "to depart, to £0 off (a wpun)", not "to part!"
"(se séparer, se quitter). To part with = se
débarrasser de.

regarder - "to look at, to concern', pot the usual sense
of,"to regard" (considérer).

rester — "to remain", not "to rest, repose, rest upon"
( reposer, appuyer su;).

retourner - "fo return — go back", Dot "to return - come
back'" (revenir, reﬁtrer).

sortir —’"to come out, go out, to come from, to bring out',
"pQt "to sort" (trier).

travailler - tftgo wbrk, to worry, agitate', pot "to
travail” (soujfrir, peiner) nor "to travel"
(ﬁoynger).

vendre - "to sell, to be br;bedﬁ (il s'est vendu){

not "to vend" (colporter).
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Nouns

actuali

te - "an event or topic of the present', penerally

net Fngtish "actuality" (réalité).

l'alléee — "the garden path, lane, aisle', not "the

alley" (la ruelle).

16_

appareil — "preparations for display, eqguipment, apparatus

armoire

bparbe - "a beard", pot "a barb® (la dent d'une fléche).

(telephone,y, airplane, stove, denture)"4 pnot

"apparel" (costume, vetement ).

- ""wardrobe, closet", pot "an armory! (arsenal,

salle d*armes).

bonhomme - in spite of its apparent méaning, it means

boxe -

bureau

cabine

cave -—

chance

citron

course

dent -

"old fellowy old cuss, etc. "

"hoxing, pugilism", pot "a box" (une bolte).
- "a desk'", pot "a bureau" (un chiffonnier,

une commode).

~
o

— "a cabin (Qn board of ship)'"y not "e cabin'
(on %Bnd); (une cabane).

"cellar, wine cellar", pot "cave" (cavernei.

- M"luck, possibil;ty, risk", pnot qften "an
ippportunity" (une occasion). -

- "a lemon'", pot "a citron" (un cédrat, une
sorte de pastéqhe).

- "running, a race, an errand, a trip", pot "a
coursé" (un coursy un servicey, un plat).

"the tooth, the cogy the scallop (of an edge)'',

not "a dent" (une entaille).



enfant - "a child", pot "an infant" (un béebe )
étage — "a story, floor (of a bullding)", pot "a

stngeﬁ (in a theater: une scene).

\,/J - ~

tete — "the festival', not "the feast"" (le banquef,
le featin).

gardien - "a guard, keegizi\/ﬂéi (a legal) guurdian
(of children), (un tuteur).

habit — "a swallow tail, dress coat, att}re, clothing
(les habits)", got "a habit" (clothing)
(haﬁit de chevaly habit de nonne) nor "the
habit" — custom ( l'habitude ).

patron - "thé boss, the caQtain (of a ship)", pot "the
patron" (except for "le saint patron"), (le
client).

place - "a public square, a market, a seat", not English
"nlace" (endroit).

prune ="a plum ", pot "a prune" (pryneau).

raisin - "a grape', pot "a raisin" (un raisin sec).

station - "a stopping pLace",bngj English "railway
station"™ (une garé).

tarte — "a pile (bf fruit or qustard, generally open-
faced )", ngt "a t;rf" (une petite patisserie
aux fruits).

voyage — "trip, travel", pot "a voyage'" (voyage par mer).

Ad.jectives

ancien (before a noun) - "former®§ pgt "ancient"

17
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{(this sense 1f adjective follows).
Confeht - "glad, happy",» not English "content!
(satisfait, conteﬁté).
gentil - "nice, Gentlle", pnot English "gentle"

(doux) nor "“"genteel" (dlstingué).

It shoutld be noted that not all meanings of a
deceptive coghnate mus t neceseariiy be deceptivee Like
partial cognates, one meaning of the English—-French cognate
may be deceptive in a gliven context but permissible and
correct in another onee. For example, the French verb
"géfendre" may be used in the sense of '"to forbid" and in
the sense of "to defend" (to protect). Thus, you could use
it correctly or lncorfectly depending on the confext. Some
Cogné¥es listed as deceptive may never be a aeceptive
cognate for you, because it depends on the context in whlch
you learn the worde. Thus, you may never have confused "le

8

coin" meaning corner in English with “"the coin'" meaning "la

a

~ . .
jece, la monnajie!" jin French.
P

_ Any possible confusion you experience with deceptive
cognates may depend on how much Frehch‘knowledge you have
already acquired prior to using or stu&ying with coénates
and to what extent you read English into French. It may be
possible that for example you could: mistake the lFrench
"an', meaﬁing "vear" in English, for the iﬁdefinite article
"an" in English. If no other word is recognized and the

context of the reading passage is not known this confusion
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CoulJ probably arise. To keep this tpr of mistake to a
minimum, learning French with <cognates requires censtant
alertness and caognitive flexibility to expand, narrow or
qualify the meanings of English—French cognates in
a(:Cor';iunce with all possible morphological, syntectical and

Contextual clges to decode a French reading passage.

Th; possible utility you can degive from cognate study
depends essentialiy on your ability to recognize cognates
and know their meaning in English. It is assumed that your
abjiljty to ignore smal l differences An the spelling ef
Fnglisth and French and to see "abuse'" in "abusg", Yact?”" in

"acte" and "achieve® in "achever! may be enhanced with

Practice.

How to study.with English-French cognates depends on
"hether or not you can determine in advance which cogna tes
You already knowe With the information on Engllsh-French
Cognates as8 presented in "Definition of Cognates and Thelr
Characteristics" you could do the éollowing:

1) You could read the English~French Cognate Dictionary
(1976) and study these cognates like a word list. |

2) You could focus yeuf attention on the deceptive cognates
and study Seward's dictlonafy‘of French Deceptive Cognates
(1947).

3) You could learn the cognate word-ending regularities and

rlunge into reading French. You Xnow that the ratio of

Cognates to deceptive cognates is approximately elteven +to
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onee.

To facilitate the third Suggestion, studying cognates
in reading, the following lgssons concentrate on vocabulary

developwmen t technihues and an analysis of sentence

constructions,

Questions

1) Should you tind any more. cognate regularities, please
|

|
|
|

list them.

2) What are the meaninés of the following words: linguistic
interference, phoﬁetics, mdrpholog&, context, cognition,
lexicon, sémantics, syntax?

3) ¥Write in your own words a short definition éf cognates,
partial cognates and deceptive cogna tes. Che;k yoﬁr answers

with those given at the back of the booklet in Appendlx'A-
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Lesson Twa

T
Written Recognition of Cognates

. : n o
Cognates should prove useful in facilitating reading
N
once the recognition of them and famililarity withjthelr

meaning are taken iInto consideration.

The objectives for the wrltten'rvnqgnltion of cognates

are as follows:

In order to fdcilitate the recognition of English—French
cognates in reading you learn:

1. fhe word-ending regulari ties of the English~French
coeqates (see definition and‘characteristics Lepd cognafes),
2. sSome characteristics of the French nb;ns, artlcles,
pfonouns, verbs anq auxiliaries, adJectlvgs. adv?rbs,
prepositions aﬁd con junctions,

3-‘how to use context clues in word recognition and
coaprehenslon,

4. how to recognize the main elements of the sentence and

TN

S« how to understand sentence structure. N
In this lesson you should =~ ~mulate rules about French
" noun characteristics: the gender -~ masculine or feminine,

K

‘the number - singular or ptural, study the first four word
ending regularities of nouns: the "—té, —iey —ance (or) -

B (‘
encey and —iste", practicse the recognition and

' ' .
pronunciation of cognates with the French excerpt "La
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Renaissance italienne'", and anewer the questions at the

of the lessone.

’

v
. Nouns
s« Nouns are words like ”électrlcité. comadiu, tracte
N\
which usually name a person,; place or thinge.
./ t‘
2. Nouns are preceded by articles ("le,y la, 1', les,

une, de, d‘, des'"), and/or adjectives,
Je¢ Nouns usually form the plural with an Ygh.

Cognate Word—ending Regulariti« =
- ™
1. French =-te = English -ty (nouns)

1. admissibilite = fait d'etre admissible
2. beaute = caractere de ce gqui est beau
J.'calamlté = grande infortune ou malheur, catastrophe

4, captlvité = état de celui qui st captif

Sa colleqtivité = ensemble d'individus groupés naturelle-

ment ou pour atteindre un but

6. curiosite = desir de‘savoir les secrets d'autrui
>

7. diversite = caractére, etat de ce qui est divers

8. electricite = une des fo- 's de l'énergie

9. eternite = durée qui n'a ni commencement ni fin

10. extremite = la partie extngme, qui termine une chose

J‘

All 542 English-French cognate nouns ending in "*té"l

end

url!

4

un,

are
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teminine.

L+ French -jie = English =y (nouns)
r
1. catégorle = comment on range des objets
2. comédie = le Zenre comique
3. eéconomle = art de bien administrer un etat
4. épilepsie = maladie nerveuse caracterisee par de

b: 'sques attaques convulsives avec pefte de
connﬁissance

S géologie = 1t'atude de la structure et de l'gvolutlon
de l'écorée terrestre

6. géométrie = une branche des mathématiques

7. ironie = maniere de se moquer (de gqgn. ou de gqgch. )
en disapt le contraire de ce qu'onvveut faire

entendre

8. philosophie = les recherches sur la connaissarnce

2o}
.

theorie = ensemble d‘idéés, de_concebfs abstraits,
plus ou moins organisés, appllqué a un
domaine particulier

10. pharmacie = science des remedes et des médicaments

The English-French cogna'te ﬁord-ending "—-je" is most often
femininee. l ’

| <

\ .
3. French -nce = English -nce (or) =ncy (nouns)

1. fréquence = caractere de ce gui arrive plusieurs fois



2. assurance = confliance en soi-meme

3. indécence = carac tere de ce qui est {ndecent
4.}1nél&gunce'= manque d'éléﬂuncé

S« pertinence = caractere de ce qui e¢st pertinent
6. science = activite séientlfique

L d \. L d
7« regence douvernement d'une monarchie par un regent

s

= phénomsne par lequel les rayons

¥. transparepcy

¥

tumineux visibles sont pergus a travers

certaines substances

9. distance = 1bngueur minimum qui sépare une chose )
d'une autre

10. importance = caractere qe ce qui est important

All 274 English-French cognate wordé with the "—pce' ending

are feminine wordse.

English —-ist (nouns)

il

4. French -jiste

l« artiste = créeateur d'une ceuvre d'art .
2. loyaliste = qui a des sentiments de loyalisme
3. humaniste = homme qui a une connaissance approfondie des

langues et des litteratures grecques, latinés
>y B
4. journaliste = personne qui collabore a lea rédaction
dtun Journal
S. linguiste = specialiste en linguistique, science
de la langue‘

6. météorologlste = Fersonne qui s'occupe de l'etude

sclientifique des phénoménes atmosphériques

.?
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7. touriste = personne qul se daplace, voya{ie pour son
plaisir
N. imperjaliste = homme qul est tavorable a la politique

d'oxpansion nationale

Y spéclaliste,= personne qui a des Cbnnalssances approton-
dies dans un domaine détermine et restreint’

iO. soclialiste = personne qui falt profession de socialisme

The "—iste'" ending may be feminine or masculine.

La Renaissance jitalienne

Au XVe siecle, la riche famille des Méedicis ﬂ%gne sur

La ville de Florence en Italie. Elle se fait la protectrice
des peintres et des sculpteurs déesireux de retrouver

l'harmonie et la magnificencé de 1' art gréco— romaine. La

cite rivalise de splendeur, par ses palals, ses eglises,

« ”~ ’ .
ses monuments et ses fetés, avec Venise, Rome, etce. Tous

<
"humanistes!, ces hommes a La culture universelle, .se

les
rassionnent alors pour la botanique, la zoologie,
L'anatomie, la géologlé, l'acs*rologiey la navigation, et

surtout 1'étude des textes anciens pour retrouver Lles

premiéres sources d!' inspiration. On appelle cette pérlode

w

ta "Renaissance''.

v €o— e 9 Vol IV,;Numéro 4, décembre 1974, p. 38.)



Questijions

1) State t he rules tor the four cbynate word-—ending

regutarities in thies lesson.,

2) To how many English=~French cdunates does the ""—ta"

.ending apply ?

J) How could you remember whether the "—jigte" cognate word-
e€ending regularity is.masculine or feminlne?

4) Do you notlce' something about the French definition
given of the cognate words? Yes, or no? Pleaée specify.

S) Write out the words you think are English-French
cogna?es in the excerpt "La Renaissance italiennel',

.6) How sany did you find? ‘ : \

7) Did you ‘recognize "famille, régne, ville, 'peintres,

ralaisy rivallise, fetesg"? Write down the English equivalent

of these words.

s

8) Try to answer the following French questions on the

content  the,excerpt:

‘a) Quel le siecle de la Kenaissance italienne?

b) Qui a protege les Peintres et les sculpteurs?
c) Que signifie l'expression "leslhumanistes"?
d) Quelle ville rivalise de splendeur avec Venise et Rome?
e) Ou les humaristes cherchaient~ils leur inspiration?
:d . » \
f) Comment etait la famille des Nedicis?
8) What part of speech is "la protectrice%"? List all th-

possible'reasons for your choice.

10) What parts of sSpeech may precede a noun?



11) How do you generally form the plural of French nouns?

Check your answers with those elven at the back of the

booklet in Appendilx A.
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Lesgon Three

The semantic vafue of the suffixes contalned in the
word—ending regularjities are explained as well as their
morphologlical characteristicse. The’ remalining four word-
ending regularities of French-Fnglish cognate nouns: the "-
eur, —isme, —-cieny, and —re! are to se gstudied as in lessoen
two. Some chnracteristics of arflcles and pronouns are
reviewed., Recognltion of cogna tes is practlised with the
excerpt on "La Pollution" taken from 'Migég:ﬁggﬁﬁg; You.

should review the French noun characteristics Iin lesson two

before doing this lesson.

Suffixes °

A suffix is an ending which is added to a word root in

order to form a new word. Suffixes are also often used to

o

change a word :from one part of sSpeech to another, CoeZey
calme =qadj., calawement = adv.
Les suffixes "—ta, —ley —-ence (ou) —-ance,y, et —re" forment

de nombreux substantifs. ex. héauté, comédie, fréquence,

metre.
Les suffixes H"—jisme, -iste" forment des substantifs
indiquant: .la doctrine ou la profession: socialisme,

.Journallsme; la personne qui la pratigue: socialiste,

journalistee.

Les suffixes '"—eur, —cien" forment de nombreux substantifs

(personne qui fait quelque ‘chose (ggchs)y, ex. docteur,
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mecanicien.

Le suffixe "—-ique'" forme des adjectifs ex. ironique, ou des

substhntlts, exe fabrique.

Les suftfixes "—eux, euse; -if, ive; —-tiel,

nombreux adjectifs. eXe

torment de
substantiel, exile.
'Le suftixe "—ment" qorme de

certairemente.

ambitieux,

nombreux

tielle; —é, cel

érosif,

adverbese. €Xe

SuffiXxes geéneraux issus d'éléments

grecs et latins

suffixe sens
~cratie nefs pouvair politique ou socl&i
—&raphe n.m. personne qui enregistre
appareil enregistreur
—¢raphie nef. mode d'enregistrement

—logie nef. science

—logue m.et f. specialiste scientifique
1] ”

-logiste

< .
—metre neme quili mesure

-métrie n.f. mesure
-phile meet fo. qui aime, qui a de

ltaffinite pour

-philie n.f. affinité pour, attachement

Y
/
mot exemplaire
democratie.
lexicographe,
rhonographe.
sténographie.
bactériolbgie,
psycholoéie.
géologue,
bhyslgtagiste.
barométre,
thermometre.
psychoﬁétrie.

francophile.

ahglophllie.
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—phone m.et f. qul parle, qui est enregistre téléphone,

ou enregistre ' francophones
~phonie net. transmigsion de sons rndiophonie.
—scope me et fo qul examine . téléscope,

Ne

1.

2.

4.

6.

T

9.

.

stéthoscope.

fe = nom féminin; neme = nom masculin
Cognate Word-ending Regularities

5. French —eur = | Fnglish -~ar (ori —er (nouns)
construéteur = celul cui construit guelgpe chose (qggcha.)
decorateur = personne qui falt des travaux de ﬂécoratLOn
docteur = persaonne qui posséde le titre de docteur
en médecine
évaporateurv= appareil employé a la compression ol se
produit l'eévaporation
exploitgur = p;;sonne qui tire un profit abusif d'une
situation ou diune personne
gladiateur = homme qui comtattait dans les jeux du
cirque, a Rome
imitateur = personne qui imite les gestes,’
le comportement d'autruil
impostﬁur.= celul qui abuse de la confian~- - de la
crédulite d'autrui par ses discours
mensongersy, dans le dessein d'en tilrer prof%t

narrateur = personne qui raconte
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10 tracteur = veéhicule automobile
The "—eour" ending may be feminine or masculine. The
feminine ending for the nouns in "—eur" when they refer to
a person generally is "—rice", e. g.y acteur — actrice.
%
6. French —isme = English —-ism (nouns)

le existentialisme = doctrine philosophique de
l'existence individuelle

2e dogmatisme = caractere des croyances (religieuseg,
phl%osophiques) qui s'appuient sur des dogmes

J. égotisme = culte du'm;i, poursuite trop exclusive de
son dévelopﬁement personnel

4. humanisme = rormatién de l'esprit humain par la culture

litteraire ou scientifique

5. hypnotisme = ensemble des phénoménes qui constituent
. )ﬂ’

le sommeil artificiel

6. individualisme = atfitu&e d'esprit, état de fait~favér1—
sant l'initiative et la réeflexion individuelle, .
le goUt de l'indépendance

-

7. matérialisme = etat d'esprit caractérise par
1la recherche des jouissances et des biens
matéélels

8¢ miljitarisme # préponaérance de 1'armée, de 1'éiément
militaire dans la vie d'une sociétée ’

S. tourisme = 1e‘fa1t de voyager

10. socialisme = une doctrine de l'organisatiocn sociale



The "—jsme" noun ending is always masculine.
7. French =-cien = English —-cian (nouns)
1. électricien = technicien ou ouvrier specialise dans le

matériel et fes installations électriques

2. magiclen = personne qui pratique la magle

e métaphysicien': personne quil s'occupe de reflexions
abstralites

4. opticien = celui qui connalt L'optique

Se patricien = personde qui appartenait a la classe‘su—
pérleure des citoyens r&mains, aristocrate

6-’phonéticien = 1inguiste.spéciallsé dans la phonétique

7« poltiticien = personne qui exerce une action polltique
dans tg'gouvebnement ou dans l'opposition

8. tacticien = qelul qui eét spécialisé dans L'emplol‘
des moyéns de comba;, dans l'execution
des plans sfratégiques

9. technicién = personne qui posséde, connalt une
technique particullere i

10 musicien = personﬁe qui connait t'art de ta musique

The "—-cien" is a masculine ending.

.

8. French -re s = English —-er {(nouns)

1. barpmétre = instrument qui sert a mesurer la

pression atmosphérique . “ %
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2 ﬁexanétre = qui a s8ilx pieds ou s8ix mesures, ex.
un vers hexametre
Je kilometre = uniteé pratique de di tance qui vaut
N
mille metres ( km)
d4e lettre (t) = écrit que l'on adresse a qgqgne. pour lui
communiguer qqche.
S millimétre = de milli- et meétre; millieme partie
du metre
6. ministre = homme d'Etat place a la tete d'un

déepartement ministeriel

7. monstre = Gtre, animal fantastiq terrible (des

legendes, myfholdgleé)

RN
3

8. novembre = onzieme mois de iﬂ%q A
) .
9. sertembre = neuviewme mols qe‘b. 1[-" Q
.. = ‘ . e - - by -
10. thermometre = jinstrument destine a ,Besurer des

b d
temperatures

~The "-re!'" ending may be feminine or masculine.

Vocabulary Development

We communicate 'in ‘a variety of ways but hainly we

-communicate verbally. Words are nat things but symbols that

stand for things. Words are independent units of speech and
writing. What a person speaks, hears, reads, writes, and
often what he visualizes and observes —- the whole
sensorium of man -- is expressed in words. Thus, your study
habits should include analyzing,iobserving, investigating,

and interrelating systematicatlly word parts (roots,
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pretixes and suftixes) so as to 1ngrease your knowledge ot

vocabulary .

L'article defini et indefini

L'article defipi L'article indefini
Genre Genre i
Masculin Feminin Masculin Feminin
singulier le (1) la (1) ‘ un une
pluriel " les les " des des
__________________ o e e e e e e e e e e e e e e e

1. Oon bdistingue deux especes d'articles: l'article défini
et l'article 1ndéf;nl. Ltarticle defini est celui qui se
metvdeyant un nom pr%g dans un sens'complétement détermfnéﬁ
il individualise L'Stre ‘ou -l'obJet nommé. Par exemple,
Donnez—moi la clef (c'est-a—dire la clef que l'on sait)e.
L'article indefini 'h'indlvidualise« pas l'Stre ou 1! ob jet
nommé. Par exemple, Donnez-moi upe pommé (cl'est-a-dire
~'importe laguelle).

2. L'article est un mot que l'on plece devant le nome.

3e it sert aussi ; indiquer Le genre et le nombre du nom

qu' il précede.
Le Pronom

. . .
1. Le pronom est un mot quli souvent represente un nom, une

idée ou une proposi tion exprimés avant ou aprés lui.



2 Pronoms Personnels - .

SUJET OBJET  QBJET " POSSESSIF '
; DIRECT INDIRECT .

ek e e T At T S . o o — o — . ——— _"— oy " o ot o o i o e S Ay A —— v . ——— - 5 . % " o — ks e 4 —— A

Je me ! me le mien les miens
% la mienne les miennes
tu te te le tien les tiens
la tienne les tiennes
il, elle ley La lui le sien les siens
' : la si¢tnne les sliennes
nous " nous nous le notre les notres
la notre les notres
vous vous vous - le votre les votres
la votre les votres
ilsy elles .es leur le leur les leurs
k ‘ la leur les leurs
____________________ e e e

J. Les pronoms dits "indefinis" sont "quelqu'un,y, quelque

chosey, chacun, quiconque, on, etc."

La Pollution
Comment 1! air se potlue!

Le plus grand responsable de la pollution de 1° air
est certainemen- le tuyau d'échappqment de 1' automobpile.
Et nous sommes loin de falré des.éffprts pour eliminer yet
ennemi. Que de dépiacements.nous pourrions effectuer sans
avoir recours a l' automobile I-Nﬁs .moindres déplacements
requierent un vehicule. Afin‘de di@lnuer l‘;effet nefaste
de l'oxyde- de carbone, le Gouvernement oblige les
fabricants d'quféﬁbbiles a installer des sysf%mes anti-
pollution sur tous les nouveaux véhlcules.‘ Informe - toli
aupreés de plusieurs garagistes pour savoir si les

dispbsltiis anti-pollution ont une influence sur le cout de

l'essence et sur le rendement de_l'autombbile.



I

Jé6

Dans les usines, on depense tous les ans doé mil;lers
de dqllar: pour diminuer : pollutiaon de 1t alr. Le
Gouvernement se montre aegSez scvere envers les Tfabricants
dt automobiles. Ft tol, que teras—tu? Il n‘est plus
possible de rester lndlffzrent.‘Tu dois falre ta pfopre
campagne en vue d'une rlus grande utilisation de la
bicyclettee.

( Xlgéngxgﬁgg s Vole IIT, Numero 7, mars 1974, p. 53.)

Questions,

1) State > the rules for the four cognate word—-ending

regularities in thils lesson.
2) What does the "—jame" suffix mean ?

3) What partiof srcech»ls indicated with the "—eur" ending?

4) What does the suffix ending "—eur”" mean ?

S) To how many En&ilsh-French cogna tes do the "—jisme", the
“-je" and "-re" endings apply? N

€) There are 28 English—-French cognates, not counting

same word twice in the excerpt "La Pollution". Can you find

_fhem ? Please list them. p

;Lyouffhﬁééé ;the meaning of "les fabricants", 'le
e e ‘

7)
Write down the English meaning for

‘m?%éllgwiné French questions on the .
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content of the excerpt :
a) bu:éstéce qul eat resﬁonsobie de la polltution de l'air?
b) Qu'est—-ce qu'on fait pour diminuer L'eftet dc axyde de
carbone?

c) De quels moyens de trnhsport pourrait—on se servir pour
aiminuer la poliutlon de l'air?

d) Est—-ce que le systeme antl—pollutioﬁ augmente le cout de

l'essence?

c

e) Qui oblige les fabricants d'automobiles a installer des

systémes anti-pollution?

£f) Y a-t—il d'autres sources de pollution?

‘ 1Y
lp) What . part of =speech 1s '"véhicules" in "tous les

nouveaux vehicules'" ? List all the possible reasons for

your cholilce.

11) What part of speech is "ennemi" ? List the reason(s)

for your choicee.

»

12) Whaf part of spéech‘does the personal pronou rep. ce 7

"13) What part of speecﬁ indicates the génder of .ouns 77
o ‘
14) Define the indefinite article.

i 1

15) What is the nglish definite article? Give an examplee.

What is ¥he Eng. - =h 1hdef1nite article? Give an example.

. ’ ) 8
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Lesson Four

1

Study some of ,he characteristics of the French verb

:

and auxiliarjies. In addi tion, étudy the tollowing .cognate
word-ending regularities: "—er and —-ier" in the same way as
in lesson two. Practise the recognition of cognates with

the excerpt "L'Empire Inca" taken from Video-Pregse

Verhbs

’
/

"

)

o
.

‘Lo @w}5§‘Xre words like "examiner, -dénier, citer"  that
: A(’F N : £ ' Ay
- »

y /':‘ - e . s . :
exp®ers an action or a state ot bdinge.
2. ¥ erbs can show a chqni&fln tense .by a change in sound

‘Qnd gpelling. eegey You é&ﬁ;iobmfﬁhe present indicative of

the verb "parler", "je parle"; the imperfect " je parlais';
. " . 3

the future " je parlerai'; and the present condi tional "ije

i

i w
I

parlterais®.

» FAR )
3. Verbs may be preceded by nouns, perscnal pronouns or
direct and indirect objects, (eegey " je, tu, it, elle,

~

nous, vous, ils, elles, le, la, lui, leur, etc.").
4. -Verbs that join two nouns tha- fer to the same person

or thing, or a noun.end an adjective that refer to the same
. - . : -

person or thing, are celled linking verbs or copulase.

Common linklﬁg. verbs (cogrpulas) are "Stre, sembler,

paraitre, avoir l'air, devenir, etc.'" ‘ 7 g
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~

Auxiliaries

1. The mogt frequent auxiliary verbs are "avolirh and
"Stre". For example, "j'%ai chante, Jje suis venu, etc."
2 Auxiliaries always pattern with (‘appear next to) verbs

in statements and can be thought of as "helping'" verbs.

3. If there are two cr more verbs that can stand fogethér
(i.é., be placed side by side without (ha. ring the general
meaning); ¥he ? one is the main ve : the others are
auxiliaries. e«.gey "Plierre a fait son devoir."

4. Other common auxiliarles are : "aller, devoir, falllir,

manguer de, faire, laisser, pouvoir, venir de, vouloir, se

-4
- 1"
mettre a, etce
¢

At this point you would be well advised to study

carefully the conjugation of the verbs listed for your

~

conveniance in A- -'ndix B.

nglish drop ~er (or)

l. citer = rapporter un texte po

H “

avance Nm

72« confirmer = affirmer l'exactitude, l'existence e qqgche

3. dater = mettre la date sur (un écflt, un acte)

.

<. deplorer = beaucoup regretter

.
‘

5. declarer = faire connaftre (un sentiment, une volbnté,

v
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une verité) d'une fagon expresse
b: demtiner = fixer d'avance, ansigner, reserver
7. detecter = révéler l'existence de (un corps,
un phéroméno cache)
8. disclipliner = accoutuwmer a la discipline, donner le sens
' \
de l'ordre, du devoir
Y. disputer = ne pas ,vouloir accorder qqche a qgqne

10. examiner = coneiderer avec attention

The "—er" verbs in this list form their present tense by

.adding to the stem (—-—--) the following endings:

Je ——-— e nous -——-= ons
h
tu ~—— es vous —-—=— ex
r
il ——= e ils ———= ent
’)J
10. French -ier . = English -y (verbs)
1. déefier = inviter a venir se mesurer comme adversaire

2. denier refuser‘de reconnaitre comme vrai (un fﬁi%)

3« glorifier = honorer ggqn<, qqch. en proclamant .-ses me-
rites, sa gloire

4. horrifier = remplir d'horreur

5« identifler = reconnaftre

b. modifier = changei (une chose) sans _en altérer la

nature

7. simplifier = rendre plus simpley, moins complexe

B terrifier.-= frapper de terreur, d'une vlfe crainte

9 unifier = faire de (blusieurs éléments) une seule et

4

b
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~
mecme chose

10« purifier = rendre pur, debarrasser de la corruption

L'Empire Inca

A i origine, une humble peuplade indienne 1nst911§e
sur les bords de l°' ocean Pacifiﬁu; avait entrepris la
conqugte des territoires avoisinants. Au lieuy cependant,
d'nnéantf} complétement les vaincus, elle les intégrait a
sa propre societe et faisait corps aveé eux. Un reseau
efficace de communications et de voies commerciales .était
etabli aussi rapidement que possible, de fagon a accelérer

CEE S
terres etait

Nk,

- rd
toutes especes d'echangese L' usag e des

L4 - -
concede a diverses classes sociales.

La succession royale, chez les Incas, ne se faisait
pas automatiquement, comme chez les monarques européens de
l'époque. Non seulement l'aTné, mais tous les fils de 1°

empereur posséd&lent un statut ég&l, celui de descendant du

Dieu-Soleil. , P4

QYigégjfxggﬁg y Vol. IIX, Nu. 7, mars 1974, page 8.)

Questions

1) State the rul%es for the cognate word-ending regularities

~

in this lesson. ,
2) What part of:quéch*does the "—cien" word*ending s'ignal?

.
RO

AT

e B ;?{ .

v

/
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J) To how many English~French cognates do the n—jon" "—
nce, Y-iste', Weeur!" and v_cien" apply?:
4) How many S knglish—-French cognates are Iin the excerpt

HL*EFmplire fncu"'? Please list theme.

5) Did you recoénlze the meanlng of "peuplade, Bsordsy
éfabliv echanges, eSpéces, epoque" ? Write down the Engllsﬁ
equivalent for these words. ' v

6) bid you think of "propre" as meaning "own' ?

7) Did you watch out for Hcorps" 7 In what sense is it used

v

in this excerpt?

s) Try to answer the following French questions on {he'
content of the excerpt:

a) Ou vivait la peuplade indienne au début?

b) Qulest—ce Aue les Incas falsalent.des vaincusﬁ

c) A qui appartenait la terre?

d) Pourquoi les voies de communication etaient—elles
ijmportantes?

e) Qui avalt le droit a la succession du trone?

1) Quelle etait la difféerence entre les lols de =uccession
en Europe et dans l'Emplre Inca de la meme'epoqueﬁz’

9) What part of speech is the nord "1ntegralt"‘? fﬂist all

the possible reasons for your choicee.

{

10) How many simple and compound tenses are there in
. L

- French? Hint, look in Appendix B.

11) What part of speech is "avait" in the first sentence of

the excerpt ", 'Emplre Inca™?
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Lesson Five

Review the characteristice of tﬁe French ad jective.
Study the following cognate word—ending regularities: -
1due, -if, —-eux, -—tiel, ~-e" in the same way as in lesson
two e Practise the recognition of cognates with the excerpt
"Les Dinosaures' taken froq Xigég:fggggg'.

A

Adjectives

.

1. Adjectives are words like dpamatique, furieux,

defensif" that describe or qualify nouns.
2a AdJecflves agree in number and gender with the noun they
modifye Ceiley "uqlplan secret -— une décision secrete; les
.hommes intelllgen;s - les fémmes intelligentesY.

3. Descriptive adJectiyg%Hfollow the noune.

-y

4. A&Jeqtives can”“be puﬁuin'the compara?if&ﬂﬁnd'Supérlative
forme o
5. Adjectives are words that will fill the blank in the

test sentence: ¢ _ :

The (any suitable noun) is/are very ———.

"Cognate Word—-ending Regularities

11. French —iqﬁe = Engl.sh —ic (adj. */or nouns )

-

‘

i. arlthmétiqué_add.. £ = relatif a l'arithmétique



o
"

9.
10.
The
end

add

sam
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clinique adj., f = méthode qui consisgte R falire un
diagnostic par Ll'obsgervation
comique adjo.y m = qui appartient a la co@édlo
dramatique adj., f = le genre drama tiques; tres grave et
dangereux
§donom1que adJ-,‘m = gui reduit les ffals
électronlque adj«y £ = propre ou relatlf a l'2lectron
électrique ad j« = proﬁre\ou relatif a l'électricité
gothique adj«y t = l'art du moyen age en Europe du
XIle a;.)ia' VIie siecle
historique adj«y m = qul se ragp:rte a l'histolire
humorlstléue adj. = qui s'eXprlme avec humour
French "—jque” ending can be an adjective or noun
ing. The French adjective generally forms the plural by
Ing an 'Ys". Feminine and m&sculiﬁe ad jectives have the
e ending Y“"—ique'".
12. French -if = English ~ive (adjectives)
v . . :
decisif = quli décide, qui conddit a un résultat
adfinitif |
défenéif = qui est fait pour ia défense
definitif = ;Li gst fixe de maniere qu'il n'y ai.
plusAa r%venlr sur 1@ chose )
N -
digestif = qui cofitribue & la digestion
diminutif = gqui donne, ajoute une idée de petitesse
Aupllcatif = qui double une quantité, un volume
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7. eérosif = qui préduit l'érosion

¥« excessif = qui dépassp la mesure souhaitable ou permise
S exprv$§11‘= qui a bguucoup d'expression

10. expulsif = qui fait cortir avec violence. {

Adjectives in "f" change "f" {nto "ve" to form.fhe feminine

iorm of the adjective. e.ge, déclslf, décislive

13. French =-eux = English -ous (adjectives)
1. dangereux = qui consti tue un danger
2. délicieux = qui est extremement agréable
J. fabuleux = invraisemblable quo ique réel, guil appartient

a la fable, au merveilleux

4. furieux = qui est anlmé, excite par une passion folle,

sans frein

5. harmonieux = agreable a l'oreille (en parlant d'un son,

d'une combinaison de sons)

6. lumineux = qui émet ou réfléchit la lumiere

]

7. malicieux qui a de la malice

8. mélodieuxég agréable'a'l‘oreille

9. miraculeux = qui est le resultat d'un miracle

10, mystérieux = qui est incomprehensible ou inconnu

Adjective endings in "x" change "x" into '"se" to form the

femlnine. €egesy cCOUrageux, courageuse

-
-

14. French -tiel = English -tial (adjectives)

¢
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l. differentiel = relat.rf aux différences ou aux variations
2« substantiel = qui a de La substance

3., ponitentiel = relatif a La fénitence

4. pestilentiel = qui tieﬁt.de la peste

qui @eteblit une preférence

5. prefarentiel

6. présidentlel = relatif au président, a la présidence

v

qul se rapporte a la providence

i

7. providentiel

B residentiel = propre a L' haktitation, a la résidence

qui appartient a la substance

I

9. substantiel
10. torrentiel = qui caracterice les. torrents

Ad jectives Iin "el'" double the final coﬁsonant before
adding "e" to form the feminine. cegaey Pésiaent;?l,

résidentielle
15. French -e = English —-ed (adjectives)

1. condense = qui contient beaucoup de matiere sous un
petit volume
2. détermine = qui & ete précisé, defini

3. discipline = qui observe la discipline

4. excite = quli a une activite mentale, psychique tres
& . v
vive -~
Cr
5. exilé = qui est en exil
a) .
6. expose = gui est mis en vue
P . ¢ » -
7. incline = enclin, porte (a)

8« inspiré = anime par l'inspiration, souffle divin ou

. .
createur

SA
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- : - N - [N
9. persuade = qui est amene a crolre, a penser, a vouloir

o~

10. qualifié = qui satisfait aux conditionk rpquiTQb,
' ‘ ¢

: e~

To form the Teminine form of a French frast partidig
. s P
~ .

®

” 4
add another "e', euge., condense, condensee.
\

\

Les Dinosaures

Les lézards terribles du Canada :

Le Canada passe pour un pays Jjeune et peu peuplép En
fait, la plus grande partie de son immense territoire se

classe parmi les plus vieilles terres émergées du mondes

A

Notre pays compta jadis une population si nombreuse et

si terrible que les Canadiens du XXe siecle s'enfulraient a
, &£

toutes Jjambes s'il leur etait donne de voir un seul de ses
"anciens Canadiens"., Mais rassurez-vous: il Yy a bléh’»eL de
chances de croiser, sur L&?Otoroute Ouébec—MontréaL en
1972, coe un dinosaure ! Cet étrange animal ———- dinosaure
veut direy en grec, lézard terrible ——— vivait il y a plus

de 60 willions d'annces, bien avant que l'homme

n'apparaisse sur notre planete ! o B

Des dinosaures ont &te découverts dans diverées
éartles-du moﬁde. wais c'ést en Alberta“qu'on a retrouve le
plus grand nombre et la plus grande variété de spéeimeps de
la periode du érétac% suPérleur : plus de 65 espéces
différentes !

rd

(Yideo—Pregse s Vol. I, Numero 7, avril 1970, pp« 7-8)
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Questions
A Y

1) State the rules for the cognate word—ending regularities

in this lessone.

2) What do the suffixes "*phone", "—phile, "—logie'" and

.
me tre" mean 7

~3) To how many English-French cognates do the "*é", Heeux"

and "—tjiel" word-ending regularltles—apply?

4) Write three examéles of cognate words where the suftix
affects the part of speech of words but not nécessarily the
essential meaning. ,
5) How mun&‘Engllsh—French cognates did you léentify in the
excerpt? Pleage list themn.

6) Did you ?ecognize or guess the meaning ot the following
wordss: "fait, decouverts, ncmbre, nombreuse, rassurez;
autoroutey grec, peuplé, espéces"? Write down the Engllsh
equivalent for these words.

7) What is :he meaning of "partie'", "anciens" and;dchances"
in this excerpt?

8) Try to answer the following French questions on‘thé
confent of the excerpt: |
a) Le Canada est—-il une nation jeune ou agée?

b) Oﬁba—t-on trouve Lle plus grapd nombre et 1& plus, grande
variété de dinosaﬁres?

c) Que feréis—fu g8i tu rencontrais un dinosaure?

"d) Que veut dire dipnosaure en grec?

e) Combien de spéecimens de dlﬁosaures a~t-on identifies en

/
!

. 1 | j

<



Alberta?

9 Dvapres cet extrait qui sont les “;nciens Canadiens"?

0) Identify the parts of speech of the following words : a)
peuplé, b) passe, E) territoire and d) emergees. List Qll.

the characteristics applicable to these words.
At

10) WwWith what gpart "of speech does the French adjective

)

agree 1in number and gender?

A

1
R

11) How could you form the plural of the French adjective?

-

/ o . NN Y
12) How could you verify whether a word is an adjective?
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TR Lesson Six

Review some characteristics of the adverbé,

" preposithons and conjuncticnese. Study the "—ment'" cognate

'

DR vord—ehdlng regularity in the same way as in lesson twoe

Learn how to ‘use context clues, and practise cognate

E

reco nition  with the excerpt ‘L'Avenir de . l'Amarlque

Centrale".

- ' . Adverbs

. * P f
. ) .
“ it .
| i
Y

o

@ 1. Advesrbs are words Llike’ "éertainement,'.slmpleMenj,
. QQ
1mm3d1§teuentﬁ that modify verbs, adgjectives or other

adverbs.

f -
. 12

2. Rords {hat end in —-ment (&nd are neither nouns nor
verbs) afe ad;erbg.‘ > o .

3 Ad#ﬁrbs modify ve rbs, adJectivés or other adverbse.

Ceey Nousvallbhs gquelguefois au théatre. (modifie le verbe
"aller")

Madame Cur{e“érait une ‘femme yrgiment &eniale. (modifie

“ “

' gﬁadjectit "geniale") , , . .

Nous allons 1;}5 " rarement au cinéma. (modifie l'adverbe

.
"rarement")

4. There are no absolute rules concerning the position pf'
an adverb in a- sentence-uGenefally speaking, the'adverb

vhich‘modiiies a verb is placed directly after the vefb.

Cegey Lafriviére coulait leptement sous tle }ont.
. : . - ~

3

s



e c
Se -Adverbs may,fréduently b® maved to new positions in the
L ey oo : S

W .
"‘sentence  without

XS
: Pt
sSentences eegey

changing the” gernaral meaning - of  the

. s

-

Y .
Nglnjgnanikwe compreénds votre inqulietude.
p ’ L) . )
Je comprends maintepnant votre inqulétude.

Je comprends votre.inquletude gaiptegant -

La Pféposition

.

.

1. ;'La : pnéposition est un mot Invariable qui sert

o;dlnaireméhf a dintroduire un élément qu'il relie et
- . 4

: ] - r ) A
par tel ou tel rapport, a un autre element de

. subordonne,

u
i

la phrasge: éx.,g

habiteriﬁggﬁ une chaumiere (rapport de lieun) o

. SJ ’ , o .' ..
il regnait depuls deux ans (ragport de temps) ! - )
le jardin de mon voisin (r&pport dfappartenance) e

S -

pgchef & la ligne (rapport de moyen) o

i
i
i
§

~ ' + !
¢ ) . . v v
Yo 4

ingenieux paf besolp'(bapéort de cause ) 1

»
-

R . )
: , ) !
Qe Iigte des principales prepositions: - . ~§ $ @
‘ W . L, P S

_s ‘ de . eXcepté - parmf ) seibn . : ;
apres = ° depuis ‘hormis . passé‘f""sou@ o 7 o
attendu - derriere “hors ~ pepdant suivant | R
avant des , Jusque(s) " ple fﬂiz suépdsé SR .
avec , devant malgre pour '”ﬁy?sud_
chez durant moyennant. pres @ touchant
concernant en nonobstant pvé?he veés e .
contre entre .outre -~ sans wolci A
dans ) envers par. sauf vuf ;

!
b

Il faut observer que la presente liste comprénd /des mots
: ) goc joes

k4 :
exclusivement a la catigorie des'
| ! N

v~

qui ntappartiennent pas

i

‘prépositions (Grevisse, 1975; £€57).



Je. Une locution prépositive est une néunion de mots

. : . A
kd Joh - . » -
equivalént a une rrepositioni- a ‘tuse de, auprés de,
RS » ’ - :
o & ".‘, -~ -~
‘d*apﬂes. Jusqu'ay par dela, en dehors de, etc. \«@w
o

4, L“ustme urdinaire‘ﬂemande que la pre osxtion golt suivie

immedia nt de gon objet, gquil forme, souvent avec elle une

unltabsémantique.

i : sy
“Du . ) oo e '.
. ’ . e La Conjenction
~ \ Aene .
. , ) . Q \ ! \ -"
. 4 \ : y ) -
1. La conJonction est. un nvariable gqui sert a - Joindre

%%
B R %
‘et a mettre en rapport, solt deux propositions, 5oit deux ;//

v v

4 -

mots ou groupes q&;ﬁ:E?s de meme fonction dans une
’ . ‘ IR

&%
proposition. exa., S |
N "y . - . 5
" Je t'aiderai puilsquye }UVMFaldes &Gsslg ‘
Je t'aiderai ggﬁhgj ' ‘tpiauras besoin d'arde*
. ) Y 5 - » o ,
Je t'aiderai gi .u-° tu m'&ides.éusslt
Je ttalderai parce ggg tu.m'gé'nuési‘aiggb ‘ T
. D v / : . ? ' - > ! ‘ t'.,’-‘, : .
N . ;,', - - EXR
t'alqgnQ}‘ g ggngljign 233 tu m ‘aldes .aussis ‘. N ;*
t'aiders dgh gyg ' ) -tu ‘auras beso%n‘?féﬁde. :. PR
v fJe t'dlderdl mﬁmgwﬁl - tu ne m'as pas_aid’q .
o J & e . : »/ﬁ~
Je t'aiderai malgre gue . ‘tu ne m' alesgpaé gi%e.
. \ . . ‘L ; .. - ‘-’ ',, s 'xj . \
LT Je t'aiderai pburyy gja.e . '\ttl"m'aideS- i : ¢
- €y ‘ N i :
je t'aiderai g&;jgggy g“ Ad en hsbbesoin. o ;o
’ i
4 . - < 1S
exXe deux mots de meme fonction: Paul“\gl Plerre,
2 : s . N ” , .. .
automatiquement gt immediatement, jeune gt beau, dormir - et g
rqver - S . ‘ Lo

,

,
E

2. On distingue deux catééorlee de condoﬁctlons: les

. . : S
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. par contre, etcs,

F R
3

¢
Ve

con jonctionn de coordiration et les conjonctions de

3
subordi ion.

Je Les conjonctions de coordination servent a Joindre, soilt

Sy
-

deux propositions de mem e nature, solt deux pnrtieé
K M :

semblables d'une meme p?dpoaitlon. Ces conjonctions peuvent

IS .
- i o . ~
'

donc unir des wmotas, des groupes de mots, »~ ou des
.: ! E)

propositionse.

4o Les p#incipaux rapports;indiqués par les conjonctions

o -

(et locutiond conjonctives) de coordination sont:

a) union, lisison: et, comme, puis, ensuite, etc.

P >
b) cause: car, en effet, etc. i ) .
. ; : ‘ R
c) consequence: donc, par cohlequent, p§r.suite, etcC.
- . - - ,m : ¢ _rt..v
.d) transition: or, etc. : 3 i ad o D
, | . . oy

‘. o » Biio g
e) opposition, restriction: mais, au cont#%

e

RS o C v o o
. . . ", '4"4 R ; . , A
PR . e . S Ry o
f) alternativesg ouy sgft ese S01lt 4, etcdt mﬁ -
. - ) 2 . , - I ) '
‘v\@%,A . . < . \ . .
cd) explicntion:_",avotr,~c'est—a—dlnew‘gtc- T B
[N v, - s e -
. - - [t K . . i . ) <
5. Les «conjonctions de™ sufgrdlnat{on, ou supjoncﬁ%gps
servent a re Ufés “une “pn%pogﬁﬁion., Spnordonnée, a la
- T . N 7 . < }

Ngp

‘propositgoqf dont ellé dépendJ %es sub jonctions ne peuvent
A i ' ' -. . . - . ’ . . W t
donc unir que des propositions.

W

70

6. Les principeux rapp s'iqd1¢ués par le canonétlonsh>

X &,$‘ 6.‘ E. _ L - N ‘

(et locutions < vnjonctives) de’ subhordimation sont: o

. [ L . A b h .

a) cause? éomme, parce gue, puisqhe, attendu que, etc., L

i N B ) .
. < " . 3 N ¥

b) but: a fin gue, pour que, etc. ’ -

e . et
~d

: » : 4 " M
<) consequence: que), de sorte que, de fagon que; si bien

-

que, GtC-, - ) . B



.ﬂ‘

v

[

" (GreVisse, 1975: 1070-72)

J

.
L

o) concesresion, opposeition: Ltien que, quoique, malgreo quey,

au lieu que, etc. .
» ' y
. ! - N . . -
e) temps: quand, lorscue, avant quey des quey jusqu'a ce

que, etcs , .
.. . | r

«

.

En?ﬁénéral, les G jonctlong 5@ placent avant les

" | T
mbts, les ‘wroupes mots, les ,proppsi~ip

.

qutelles
relient a d'autres m ou a d'autres propos tions. La
répositlon indiquent l'une et‘f'autre

conJonctiqnq et la

les rappor ts établis entre les éiéments qu'elles uniésent,

mais lthréposliion lie les mots, tandis que la conjonction

L,

o . o
un;t‘surtout des propositions.

L 4P

Adverbps, prepositions ana conjunctiohs are idvariable

.

H o

wordsn,There are no . sfrict 1;nes- of separntyqn'!::tween
thema. Fqor example, in the following senténces.

Il ne l1'a pas révu<ggggj§ « (adv,.) since

24 naturellement = conformemen t aux lolé.paturelles

VQIL née j aqpas revu depuis deux" Jaurs . (prep.) since ~
It n pas revue ggggjg au telle a-dgmenage en'villee.
-,('cdn‘j, fction) since - ST
i . — <
Mdepuig" .can ‘serve as an adverb, preposition or
- ’.‘?i \ - . ’ i ~ N uu'v k]
conjunctione. N ) - IR oy
. " “ ‘
! Cdénate’Word—Pndlng ngularities ’
. i 2
».‘A.. . B ’
: . .. 2
16. %rench -ment - _, = "English -ly (adverbs)
. ’ N q"u,-_‘ g} ' -4
. certajnement =;d'une'man1ére certaine . _g; .-
‘ Rl . 5



3.-fupidcment.= d'une mariere rapide
4
4. completement = d'une manieére complete
S5« autowmatiquement = d'dh &man1ere automatique
S e

6. actuellement = dans Les circonstances actuelles

7+ extremement = d'une maniere extreme
v 8. finalement = a la fin, pour finir

9. immediatement = d'une manieére lmmédiute

10 sinplement = d'une maniere simple, sans compllication
? ) : . .

Most French adverbs ar formed by adding "-ment" to the

feminine fcrm of the corresponding adjective. ecege, ‘"calme,

. .o . RS
calmement i . y

Ntd
. ot
v

Using Context.Clues in Word Recogyition

A

b
QR

N3
s
.

So far, you have become acquainted with the definition
. R 4?1',»

\lhcluding partxal and deceptive cogna%es, ten

s LR

example words for each of eix en{ [ ‘a e word-endlng
‘ - - o Q& gﬂ’ g .

regularities, some‘ chatacteriqtics of ,Fﬁg@ch‘ nqpns}

. P ' \ ‘ B : ;-;\’ R .’: -A - - .

articles and»ﬁronouns,‘verbs and auxiliaries;y adjectives,

.t

of cognaféahw

!

adverbs, prepositions and conjunctions; the sufﬁixgs 6f

cognates which indicate pdrts of speech (like the noun

¢ - ' - :
spffixes "—isme, ~clen," etc.) and some of‘%he meanings of
¥ .

v

uffixes (11ke "—phone, —scopey —metre”, €tcede In order to

o
practise and apply this knowledge, you have read diffprent
i - . ® ) '.‘ { v
French excerptse. “ @ ' "
J ‘ oo T DR
’ . " .
o The facilitation of French vocabulary acquisition by a.
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knowledge of English—French cognates relates very closely
to your .vocabulary power in Englishe. If you do not know the
meaning of the French-English cognate in* Englist, the word

is of no help to you ln.unders1andlng it in Frenche .

One. way of figuring out word meanings is the study and

knowledge of suttlxes, prefixes and root wordse €eiey

’

"tele" meaning far and "phone't aning sound, thus
i ~
"telephone!" has the literal meaning of "far sound'!. But

take* care, most words have larger and more involved

ﬁéanlngs than the sum of the parts would lead one to

deduce. : . ' ;
Another strategy for figuring out. 4medhingé" of
.- . ‘ A L
: 3 N TN
unfamiliar words qgn be'?nhe \usq, of ¢dontext clueso...
g % . AR : .

. . . RV o P '
Linguistic context can provide clues to” the meanings of

/" untamiliar words in the followlng ways:
. . ] o «

o~ o S

B . ' . ; RS
5

1. fﬁroﬁgh% detinition, e.g;jﬁ 3

e

. ° . . . - )
o ‘ : : 9
T continual attention it needs, the wofficers angggé?eu are

. . . Pd 3

4

divided - ;nfo iijgngg « A watch is a four-hour period of

v

duty. \

N

2. example, e.gey The boys were lying still, heads down,
dnert v ¢ like dead 'mepn .except for their léud and broken
gasps for aira

o . 2 o . :

3« modifiers, e.g.y Simultaneously the fepipnist movemept,
'a&gnnﬂmn;hlﬂﬁm/s-mmnﬂmn_mnuuzuhmm

pogsgible } wag quick toA capltalize on "the beh&viorist
¥ - ! - .

theories:

v

s

AL s o T

ive the submarine the -



L

4. restatement, e€.gey hypothésls, a sort of guess eee

S.- ”lnrerence.' which requlres the reader to sSee
relnélonshlps not expliciﬁly stated. €e¢iley The practlslng
physician as a rule is completely unskilled in diletetics -
His pfélimlnaryv trainlng 'encombasses‘ Little or nothing

concerning the details of food prescrirti .

“The, attentive :feadep wilL observé- tne c=e parallel
befween Mngkilled arid nx.e.u..minm traiudnk + From this
parallel he will infer that the ﬁecondlsenténce is prdbaﬁly

a modified restatement of the flrst._H@g&ﬁli,then conclude
o e o

- S , o : o
that dietetics ha&. fomething to do with [“‘details of food

prescrlptlén". While he has by no means aﬁful} detinition,
% . o Y . ‘ - 5

o ' 9 ‘ o
) Ty, . > "
of dietetics + he has: ‘enough ‘meaning to alltow “him .to .,
. i X b ) ‘-
progeed. ‘ > o : ) - ‘ o T .
. “\“;{} ) L % .
S W L et . o T
Eff ding is really-‘a ‘thinking process and the
1 Y . W " o LN ‘,-‘ > K . B - !
Aess RO B~

.exteﬁ&@(t ccntext reveals mehning,iﬁrieé_wlth’the

buﬁfthe“fotlowf@g 11m1t&tions 3;%

experlénce of the reader,
. . .

P

using context clues. in Vwﬁra ‘ﬁecogﬁltlon should. bel

mentioned: oy oo PRI
N

1. If you guess the meaning of d word from lts context, ;5;‘__

Skt

may not always:be a correct guess. : @
’ rr' - > o33
- \
2 The context reveals only one meaning of a new word, not

! o . . : ~
all its possible Qeanlngs. L o 'a

3. The growth of vocabulary by context is a slow,

developing process.

, . A .
. -l - . L . .
. You have bikn equipped to. use word analysis and
. N ) . . . t . ' o

t
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VH .
’;gh‘ydhtext clues to assist you In declphering unfamiliar

f \."
““wquaﬂArIt 1a now up to.you to make usc ot these aids*to
o SRS _ .

A .

qéﬂensﬁfyouruﬁnglish a8 well as French vé;hbulprles.

.

L'Avenir de l'Amérlﬁue Centrale

-

LY Amérique Centrale n'a d'avenir que celui du..Tiers
’ Wy

.

e

‘monde.> Méme Costa Rica, veritable paradié au sein de cet
isthme de miséres, ntest pas capable d'un démarrage
2 économique reel dans' les conditions actuelles du marche

international. T1 faudrait que les ﬁatlons déveIOppées
- q‘ = - % - . '
revisent " leur poli tique de ©prix ctfd'échange, qutelles

accordent des conditions plus favorables aux pays en . vole

de développemént, qutelles offrent des sémmes plus

A)‘L—‘.* N o =
cegypays anquels elles

3 o avantageuses pour leS'prpdults de
- - : T AT

devraIent_xepdre moins cher. Et n'&w

Ay ‘ .
“Pas crolre’que cet
40

"jl faudrait" correspond a un acte de charite, il equivaut

i ; P ~ ,
: bien au contraire a u% acte‘de“4ustice sociale, economique
et humaine. Nous ne péyons pas assez cher nos bananes et
nous vendons trog cher nos tracteurs. Un travailleur
* .. Y .agricole du Nicaragua  doit travailler Jusqu'a vingt fois
' ) ‘ 5 ot
plus longtemps qu'un travailleur canadien}pourvgbgheter Le
meme Produit see. . S
. \: s
- Quand l'admettrons=n us? .. - .

K}

( Xigéﬁ;zggggga,'Vol. III;-Numéro 9y mai L§7§{ ﬁ- 41)

4



Questions

1) State the rule for the cognate word-ending in this

lessone.

é) How many English-French cognates  did uyou regognize?
Please list theme . | o /

Jd) Did you guess the English equivalent Ior'"isthme",
"agrlcole".."échange" 1+ "prix", Ysommes", "adMef&rons" ?

4) What ;re the meanings of “vendre! and "travglller" in
the excgrpt? . -

5) Try to answer the following French questions on the

content of the excerpt:

;a) Que veut dire "l'avenir de l'Amﬁrlque Centralet en
- ) ) > " 2
.anglais? . v P

1

g) Qné}vgst l'avenir‘de }'Amérique Centraie? Y
c)'Poufqgofgégtjce que l'Amérique Centralé est pauvre?

d) Comﬁgﬁf'&iés pdys‘“déQeloppés pburraient—;ls aider ies@
travaillgurs Bp Niqqragua?

e) Est-ce que nous admettons que nous explpi}ons* ies

o

1N

nations en voie de developpement?

f) .Pour acheter 1le meme produit qui doit trevailles plus

' “ ;

longtemps? ’ - \

6) Identify the parts of speech for each of the , following

words? tfaudraiﬁ, démarrage, centrale" and list ‘the reasons
: . - : ) !

! . - . : e
for your®chojice. : ;l ‘ ) ‘

N

s

"

7). Note how the "’ _.junctions. in the senteﬁcesAindldatg

. . .
. - . e d . 1
relationshipse Translate the ten ‘conjunctions _from the

- )



universelle"

60

sentences "Je t'ajderal ceeeo'

8) Give an exanple of a preposition and a conjunction from

:

the excerpt In thieg lessone R ey
- 'EAj
9) What is thi&ﬁdifﬂerence betweer a preposi tion . .anad a
ey B Yay b
o ’ ‘?’tﬁ kS

Bt

conjunc tionats

10) State the context clue which has been used 1n the
following examples:

a) "dinosaure veut dire en grec, lezard ﬁfrrible"

b) . "Tous les 'humanlsfesf, ces hommes a la culture
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Lesson Seven

QﬁQ Syntax

>

The parts of speech you have studied (nouns, articles

~

and pronouns, verbs and auxiliaries, adjectives, adverbs,

prepositions and conjunctions) are the building blocks of

. o o
sentences. A ’Un or pronoun may function as either the
subJect or the complement in a 'sentence- "The noun

Py

'dvco$plement may be .used either ag a direct object, an
&,

indirect object, a Subjective complement (i.e. a complement °

’

which refers to the~ Subject after a. copular or {;ﬁ%ing,

LS

verb), or as an abject of a preposition in a preposittdhal
¢ - .

phrase .

: ~ " I RN
The verb is the essence of a Sentence. It expreﬁ%é%%.ﬁ

eiﬁper the action or being of the subJéct, the existence or

stajé of the subjéct or the unity of the attribut with the
Ve . ®, . .

subjecte The general rule requires that the verb agrees

with the subject. - : : . B

Understanding words in stlat}é} is not eangh~ for

X .
-» . Pk g [
comprehension of continuous written discourse. Wo;§2§rder
F .

. : )
fz*;&lSO carries Eeaning. The pattern  of *sentences is
- determined by the number ,and arrangement of certain
. - ’ . ) . - - - -
3 essential rarts of speech% s o
. R4 -‘3 -
B N N
° , .
N s .
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The parts of the sentence

Sentence '
Construction :
Shbjecf Venb - Complement

-
Table ot Types of' [Sentence Constructlon

———— s . s e o n . A — . —— . ke o —

Marie ar
(verb)
Elle caresse son chate. ,
-g‘ (pronoun) (verb) ~(direct object)
1 . . S
Nous iniiquons la route a ce voyageure.

(direct/indirect obj.)

, . It egt © gentil.

”%&, ) (dopula) (subjective complement)
h'gl, . \ LY

3 _ Pierre devient professeur.

{(dopula’) (subjective complement’)

e e e e e o . ——n ———— - —— —————— ———

5 Questions

1. raising of Tu : aimes la‘musique? .
the voice '

:Zf'inzsrsion _ S Etlegs~vous heureux?
of subject @
and verb ’

3. question Lequel voulez—vous?
words " Quand pars—tu ?
Quand est~ceée que tu pars ?
o v Qui esgt venu ?
Commands

Asseyez—vous' !

- ' ' Agseyez—-vousy 's'il vous plalt

. i
. Veuillez—vous vous asseoir I

—_’—-_—-—..——,—.— P _——--——_——T——-—-__

Exclamations ) ! .
' Que Lise. edt belle ! _ -
Comme . il Yait . bé%ﬁ |

———— e s - - <t
~ -

2 3

!

:

|

|

a 4
' |
!

I

|

t

—— it o et e e s T — s Ao — T — —— " o < .
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AT

There arc four basic types of sentences: 1) ste temen t,

qu@stion, 3) command,

»

and 4) exclaﬁa{ion,

has its characteristic construction.

s

Types of Sentenéés

2)

and each of these

The nunber® of possible types of sentences 1s limited.

-«

It is much easier to séde the sentence patterns
L)

i

your reading 1f y ou bracket af f£:

auxiliaries, c) all

<

adverbs,

a statement are:

Sub.ject .
Noun or prondun
Noun or '‘prronoun
Noun or.pronoun
Noun or’ propoun
Noun or pronouﬁ

9

‘ 4y
1. In all statements the Verb is preceded by the

‘exampl

4.'”w1th A"irnking

folﬁowing ‘the verb refers to the subJect. This is known

a. 'subJpctlve complement.

1htelllgént.“& ™~

Another type

’pq%?osltional phraseb,, and

noune

Ly

ysed

v

a!) all articles,

clearly

in

b) all

as dcfiflers, d) all

£)

all

) . '*:- -.”;, N . . ’ .
arrqngementé:qf parts of ‘speech *in

Link ng Yerb

Link1%$ Verb ‘.

€y

of

verb

MNJe dansee.

R - 1 » - .

knt follows the wverb., -
Y

(copula)

sentence

P

A
G Cogplement

Noun

Noun, Noun
Ad jective '
vNoun ﬁé

-

»

"2+ The sub ject-verb constructlon is the shallest
. { ﬁ

La/neide tombe.

4.

-

For 'example,

oL ve
construction

a

subjecte.

"'KQn,

is .

|

Q

statement,

the’ adJective or nogn

%

as

est

the

£



L interrogative sentence. The intfrrogativo pronouns are:

Pour les personues:l S Qui?
Pour les choses? Que?,y Quoi?

.
Les Formes composees:

lequel? laguelle? legquele? lesquelles?
auquel? a laqueltle? auxquels? auxquelles?
. dgquel? de laquelle? desquels? desquelles?

The interrogative adverbs are: quand? (when), ou? (where),

- . {
pourquoi? -(why), and comment? (how).

Questions can be formed by
le simply raising the intonation of a statement sentence,
2. inversion of the subject and the verb or auxiliary,

3. using interrogative pronoune and adverbs, or "est-ce

que ",

- ’
Any of the previously diecussed statement sentences can be

modifieq into a question by the above mentioned processese.

The command, aleo known ag an imperative sentence, is
- .

N\
N

éharacterlzed as follows: N

1« The subject is omitted.

'

2 The verbf is wused at the imperative forme. (e.gey tﬁe
i . o

second person;singular or plural "parle —- parlez! or  the

first pérsod\plural "parlons".

3. The imperative may be softened with "please!, or a

_polite pqraphrase- Most people do not like - to be ordered to

do something. They prefer to be asked nicely.

Exclamations form a sentence pattern distinct from-

statements, questions or commands. Grevisse notes:



Il v ay en effet, un rupport“étrolt_onire l'expression

grammaticale de la proposi tion et l'expressivite
(tension ~\amotlonnelle quelconque ). Plus on fait
diminuer l'expressivite plus la structure ' de la
proposil tion tend vers la purfﬁite regularité selon les
lois de L'analyse. Plus on fait = croftre
l'expressivite, rlus l'expression grammaticale se

libére de la réyularité:‘8 la limite, cette expression
grammaticale Sse réedul t a la " simple Interjectione.
(Grevisse, 1975 : 136 — 1379 s :

t

The exclamatory sentence putt%rn has the following

characteristics: .

»

1. Exclamations often start with "que" (what), "comme"
( how) or’ sometimes “pourquoi"‘(why) as the initial word.

€egey "Que la vie est belle "

2. An exclamation is terminated with an éxclamation marka

. ‘ . y
A simple sentence consists of a finite verb (a verb in

a specific person and tense) and a subject (except for ‘the
imperative ° sentence construction when the subject is’

omitted). Any of the simple sentence constructions

" .

préviously discussed may ke éonnected;by a coordinating

< . .
ConJuncthn,_or'placed side by side separated by a comma or

semi-colen to form a compound sentence. If sentences are

connected by a subordinate congjunc tion the result is a

complex sentence.

Questions A

-

1) How many sentences types are there? Name fhem\please.

2) Where do you usﬁglly tind the subject in =~ ation to thé

/

"verb in a statement?

N -~
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~,

-

'3) In what order and where do you place the direct and
indirect object? Hint, look at the table.
4) Why is the cammand not useéd in the past tense?

. 2 )
5) With what _part of speech does the verb agree in a

sentence?
: N

6a) Which parts o1 speech are vnriabie words?

b) &ame the invariaﬁlé pérts 01~speech.

7) What is the ch@yadterlstic of é command?

5) How cnﬁ you identify a question in wrlit;n material?

9) What is the difference between a compomnd and a complex

sentence? S Y
: A

10a) List an exclamatory sentence froﬁ the excerpt "Les.

Dinosaures'.
A
A

b) How did you decide‘that t;e sentence was exclamatory?A
1l1a) List ; command from’;he excerpt "La Pollutionﬁ;

b) What are the characterisfice of a command?

125) From the same excerpt, '"La Pollutionﬂ, give ad'examPle
0oi a questlon with subject-verb inversion.

b) From the excerpt "LY'Avenir de l' séerique Centrale!" cite
an exanple of a question with an intérrogative adverb at
the beginniné‘of the’sentencé;

13&)AF1nd a subject—-verb statement from the excerpt "La
Re;aissange itelienne'.,

g) }n the e*c~rpt "L*Empire Inca" examine the first
sentence and wri e down the subject - verb — direct obJecti
14) You may have become tired.of and gored with reading the

prepared excerpts in this cognate unite Now it ik your turn

.
~



to prepare a Frgnch excerpt. You may follow fhe format of
the excerpts presenfed in thg previous lessonses Select an
excerﬁt rom any %rench reading. material -of interest to
youy, and about the same lengtﬁﬁss the excerpts you have
read here. Check for’ cognates and 1orﬁdiato quesflons and

an answer key. , Then p}ck a grammar point of particular

difficulty for you , explain it with the aid of 8 grammar

~

or textbook, Verify th omprehension of this point of
gwrammar wi th questloné and relate it to your excerpte.
Should you - have a better jdea tor the lesson format, try
N : - :

it. Alter having exéhanged your lesson with your ferlow

studénts, hand it in to your instru'ctor‘}/\3
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kppendix A

/

ANSWER KEY
Answers 1o guestions in legson 9one K

2) Lin tic) ipterfercpce is defingd as the use  ot

elements of one’ language while sﬁeaking or writing the

other. ' . . ’
.

Phonetjics refers to the sound system acceptable to a given

-

»11ngulstic community. phoune —’sound or tone.

Morphology is the study of. forms, Greek . "morpho"  means
forme. Morphology is. defi;gd as that branéh oeringuistic
study which deals with. the higtory and functions of

inflections and derivatldnal formse

-

context is defined as the part or narts of a discourse
preceding cr following a Wie xtn or passage or a word, or so

intimately associated with it as to throw light upon its

meaninge. R

- \V

SCognition zls‘Ndefined ‘as any mental operqtionlby which we

K

" become aware of objects, of thought or perception.
. N + " . :

Lexicon refers to wor&s; dictionary. . o l

ﬁgmgnij;ﬁ refers to the branch of thé study of laqgugge
N ‘

concerned with meanlnés.

Syntax is that branch of lingulstics whlcﬁ d;als with

e

sentence cohstrucfion; the grammatical arrangement ’ of .

‘words.
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3) Cognnteﬁm are words. which have the same oOr similar
spell}ngsvand meanings in two or more langunges. Partial

cognates ar.e words whose meanings overlap Iin some genses

\

but not in others. Deceptive counates are words which have

+

the same or - similar spellings but differen: meanings in two

\\

or more\languages.

Answers to guestions in lesson two

NN

1) a) The French nogon word—ending corresponds to the

A

English “—tyﬂ word—endinge. -

b) The French "—jie" word-ending coréésponds to the English

H—yn ending. v ™

¢) The French "—pce" word—-ending corresponds to the %ngiish
"-nge" or "-ncy" epding.

d) The'~French "—jste Word—ending corresponds to the
English "-ist" ending.

2) The "—tgu cogndte word—ending applties to 542 English-

French cognates.

* . ’ ]
3) "—-iste" has the meaning of a person who does Something.

-

The gender is determined by the sex. of the person in

question.

4) FEor examplé,‘if you eliminate théfnoun suffix "-te" from
4 ) » :
"beaute” you have the adjective ‘'beau". Suffixes which"

determine the part of speech of words do not necessarily
affect the essential meaning of the word. €eegey '"rapide" isg-

an -adjective, "rppidlté" a n%un, end “‘repidement" an

&



70
adverb. Thus, fronm knowledge af the primary word you could

understand derived words. X

S5) The cognates for the excerpt "pLa Renaissance italienne!

are: Renaissance, ltuljenne} riche, Médicis, Florence,
Jtalie, protectrice, Sculpteurs, déslreux, harmonie,
magnificence, 'urt, ‘gréco—romaln, cita, splendeur,

monuments, Venise, Rome,'humanistes, culture, universelle,

.

botanique, zoologie, anatomie, géologie, nstrBlogie,

L
rd . .
navigaetion, etude, textes, anciens, sources, inspirat1on,

période.

6) _Sognxkﬂil:only *thos¢ English-French cognates with

e — s

identical spelling, one letter difference in the gspelling,

or any o'f the éognate word—ending regularlties, there are

33- ’ o .
7) famille = family, régné = rules o} reigns (verb), ville
= town, peintpesﬂ= painters, palaisg = palace, rivalise =

(to) rival, fetes = celebrations,'festiyities-
8a ) XVe élacle, 8b) la riche famille des Médic15¢ 8c) Ce

sont des hommes de cul ture universelle. 8d ) Florence, 8e)

. c .

"dans les textes anciens, 8f) riche,

9) a) "protectrice'"’ refers to a person, it is a noun, b)

the "—~trjce" is the iemln;ne ncun ending of "protecteur",
o > S

c¢) "protectrice!" s preceded V%ii the definite feminine

article "la", d) yvou can form the plural by adding an Ps"

.

"la protectrice ~ les protectrices" .

10) articleé and/or adjectives

~ |
\\\\\\\ in- a

11) You €enerally form the ptural of French nouns

o ' . /"‘\‘L

Al e i



)

similar manner as in English, you add an 's"g.

S
P4

Answers o Juestions ln lesson three

4 ‘ ~
1) a) The French "—eur" word—endi;g corresponds fol'the'
English "-or'" or "—er"'word—enaingf
b) The French "—ism;" word—-ending corresponds to-Athe“
English "-ism'" ending.
¢c) Thé French f—cién" word—ending corresyn: - ds to the

English "-~cian'" endinge. )

d} The French '"-re" woerd-endimg corresponds to the Eng}lsh

"—er" ending.

—

2) It indicates "relief in, - doctrine or .practice,

profession, a system, theory".
3) The "—eur'". ending can be a noun or adjective endinge

When the "—eur" ending is used as an adjective the word. |is

<

not necessarily a cogna te.

4) "one who'" or in French "celuil qui"
f ¢
5) —-isme = 302 English~French cognates

v

-ie = 533 English-French cognates

-re 339 Ehglish—French cognates/

>

6) The cognates for the excerpt "La Pollution' are: air,

pollue, responsable, pollution, certainement, . automobile,
) , R
efforts, éllminer, ennemi, recours, requierent, vehicule,

éffet + carbone, gouvernement, oblige, installer, systémes.

anti—-polltution, 1nfqrme,. influence, dollarg, ,Idimlnuer,

. 4 - ' d N -
severe, possible, indifferent, campagne,'utilisatiggf

( Vo |

k=2
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-
<

. ? -~
7) les fabricants™= manufacturers, le cout = cht, expense,
la bicyclette = bilycle.
8) rester = stay, remain; mllliers = thousands
- S.\‘

Qa-) f{:htomobile,Qin) On Nhﬁjhlle ‘des systemes anti-

pollution sur tous les nouveaux vehicules. Gc¢) de La
bicyclette, 9d) oui, Ye) le Gouvernement;.q?) les usiness.

1) a) - ?véhicules” refers ' to a thing, it is a nSNp, b))
N . i \\
preceded by an adjective "nouveaux", c) plural ending ")af.

I1) a) ";ﬁnemi" names a person, it is n.noun, b) preceded
by "cet", which is a deyonstrative ad jettive.
12) The personal Qronouﬁ replaces a noun. The pronoun

A »

) o 4 ’ !
agrees in gender and number with the noun it replaces.

13) The French article ("le" or "la') indicates.whether the
noun lie masculine or feminine.

14) The indefinite article does pot determine or Sﬁecify
the object named.

15) The English definite article is "the'" and the English

indefinite article is "a" or "an".

4

Answers 1o gquestiops in lesson four :

G
1) a) The French "—er" word—ending corresponds to the
dropping in English of the "—-er" or just the '"r" cognate
!
word—ending. |
~ ! \

b) The French W—-jer" word-ending corresponds to the English
) .

Wy tt endlhg.

2) The '"—-cien" ending can be an adjective or noun ending,
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€Cepleay ancien, musicien.
3) "—jon" = 1,176; "~nceﬂ = 274; "fiste" = 259; "-eur" =

160; "—cien" = 10
: ‘
4) There are 30 English~French cognates,

The cognates for the excerpt "IL'Empire Inca" are: origfne,
L]

) ) ’ Pl - *
tumble, indienne, instaltee , oceany, Pacifique, conqueéte,
' 1 .

\ . ~ -, Pl rd
territoires, completement, . integrait, soclete,
communications, commerciales, rapidement, possible,

s, » : s - ! . . .
accelerer, usage, concede, diverses, classes, sociales,
Ssuccession, royale, {ncas, automatiquement,, mona rque s,

Vo

» 1
europeens, empereur, statut, descendant.

5) peuplade = tribe; bords = borders; &tabli = established;
échanges = exchanges; espéces = species; époque = epoch
6) propre = own,

7) Did yoﬁ recognize "co;ps" as meaning "group" ? (Think of
.a}rforce ébrps, or drum and hugie corpg). In thls excerpt
"corpst-does not mean "dead body" (co;pse)-

Sa) 'sur les bords Qe l'dcéan Pacifique, 8b) Les vaincus
etaient integrés d;ns la soclété des Incas. 8c) a diverses
classes sogihles, 8d) pour accélérer toutes especes
dféchaéges, 8e) tous les fi?s de l;émpereur, 8f) En Euroée

le fils _aTne régnalt, mais pas nécessairement chez les

Incas,

n

9) a) verbs are words that imply an action or a situation,
b) "1ntégrait" expresses an actlon; it is a verb, c) —-Mgjit"n

Shows that the verb is in the imperfect tense, fhird person

singular, d) the verb is preceded by a direct Object "leg!
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10) A simple tense Is one without any use of auxiliarlese.
There are seven simple tenses'and'seven compound tens .
11a) "avait" is an auxiliary, b) "avait" appears next to

the verb "entrepris", and c) "avoir" {s frequently used as

> ' -
an auxiliary.
- o L {.
Angwers to guestions inm lesson five -
R
la) The French —ique" word—ending lcorresponds to the
. : RS
Fnglish "-jic" ending. _ ' N

b) The French "—jir" word-ending corresponds to the English

"-jve" ending. .

c) The French "—eux,.euse“ word—-ending corresponds to the
English '"—oug" word-endinge.

d) The French "“tiel, elle" word—-ending corresponds to the

English "—tial" ending.

e) The French ''—egn word—-ending correspondé to the English

S

"-ed".enéing.

2) -phone = qui parle, qui est enregistre; ~phile = qui

: -
aime; —logie = science; -metre = qul mesure

i}

3) -& = 104 English—French cognates; —-eux 1%1 English-

French cognafes; ~tiel = 16 English—Ffench cognates

4) preférentiel = adjey ‘préiérenée = nouni courageux' =
adj«y courage = noun; certairerent = adve, certain = adje.
S) There are 25 English—-French co;nates}

The cognates for the excerpt "les Dinosaures" are: lézards,

terribles, Canada, pasese, peuplé, immense, terri toire,
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classe, émergées, populationy Canadiens, Québec, Montr%al,
dinosaure, étrange, animal, millions, plan%te, diverses,
.Alberta, variété,' spéc{mens, ' période; supérleur,

N

différentes.

6) fait = fact; decouverts - ncovered, discovered; nombre

= numkter, ' nombreuse = numerous, rassurez = (to) reassureé,
. ¥ . . ‘ . .

autoroute = highway, grec = Greek, Apeuplé = peopled,

populated; eSpéceE = species T . >

7) partie = part ot ﬁarty; anciens = former not ancient;

chances = luck pot opportunity

%a) Jeunej; 8b) en Alberta, 8c) Je m'enfuirais a toutéé
jambes. 8d) lézﬁrd térrible, Se’v plus de 65 eépéces.
différentes, 8f) les dinosaures.

8) a) adJect;ves describe noﬁnsw peublé is an adJectivg.
The French adjective N"-an correspoqu fo thhe English "—ed"
ending. The adjective agrees in numser and gender with the
noun it modifiesr‘ in this é;ample "pays"; Désérlptive
adjectives follow the noun €egey '""pays jeune et.ééuplé".

s

Si b) Verbe are words that imply an action or a situation,
"passe" is a verb. The verb shows a change ln.tensg b} a
chqnge inlsopnd and spelling, in'fhis' example it is- the.
present indicatlve-tense and the khi- per son singular._The
verb "pagse" is érepeded by a noun (subJect)-

9) c) A noun names a pérson, plaée.or thing, territblre is
a noun, "territoire" is precedéd by an adgective "immens =",
The French "—oire" noun endiné corresponds to fhe 'English

"eory! ending. = "Territoire" would form the plural with an



us "

9) d) adjectives modify Nnouns,, émergées is an adjective, 1.

agrees in number and gender: with the¢ noun 1t modities
. .

"terres émergées"[ "émergées"-follows the noun "terreg" {t.
modifles, the French. adjective noan corresponds to the

English "—ed" ending.
. . 4

[ -

10) The French adjective agrees in number and gender with

@

the noun it modifies.
11) The plural of the French adjective 1s'genera<:}’/}ormgd

by adding an "s" to the singular, e.gey, vert -— verts, verte

— Vertese

s

12) AdJedtlves}/ﬁwith a few exceptions, can change their
form to shcw comparison or to indicate the superlative. In

addition, ‘-adjectives are words that will fill the blank {n

the test sentence : The (any suitable noun) is/are very -—-—.

1) The French "-ment! word-ending corresponds to the

English "-1ly" ending. i

2) There ~are 34 English—-French cognates. The cognatgs fqr
the excefpt “LtAvenir de I'Amérique Centyéle" are:
Amérique, centrale, Costa Rica, véritable, paradis,
miséres, capable,‘écoﬁomlque,.réel, condi tions, actﬁelles,
internationat, nations, développéeé, revisent, politique,
accordent, favorableé}l dé;éloppement, otfrént,

>

avantdgeuses, produl ts, correspond, acte, charité,
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«con;qalre, Justice, sociale, 4hymdlng, payons y bananes,
'?rac{eurs, Nlcnruéu&, canAdle; o

.

3) isthme = isth;us; agrlcole. (adje) = agricultural;
écgénge.= exchanges pflx = p;lce; sommés = sums; admettroné
; (we will) admlf
4) vendre = "to seli not.to'vend; travalller = to  work not

to travail . -
5a) The future of Central Ameflca, $b) la pauvrete, S5c) Les
nations en train . de s e développer et les ﬁaiions

développ%es palent le meme prix pour les produits. 5d) en

. payant plus cher nos bananes et en vendons moins cher.nos

'“11" v . S

ﬁecause 'ngcbnditloﬁ‘que = on cbn¢it10§ that ; des 'que"fw

trécteurs, 5e) non, pas'epcore d'apres cet extralt,.Sf) le

travailleur agricole du Nicaragua.

6a) a verb expresses an acticn or a state of being,
. b ' J

'faudrait =_yerb,ﬁ"fﬁudrait" is the present conditional,

P ' _
third péreoﬁfﬁ1nghlar, "faudrait" is precedec by a pronoun
R B ) R

i

. 6b) a noudjnamﬁéka person,téplace or thing, démarrage =

nduﬁr it ds preceded by an indefinite article "un", the

o - i PV
plural could ‘be.formed by adding an "s'

6c) an adjective déscribes a noun centrale = adjective,

¢ -

"éentrale"llngreeé, ir number and génder with the noun it

irodifies, in this éthplg "Amérique', the descriptive

ad jective g%%lowssfhe noune.
- i 5, Y -
) kb = 2

7) pulsdﬁé = .since ;3 quand ='whén s 81 = if &arce que

: ~ ) * " .
as svon as ; meme si = even 1f *» malgre gque = even t hough,
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\\’—\.

in splte of ;3 pourvu que = provided
seeing that
8) “"pour', "jusqgu'al, etc. are

conjunction

74

that attendu que =

prepositions; "et" is a

&) A’prep051tion attaches or links a noun or pronoun used

as a modifier to some other

Coordinate conjunctions Jjoain words,

word in the sentence.

i

groups - < f words, or

sentences that are grammatically equal.

10a) definition; 10b) restatement

. B : ‘
1) There are four types of sentences: statement, question,

>

command, exclamation.

//

2) The subject precedes the verb.

3) The order is verb - direct abject - indirect object. In

generalj pronouns exhibit differences regarding order when

\

c0mpar€d>w1th nouns. For example, "Je volis l'homme'. but

N

the noun object follows the verb.
4) You cahnot ,command some thing

already paste.

5) The general rule is that the ver

the subject of the sentence.

6a) ;the article, adjective, noun,

)

the participles) . ) ;

“Mije le vdle", that is, the pronoun object precedes,y whereas

to be done in a time

ag. s in number with

A

)

- ancuin, and verb (also

b) the conjunctiuns, prepositions, adverbs i

-

7) the subject is omittede.
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&) Questiong are signalled in the 'Tollcwing " way: a)

inversiaon of the subject and the verb or auxiliary, b) the
P ‘

interrosa‘gye prcénouns or adverbs stunal a question when

théy appear a't the beginning of a sentence, c¢) the use of

N
"est-ce que". The question mark is written at the end of

each interrogative sentence.

N
N

9) In a compound sentence two independent sentences are

Joined by a coordinate conjunction. In a complex sentence

an independent and a dependent sentence are Joined by a

subordinate conjunction.
10a) '"Mais rassurez-—vous: il y a blen peu de chances de

crdiser, sur lf'autoroute Québec—Montréal en 1972, «e¢ un

dinosaurel "

3

b) The ex amation mark is an indicatqr since in written

4 v

material there is no intonation of a speaker.
11a) "Informe—toi aupres de plusieurs garaéistes pour
savoir si les dispositifs anti-pollution ont une influence

b) 1. no sub ject, 2 the verb "informe'" is used in the
vy

imperative form.

12a) "Et'toly que feras-tu?" - , . ///h

b) "Q .auc¢ ltadmettons—nous?" ’

13a) la (riche) ;amille (des Meédicis) réegne oe.
(subject)v (verb)

b) (unevhumble) peuplade avait entrepris la cCoNguete e

( subject) (vérb) (direct object)

14) Please hand in your excerpte.

SN
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_Appendi B

K The Conjugation of tte Verb

._..__.___-__..—_-...-_____._—-—-.._.._—.—....._..._________..__—-._..—._.._.__..__

Indicative of the "—or" Verbs

PRESENT IMPERFECT SIMPLE PAST i - URE

parle parlais parlai Jparlerai
parties \ parlals par las . parleras
parle parlait parla parlera
parlons - parlions parlames . parlerons
parlez parliez . parlates parlerez’
parlent parlaient parlérent parleront(
COMPOUND PAST PLUPERFECT PAST ANTERIQOR FUTURE PERFECT
ai parle avalis parle eus pArlé aurai parle
as parle avails parle eus parle auras parle
a parle avait parle : eut parlé aura parle
avons parle avions parle elUmes parleée aurons parle
avez parlé aviez parle eltes parlé aurez parle
ont parle avaient parlé eurent parlé auront parle
CONDITIONAL IMPERATIVE SUBJUNCTIVE
‘ : 2 .o ‘ e
Pres Conditional . Present ﬂmperfect
I
____________________________________________ e
parlerais Y par le ) ﬁarlasse
parlerais ’ parbe parles parlasses
parlerakﬁ : rarle parlat
parlerions parlons parlions parlassions
parleriez parlez parliez parlassiez
parleéeraient parlent . parlassent
Past Conditional ' Past Pluperfect
-aurais parleée aie parleée ) eusse parle
aurais parle aies parlé eusses parle
aurait parlée ait parlé elt parle
aurions parleée ayons parlé eussion’s parle
aurjiez parle A ayez parlée eussiez parle

.uraient parleé ) aient parlé eussent parle
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Indicative of the "~{p" Verphs
PRESENT IMPERFECT SIMPLE PAST FUTURY:
finis finissais finis finiral
finis . finissals tinis finiras
1init . finissalt finit finira
finissons tfiniseions finimes finirons
finissez finissiez ) {inftes : finirez
finissent finissalent finirent finiront
COMPOUND.PAST‘ PLUPEEKFECT FPAST ANTERIOR FUTURE PERFECT
ai fini avails fini ) eus fini aurai fini
Bs fini avais fini eus fini auras fini
a fini avait fini eut fini aura fini
avons fini "avions fini eUmes fini aurons fini
avez fini aviez fini ] the% fini aurez fini
ont finln avaient fini eurent fini auront fini
T T T T T T T e e e e e
CONDITIGNAL IMPERATYVE 'SUBJUNCTIVE
Pres’Condltlonal Present ‘ Imperfect
finirais ; finisse finisse,
finirais finis finilsses finisses
finirait finisse finfTt
finirions * finlssons finissions finissions
finiriez ‘finissez finissiez ' finissiez
finiraient finissent finissent
Past Conditional . " Past . Pluperfect
aurais fini aie ¥ini . eusse fini
aurails fini aies fini eusses fini
‘aurait fini "ait fini elt fini
aurions fini ayons fini eussions fini
auriez fini ayez fini tussiez fini
alent fini eussent fini

auraient fini



perdions

perdTmes

|

Indicative ot the "—re' Verbs
PRESENT IMPERFECT SIMPLE PAST FUTURE
N e e e i ot o o o o ot et o o e e 2 e e e ot e e e
perds . ' _ perdais perdis perdral
perds\\\& perdais perdis perdras
perd perdai t perdit perdra

perdrons

pevdiez
perdaient

CUMPOUND PAST PLUPEFFECT

ai perdu avais perdu
__as perdu avails perdu
a perdu avalt mnerdu
avons perdu avions perdu
avez perdu aviez perdu
ont perdu avaldnt perdu

NDITICONAL INPERATIVE

285 andltional

perdrais
perdrais
perdrait
perdrions
perdriez
perdraient

perds

perdons
‘"perdez

Past Conditional
aurals perdu
aurails perdu
aurait perdu

aurilons perdu
.auriez perdu
auraient perdu

perdftes
perdirent

s perdrez

perdront

FAST ANTERIOQOR FUTURE PERFECT
eus perdu aural perdu
‘eus perdu duras perdu
eut perdu aura perdu

elmes perdu aurons perdu
el tes perdu aurez pérdu
eurent perdu auront perdu
SUBJUNCTIVE
Present Imperfect
perde perdisse
perdes perdisses
perde perth
perdions - perdissions
perdiez perdissiez
perdent perdissent
Past E%uperfect
aie perdu F eusse perdu
aies perdu eusses perdu
ait perdu eut perdu
ayons perdu eussions perdu
ayez perdu eussiez perdu
ralent perdu ‘ eussent perdu



PRESENT

regois
‘regois
regoit
recevons
recevez
regoivent

COMPOUND PAST

ai regu
as regu
a regy
avons regu
avez regu
ont regu
CONDITIONAL

o

IMPERFECT:

recevais
recevais
recevait
recevions
recevie
receva

nt

PLUPERFECT

‘' avais regu
avais regu

. avalt regu

avions regu
aviez regu

avaient. regu

Pres Condi tional

Tecevrals
recevrais

recevralit

recevrions

recevriez

recevraient

T o e o i o s L i o e e o i A T . . e " e e g . e v S, e, 1 . o Tt o o o o Al A s S A e s e it e

" regois

recevons
recevez

Past Conditional

aurais
aurais
aurait
aurions
auriez
auraient

regu

regu

regu
regu
regu
regu

Y]

Indicative of the "—oir" Verbs

STMPLE PAST

regurent ’

FUTURE

recevra'l
racevras
recevra
recevrons
recevrez
recevront

83

PERFECT \

IMPERATIVE

Present

regoive

" regoives

regoive
recevions
receviez
regoivent -

Past

aie
aies
ait
ayons
ayez
aient

regu
regu
regu
regu
regu
regu

PAST ANTERIOQR- FUTURE
€eus regu _aurai regu
eus regu " auras regu
eut regu qﬁra regu
eUmes regu aurons regu
eltes regu aurez regu
eurent regu  ’auront regu
SUBJUNGTIVE

Imperfect

. regusse
regusses
regﬁtl i
regussion53;
regussiez
regussent

eusse

eusses
-~

eut

eussions
o

eussiez
eussent

Pluperfect

regu
regu
regu
regu
regu
regu



Ihdicative of the Verb

PRESENT IMPERFECT SINPL
ai a¥als eus
as avals eus
a avait eut
avons avions elmes
avez aviez eutes
oqt avalent euren

CT

eu
eu
eu
eu
eu

E

"avoir

FUTURE

FUTURE

aural
auras
aura
aurons
v aurez
auront

COMBOUND PAST PLUPEFFE
PR .
ali eu avalis
as eu avais

a eu avait
avons eu avions
avez eu aviez
ont eu avaient

CONDITIONAL

Pres Conditional

aurals
aurais
aurait
aurion
auriez
auraie

s

nt

aie

ayons
ayez

Past Condi“*ional

aura
aura
aura

aurions
auriez

auraie

is
is
it

nt

eu
eu
eu
eu
eu
eu

INPERATIVE

Presen

SUBJUNCTIVE

t

eu
eu

. eu

eu
eu
eu

Imperfec%

eussions

eussiez
eussent

Pluperfect

eusse
eusses

o~

eut
eussions
eussiez
" eussent

eu
eu
eu
eu
eu
eu



PRESENT

T T T T T T e e e e e e e e — e ——— e ————————— e

L d ”

al ete

I d »

as ete

4 »

a ete

” rd
avons ete
” »

avez ete
” Ed

ont ete

CONDITIONAL

Indicative of the Verb "atrel

IMPERFECT'

etals
etais
etait
etionege
etiez
etaient
PLUPERFECT
avais &te
avais ete
avait ete
avions ete
aviez ete
avaient éte

Pres Conditional
O

T T T e e e e e, ——_——— e —————— e ——— . e e e > o o~ — o ——

serais
serais
serait
serions
seriez
seraient

Sois

soyons
soyez

Past Conditional

aurais
auralis
aurailt
aurions
auriez
auraient

D
SIMPLE PAST FUTURE
B
fus serai
fus seras
fut sera
fimes serons
futes serez
furent . seront
FAST ANTERIOR FUTURE PERFECT
eus éte aurai ete
eus &te auras ete
eut &te aura ete
eUmes cte aurons ete
eltes ate aurez eote
eurent ete auront ete

"SUBJUNCTIVE

AN
Present

“aie
aies
ait
ayons
ayez
alent

.
ete
-
ete
»
ete N
. &
ete
. »
ete

Imperfect

fusse
fusses
£Ut
fussgons'
‘fussiez
fussent

Pluperfect

eusse
eusses

-~
eut
eussions
eussiez
eussent

» e 4
ete
rd L d
ete
rd rd
ete
L d »
ete
» »
ete
r 4 L
ete

. o
m



86

References

Chamberlin, W. A. The Comparative Study of Words in Foreign
Languages. Ihe School Review , Vol. XIii, 1905, 315 -
323. .

Dashwood-Jones, De Patterns tor Wrlting N We Je. Gage
Limited, Toronto, 1966. :

~

Dubols, J. Etude sur lo dérivation suffixale en ‘trancais
moderpe et contemporain . Larousse, Paris, 1962.
. ' v
Dubois, Me.—-Me. Dictiopnnajre MNodegrne Frangois- Anpnglajis .
Qibralrle Larousse, Paris, 1320. -

|
¢
¢
i
1
i
1
{

(Premier 'Rexre) Institut

Le Erapgals Fondamental
ﬂédagogique National, Ministere de L*Education

' Nationale Direction de la Cooperation, Paris, 1954.

Greenbe?g, Je H. (ed.)s Upiversals of Lapguage . Second
/Edition, The M. I. T Press, Massachu;ﬁtts, 1966.

f

{
Grevﬁsse, Me Le Bop Ugage . DixLéme Editiony Editions J.
Duculot, S« As Genmbloux, 1875. .

|
félder' P. Ihe Role of Epnglish-French Cognates in Listening
{ and Reading Copprehension in the Learning of French as
Universi ty of

! a Secopnd Lapguage + M. Ed. Thesis,
i Alberta, 1975.

»

Monod, M. J.  Englisb-French Cognate

. Hammér, P-y 8
ﬂnigxigngxx . The University of Alberta, Edmonton,
1976
Koessf@r, Mo, G.Derocquign@,lb. Les Faux Amjig . Librairie

Vpibert, Paris, 13946.

Lado, R+ Linguistics Across Cultures —- Applied Lingulstics
for Longuage Jeachers . The University of Nichigan

Press, Ann Arbor, 1960.
f

f



A

Limper, L. He Student Knowledge ot Some French~English
Cognates. The French Review , Vol. VI, 1932 - 33, 37 -
49. '

Robert, P. Le Petit Robert, Rictioupaire de la lanxue
Lfrangaise « Publ. Alain Reyy Paris, 1972. .
i

Fi —

Seward, R. D. Dictionary of E:gnéh Deceptive Cognpteg .
Bates College, Se. F. Vanni, New York, 1947. .

Sfelneq,le After PBakel . Oxford University Press, New
York, 1875.

Webster, N. Webster's New Inlernational Dictionary of the
English Laopguage . Second Edition, unabridged, G. & C.
Merriam Co., Springiafld, 1955, . '

»



