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ABSTRACT

The Bilingual Child in the Mainstream Classroom

James McDonagh

The purpose of the study was to gain a greater understanding of the
theoretical and pedagogical issues involved in learning a second language that
would be of practical use to the researcher as a teacher at a time of transition
in provision for children for whom English was a second language. Through an
examination of specific features in the children’s spoken English - past tense
forms and interrogatives - information was gained about the developmental
route children take to the target language. The study focused on a group of 8-
9 year old Punjabi-speaking children who had spent some time in a language
centre and who were now in a mainstream classroom. The study was
conducted over one year in a Sheffield school and data were collected on five
occasions. For the purposes of comparison, additional data were gathered on
the first and fifth occasions from a group of Punjabi-speaking children born in
Britain and educated in mainstream classrooms and from a group of
monolingual English-speaking children. It is argued that, although the
pedagogical implications are not clear-cut, there may be merits in specific
instruction in the features studied in order to accelerate development and to
prevent ‘fossilization’.
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INTRODUCTION -

The following study was made at a time c;f transition in provision for
bilingual children, nationally and locally. Language centres, employing
specialist teachers, which had been established to provide language courses
for newly arrived immigrant children and where bilingual children were taught
apart from their English-speaking peers, have now given way to ‘main-
streaming’: bilingual children are now in mainstream classes with English as a

second language teachers ‘supporting’ the mainstream teacher.

Working as a teacher of English as a second language at this time of
change from langﬁage provision for bilingual children in language centres to
provision within mainstream classrooms, the author was interested in carrying
out a small-scale study of ‘mainstreamed’ children which would help him as a
teacher. The aim of the study was to shed light on éxisting practicé rather
than propose prescriptive solutions, and make the author more aware of the

theoretical and pedagogical issues involved in acquiring a second language.

The study involved a core group of seven bilingual children who had
all spent time in a language centre, a control group of six bilingual children
born and wholly educated in Britain, and a smaller control group of four
monolingual English-speaking children. All the children were 8-9 years old
and were in the same class at school. It was decided to focus on the
children’s spoken production of past tense forms and interrogatives - features

that would have been explicitly taught in the school’s Language Centre but



which in the mainstream might be expected to be ‘acquired’ rather than
‘learned’. Data were gathered from the core group on five occasions over
the course of the school year and from the other groups on two occasions, at

the beginning and end of the year.

Chapter 1. below discusses the shifts in educational provision for
bilingual children, both nationally and locally, and focuses on the recent move
to ‘mainstreaming’. Chapter 2 discusses developmenfs in Second Language
Acquisition research through an examination of Contrastive Analysis, Error
Analysis, Interlanguage, Performance AnalySis and the conflicting views on
linguistic competence and performance. Chapter 3 provides a discussion of
interlanguage variability, the role of i'nput, Discourse Analysis, and classroom

research.

Chapter 4 deals with the study, outlining details of the schobl, the

children, phases of the study and the methodology adopted.
Chapter 5 sets out the results.
Chapter 6 involves analysis and discussion of the results obtained.

Chapter 7 is the concluding chapter which discusses the merits and the

limitations of the study and the possibilities for further research in the ficld.



CHAPTER 1

ENGLISH AS A SECOND LANGUAGE PROVISION

If we examine current educational practice and provision for bilingual
children from a historical perspective we can see that English as a Second
Language (E.S.L.) provision has been an important part of an overall
response by the British education system to the presence of significant

numbers of bilingual children in schools.

. Prior to the arrival of significant numbers of immigrant children in the

late 1950’s and 1960’s, what language policy there was:

“focused on the unacceptability of Celtic languages and non-
standard dialects of English and the importance of teaching
the standard. British schools were monolingual, monocultural
institutions one of whose functions was to enlighten those who
departed from received linguistic and cultural norms."
(Edwards, 1983:20)

This ‘monolingual ideology’ (Khan, 1985) is still apparent in the
response of the education system to the needs of bilingual children despite

the changes that have occurred in provision and practice over time.

In the report of the Swann Committee ‘Education for All’ (DES,
1985), responses to the educational needs of black children were seen as
developing chronologically through distinct phases: assimilation, integration

and multicultural education. The ‘assimilationist’ phase was characterised by



an emphasis on the rapid absorption of new arrivals into mainstream schools,

and the key to social and cultural assimilation was a mastery of English:

"From the beginning the major educational task is the teaching
of English."
(D.E.S,, 1965)

Special Language Centres were set up in order that the language
‘problems’ of these children could be dealt with without serious disruption to
the mainstream school. Funding was made available under Section 11 of the
Local Government Act (1966) to provide English as a Second Language
teachers. This arrangement was assimilationist in concept in that the bilingual
child’s first language was not, and is still not, i)rovided for. At the same time
attempts were made to disperse children between different schools (similar to
‘bussing’ in the United States) to avoid concentrations of black children in

any one school.

Government policy towards black pupils was based on the premise
that they were a ‘problem’ to be absorbed into the system as rapidly as
possible without disruption to the mainstream. In the eyes of the majority

community this only helped to

‘reinforce the belief... that immigrant pupils merely caused
problems and posed a threat to the well-being of indigenous
children and to traditional educational standards. The
"problem-centred" approach to the education of ethnic minority
pupils... has continued to underlie thinking and policy making
in this field ever since."

(D.ES., 1985: 194)



The assimilationist phase gave way to what has been termed an
‘integrationist’ approach to the education of black children, although ii might
be seen as a refinement of assimilationist thinking, rather than a radical
departure. This phase dates from the time of Roy Jenkins’ speech on the

Race Relations Act (1968) when he said that integration should be seen

"not as a flattening process of assimilation but equal
opportunity, accompanied by cultural diversity in an
atmosphere of mutual tolerance."

(Cited in Carter, 1987: 78)

Whereas assimilationist thinking failed to take account of the changing
nature of post-war British society, the integrationist approach involved a
recognition of the differences in lifestyles, culture and religion of ethnic
minority groups. However, racism was not considered a problem or an issue
in the education of black children. The Race Relations Act pointéd out that
there was widespread racial discrimination in Britain. At the same time the
under-achievement of black, and particularly Afro-Caribbean, children in
British schools (Coard, 1971) highlighted the inadequ.acies of a system

premised on the successful assimilation of black children.

The Swann Report argued that, increasingly, members of black
communities had begun to make their voices heard, and the education system
had responded in a number of ways. These might be subsumed under the
general heading of ‘multicultural education’ - an umbrella term covering

initiatives ranging from a superficial treatment of minority cultures to an anti-



racist stance where action against racism is seen as the central concern of
educational policy and practice. That racism is of central concern is
recognised in the Swann Report, but the Committee stops short of advocating

an anti-racist position, professing a belief in what it terms ‘cultural pluralism’.

In the Report definitions are provided of the all-embracing term
‘racism’ and a distinction is made between ‘individual’ racism and the

‘institutional’ variety. Institutional racism is defined as a practice which

"whilst clearly well-intentioned and in no way racist in intent,
can now be seen as racist in effect, in depriving members of
ethnic minority groups access to the full range of opportunities
which the majority community can take for granted, or denying
their right to have a say in the future of the society of which
they are an integral part."

(D.E.S., 1985)

Language centres can now be seen as examples of institutional racism
in that they deny "an individual child access to the full range of educational
opportunities available” (D.E.S., 1985: 389) by isolating them from the
mainstream. As mentioned above, language centres were set up to deal with
the perceived language needs, or language ‘problems’, of bilingual children.
In some L.E.A:s central language centres were established, to which children
were bussed. In others, language centres were located in schools, but often
in outlying buildings effectively cut off from the mainstream. Other forms of
provision existed and varied from this pattern depending on the L.E.A.
(D.E.S. 1988, Lillis, 1986), but overall, the pattern of E.S.L. provision has

been that children with perceived language needs (i.e. English Language



needs) are dealt with by specialist teachers of English as a Second Language
and are not the concern of mainstream teachers. These specialist teachers
are largely funded by a separate allocation from other teachers in the same
schools (Section 11), are often peripatetic, and as they perform a servicing
role, are marginal to mainstream school life. The Swann Report argues that
mainstream teachers still hold a ‘deficit’ view of E.S.L. teaching: English as a
second language provision is often seen as remedial work and children with
limited English regarded as having limited ability. They are therefore

stigmatised as "failures” (D.E.S., 1985; 391).

Riley and Bleach maintain that because E.S.L. provision has been

separated from the mainstream there has been

"a deskilling of mainstream teachers who, generally speaking,
have till now received the notion that E.S.L. cannot be
practised except by specialists away from the main site of
learning." ,

(1985: 88-89)

The Swann Report recommends that E.S.L. work be the responsibility
of all teachers, who should be guided by a school language policy - as
advocated in the Bullock Report (D.E.S. 1975). It provides arguments

against separate provision on the grounds that:

- children are denied access to the mainstream curriculumy;
- language needs may be perceived differently by mainstream and by

ESL teachers;



- non-native speakers of English have little opportunity to mix with
native speakers;

- it is socially divisive;

- the transition to the mainstream class can be traumatic for the child;

- the mainstream teachers do not feel responsible for E.S.L.

The Report has highlighted the question of institutional racism, and
LEAs throughout the country have responded, partly to criticism and partly
to changing needs, by making changes in their policy and provision.
Recently, Calderdale L.E.A. was criticised for still maintaining language
centres, after many L.E.A.s had moved away from this provision (C.R.E,,

¥

1986).

Sheffield L.E.A. has, like other L.E.A.s now moved away from E.S.L.
provision in language centres to full integration of bilingual children in
mainstream classes, with support teachers funded under Section 11 of the
1966 Local Government Act) working in collaboration with mainstream
teachers. This has been an ad hoc transition, with n;) coherent LEA policy
formulated on the issue and little preparation of mainstream or ESL teachers
(Lillis, 1986). Many of the support teachers had worked formerly either in
language centres or with groups of ‘second stage’ bilingual childfen withdrawn
from mainstream classes, but rarely in collaboration with mainstream teachers.
The problem of mainstream teachers’ expectations and the mismatch between
the teaching in the language centre and what the child received in the

mainstream is highlighted in a discussion paper aimed at monolingual teachers



of bilingual children. In this paper the authors state that whereas language
centre staff had judged children moving into the mainstream able to cope, the

mainstream staff did not.

"Obviously, different criteria were being used, and the functional uses
of language needed to survive in the organisation, and cope with the
varied academic curriculum of mainstream schools were not always the
same as those used to assess progress in language centres”

(Desforges and Kerr, 1984: 4) '

It is, perhaps, not surprising that there was a mismatch, given the
separation of roles, the isolation of the E.S.L. specialist from mainstream
concerns, and the prevailing language teaching methc;dology employed in
Sheffield’s language centres. Recent developments in communicative
language teaching and course design were largely unknown, and there was no
specific in-service provision for E.S.L. or mainstream teachers on bilingualism
or second language acquisition that would have been of use to therﬁ in their
work. It seems that specific in-service training in these areas was not a
priority. After all, the purpose of intensive language instruction was to aid

the assimilation of bilingual children into mainstream life:

"The English-as-a-second-language teachers would give them
sufficient mastery of English to equip them to enter the
English-as-a-mother-tongue classroom. Once ‘there, they would
be essentially no different from other pupils in the classroom.
Business as usual."

(Rosen and Burgess, 1980:7)

As a teacher in a language centre, the author wished to extend his

limited knowledge of bilingualism and second language acquisiﬁon_ research,



and undertake a study that would throw light on some of the issues that
would not only be of use to the author but that may be of interest to other

E.S.L. teachers and to mainstream teachers of bilingual children.
Before going on to discuss the research carried out in a Shefficld

school the following three chapters provide an overview of the pertinent

literature on second language acquisition.
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CHAPTER 2
SECOND LANGUAGE ACQUISITION
- Contrastive analysis, interlanguage, error analysis,

performance analysis, competence and performance.

Compared with first language acquisition (F.L.A.), research into
second language acquisition (S.L.A.) is relatively new). Patsy Lightbown
(1985) suggests that two seminal papers - Corder’s "The Significance of
Learners’ Errors" (1967) and Selinker’s "Interlanguage" (1972) - mark the

beginnings of significant S.L.A. research.

In the short time since the publication of these papers a number of
theories have been expounded and various research methods have been
adopted to explain second language acquisition (Ellis 1986; McLaughlin,
1987), but S.L.A. research has charted a different course from first language
acquisition research. Hakuta writes that S.L.A. and F.L.A. share common

goals and views the purpose of S.L.A. and F.L.A. research as follows:

“The game of language acquisition research can be described
as the search for an appropriate level of description for the
learner’s system of rules”. (Hakuta, 1981:1).

According to Rutherford (1986), however, the relatively short history
of S.L.A. research has been characterised by too exclusive a focus on
description, the purpose of much research being to chart the route the

second language learner follows towards target language goals, and to

11



compare this route with the acquisition route taken by the child learning a
first language. Rutherford argues that this history of research needs a theory
of second language acquisition to account for the data which is being

described.

Felix (1980) writes that S.L.A. lacks a theory comparable to those
proposed for F.L.A. and language use, primarily because of the lack of
agreement on systematicity and variation in second language learlﬁng, and

how the two are related.

This is an issue that will be returned to below when discussing

variability in interlanguage in the next chapter.

It can be argued that a significant difference between the two
research traditions stems from the more ‘applied’ nature of S.L.A. résearch.
Whereas work on first language acquisition, particularly by those working in
the Chomskyan paradigm, has tended to be more the:oretical, S.L.A. research
has been influenced by teaching methodology and has, thérefore, been more
"applied” in perspective. Writing in 1974, Susan Ervin-Tripp complained that
it had taken a long time for theories of first language acquisition to be
considered as important to second language learning by those working in the

field.

Ervin-Tripp went on to argue that there were significant differences

between the two research traditions: First language research had focused on

12



the case study and the learner’s stages of development in acquiring a first

language, whereas S.L.A. research had relied on studies of large groups.

Until recently, F.L.A. research tended to ignore input in its emphasis
on learner strategies, and S.L.A. research had focused on manipulation of
input; F.L.A. research had generally been carried out in natural settings
whereas S.L.A. research had generally taken place in classrooms where

language was taught formally.

At the time Ervin-Tripp was writing, Contrastive Analysis, although
under attack, was still influential, and provides a further reason for separate

treatment of first and second language acquisition:

"...there has been a theoretical rationale offered for treating
first and second language learning as irreconcilably different;
second language learning is, it is argued, built completely upon
transfer from the first language, and therefore can tell us
nothing more general about language learning."

(in Hatch, 1978a: 191-92)

Since Ervin-Tripp wrote this article, however, there have been a
number of importan; developments in S.L.A. research which have brought it
closer to F.L.A. research. Hakuta and Cancino (1977) suggest that there
have been four main approaches in the development of S.L.A. research and
provide a useful framework for discussing developments in the field. They
see these four approaches as: contrastive analysis, error analysis, performance
analysis and discourse analysis. Van Els et al (1984) use the same framework

in their recent survey of second language acquisition research, and for the

13



purposes of the two chapters on S.L.A., these approaches will be discussed
although sections on competence and performance, interlanguage variability,
input and classroom research are also highlighted for discussion. However,
whereas Hakuta and Cancino argue that second language acquisition research
has moved through these four approaches in stages and discuss reasons for the
transition from one stage to another, more recent research suggests that all
four approaches are still valid, and each approach may be seen as

complementing rather than replacing others (Lightbown, 1985).

The following discussion of these developments, begins with an
examination of Contrastive Analysis. |
Céntrastive Analysis

For a quarter of a century, beginning with the boom in foreign
language teaching prompted by the Second World War, until the late 1960s,
research into second language acquisition was linked very closely to language
teaching methodology. Using methods based on structural linguistics
(Bloomfield, 1933), it was felt that language learning could be approached in a
‘scientific’ way. A linguistic approach which owed a lot to structural linguistics
was coupled with behaviourist notions of learning which suggested that ‘errors’
in second language learning were the result of the negative transfer of habits

from the mother tongue. Fries typifies this approach to language learning

when he writes:

14



"The most effective materials are those that are based upon a
scientific description of the language to be learned, carefully
compared with a parallel description of the native language of
the learner."

(Fries, 1945:9)

By providing a contrastive analysis (C.A.) of the language to be
learned with the mother tongue it was assumed that ‘negative transfer’ from
the first language could be predicted and appropriate learning materials |
devised to counter potential errors. Robert Lado expounds the C.A.

hypothesis in his ‘Linguistics Across Cultures’ (1957) when he writes:

"Individuals tend to transfer the forms and meanings, and the
distribution of forms and meanings of their native languages
and culture to the foreign language and culture, both
productively when attempting to speak the language... and
receptively when attempting to grasp and understand the
language...in the comparison between native and foreign
language lies the key to ease or difficulty in foreign language
learning."

(Lado 1957:2)

Lado goes on to claim that:

"Those elements that are similar to (the learner’s native
language will be simple for him, and those elements that are
different will be difficult."

(Lado, 1957:2)

This notion of a hierarchy of difficulty in the surface features of
different languages was for long not subjected to empirical verification. Its
validity was assumed by those teachers who adopted an ‘audiolingual’

approach, an approach in which ‘errors’ are seen as undesirable, to be kept

15




to a minimum through carefully controlled input, and to be eradicated
through drills and exercises. The errors made by language learners were
judged to be different from those made by children acquiring their first

language and not to be tolerated. Wilga Rivers writes:

"..the student must not, as the infant does, experiment with
new combinations and analogies, some accurate and some
inaccurate. Instead he must be induced to produce the right
response by the teacher’s careful arrangement of the circum-
stances of response. His mistakes are not ‘cute’ but dangerous
in that they represent decremental, not incremental learning."
(Rivers, 1964) :

Wardhaugh (1970) talks of a ‘strong’ (or ‘a priori’) version of C.A. by
;vhjch areas of difficulty between languages can be predicted, so allowing
teachers to devise appropriate courses that would avoid the likelihood of
learners’ errors. However, attempts, such as those of Stockwell et al (1965),
to establish a hierarchy of difficulty that could be applied universally were
unsuccessful, largely because many errors occurred in learners’ performance
that a C.A. failed to predict, and errors that were predicted failed to occur.

In addition, there were the practical problems for the teacher of making a

time-consuming contrastive analysis of different languages.
In contrast to the ‘strong’ claim of contrastive analysis, Wardhaugh

(1970) proposes a ‘weak’ (or ‘a posteriori’) version, one that "attempts to

explain already discovered deviations".

16



It is this weak claim that links this version of the C.A. hypothesis to

the ‘a posteriori’ analysis of errors in Error Analysis.-

Contrastive analysis developed in a period when linguistics was
primarily structuralist and psychology was dominated by behaviourism. The
publication of two works by Noam Chomsky in the late 1950s: Syntactic
Structures (1957), in which his theory of transformational-generative grammar
is first expounded; and the 1959 review of B.F.Skinner’s (1957) Verbal
Behaviour, in which Chomsky effectively attacks the prevailing behaviourist
views on language, mark a turning point in theories about the nature of
language and the nature of language learning. The behaviourists’ claim that
language is learned through the acquisition of linguistic habits and that
imitation plays an important role in learning is strongly countered by
Chomsky’s assertion that language is ‘creative’, i.e. human beings produce
novel utterances when they speak, rather than imitations of what tﬁey have

heard before:

"The normal use of language is innovative in the sense that
much of what we say in the course of normal language use is
entirely new, not a repetition of anything that we have heard
before, and not even similar in pattern - in any useful sense of
the terms ‘similar’ and ‘pattern’ - to sentences or discourse that
we have heard in the past."

(Chomsky, 1972:12)

To account for this ability to produce/understand novel utterances
Chomsky claims that human beings possess an innate capacity to acquire

language through the language acquisition device (LAD), a mental mechanism

17



specifically concerned with language. A child learning his/her first language
will abstract rules from the impoverished data he/she encounters and
incorporate these into his/her production/understanding of language, and will

do so in a relatively short space of time.

It appears that we recognise a new item as a sentence not because it
matches some familiar pattern in any simple way, but because it is generated
by the grammar that each individual has somehow and in some form
internalized (Chomsky, 1959). Chomsky asserts that natural languages are
governed by complex rules that are not apparent in ‘surface structure’, the
actual utterances of a language. If a child acquiring a language had to reply
solely 0;1 the ‘degenerate’ data in his/her environment he/she would not be

able to abstract, and so acquire, the rules.

Evidence that language is rule—governed is provided by Berko’s (1958)
experiment to discover children’s awareness of English morphology. For
instance, to test their knowledge of plural allomorphs, children were
presented with pictures accompanied by invented words, e.g. "This is a wug",
and invited to supply the plural forms. Berko found that children obeyed
morphological rules when forming plurals. Further evidence to suggest that
children abstract rules from the data they encounter in their environment can
be found in other studies that have been made of ‘overgeneralizations’ in
children’s language, whereby words or structures are ‘regularized’
inappropriately. Examples of ovgr-generalization include ‘mens’ for ‘men’;

‘goed’ for ‘went’; ‘ball’ for ball-shaped objects (Bowerman, 1978).

18



Chomsky’s ideas on language led to important studies of children’s
acquisition of language in the 1960s, but it was not until the 1970s that
‘mentalist’ ideas were to have’ an effect on second language acquisition
research. We can see that first language studies provide evidence that a
child’s language develops through hypothesis-testing, i.e. that the child is
actively involved in acquiring the mother tongue, and not just a passive
recipient, as behaviourists would claim. Through testing out hypotheses the
child’s language develops "by successive approximations passiﬁg through
several steps that are not yet English" (McNeill, 1966: 61). The aim of first
language acquisition studies was to describe these successive approximations

or interim grammars.

Interlanguage

The interim grammars created by second language learners on their
journey to the target language is termed ‘interlanguage’ (LL.) by Sélinker
(1972). ‘Interlanguage’ is similar to the notions of ‘approximative system’
(Nemser, 1971) and ‘transitional competence’ or ‘idiosyncratic dialects’
(Corder, 1971), and has two inter-related meanings. It can be seen as the
system created by the learner at any point in the traﬁsition from the native
language (N.L.) to target language (T.L.), but can also refer to the

continuum of systems over time (Corder’s ‘inbuilt-syllabus’; 1972:24).

The interlanguage can be seen as distinct from the L1 and the L2:

"The contact situation should therefore be described not only
by reference to the native and target languages of the learner
- but by reference to the learner system as well."

(Nemser, 1972)

19



Like the L1 learner the L2 learner tests hypotheses about the target

language, errors arising from this process.

This mentalist concept of ‘hypothesis-testing’ clearly goes against
prevailing behaviourist learning theories and undermines the C.A. hypothesis.
However, the influence of the L1 is given some recognition in Selinker’s
account of the five central psycholinguistic processes involved in second

- language acquisition:

1. Language transfer from the first language;

2. Transfer of training, where errors may arise as a result of the teaching
process;
3. Strategies of second language learning, where the learner adopts a

particular approach to the material to be learned;

4, Strategies of second language communication, where the learner

adopts a particular approach to communication with speakers of the
target language;

5. Qvergeneralization of target language rules.

These five processes are the means by which the second language
learner makes sense of the second language, and are to be found in the
genetically-determined ‘latent psychological structure’. Selinker argues that
this latent psychological structure is similar to Lenneberg’s (1967) concept of

‘latent language structure’, and exists in addition to it. Unlike the latter,
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however, the latent psychological structure has no ‘genetic timetable’ and may

not be activated at all.

Selinker introduces the notion of ‘fossilization’ which also exists in the

latent psychological structure:

"Fossilizable linguistic phenomena are linguistic items, rules
and subsystems which speakers of a particular N.L. will tend to
keep in their LL. relative to a particular T.L., no matter what
the age of the learner or the amount of explanation and
instruction he receives in the T.L."

Examples of fossilizable phenomena include:

French uvular /r/ in their English LL.
American English retroflex /r/ in their French LL.

English rhythm in the LL. relative to Spanish, and so on. -
Selinker’s seminal paper provided the theoretical framework for an
examination of ‘errors’ from a mentalist perspective, and studies of the errors

learners make when learning a second language would provide insights into

the SLA process.

Error Analysis

Corder makes a distinction between ‘errors’ which are systematic, the

result of a lack of knowledge of the T.L., and performance errors or
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mistakes, which are often due to "memory lapses, physical states such as
tiredness and psychological conditions such as strong emotion" (Corder,
1974:24). Adopting a "non-contrastive approach to error analysis", Richards

attempts a classification of ‘intralingual errors’ -

"which reflect the general characteristics of rule learning, such
as faulty generalization, incomplete application of rules, and
failure to learn conditions under which rules apply." (1974:174)

and ‘developmental errors’, which
"illustrate the learner attempting to build up hypotheses about
the English language from his limited experience of it in the

classroom or textbook."
(Richards 1974:174)

‘Strategies’ the learner employs to acquire a L2 include:

Overgeneralization. This is associated with redundancy reduction. - For

instance the ‘-ed’ past tense marker is often redundant, as pastness can be
indicated lexically, e.g. ‘Yesterday, I go to the shops’. Richards argues that
certain teaching techniques may produce overgeneralized structures, that

structures can be ‘overlearned’, e.g. ‘He can sings’.

Ignorance of rule restrictions. This occurs where rules are applied, often
through analogy, to contexts where they are not applicable, e.g. "The man

who I saw him".
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Incomplete application of rules. This occurs when the learner can achieve
efficient communication without needing to master more than elementary
rules. "Motivation to achieve communication may exceed motivation to
produce grammatically correct sentences."

(Richards, 1974:177).

False concepts hypothesized arise from inadequate comprehension of
distinctions in the target language e.g. ‘was’ may be used as a past tense

marker so errors such as ‘One day it was happened’ may occur.

The shift in emphasis from empiricist views of language learning to a
mentalist perspective in first language acquisition research did not initially
have much effect on developments in second language teaching or learning,
and it is questionable just how much influence psycholinguistics has‘had on
second language teaching (Rogers, 1988). Heidi Dulay and Marina Burt,
working as teachers of E.S.L., expressed concern that as late as 1973 S.L.A.
research was still dominated by an empiricist perspective. They wrote that
those studying second language acquisition had to take into account the
discovery in first language research of the process of ‘creative construction’

(Dulay and Burt, 1973).
In their study of the errors in the English of Spanish-speaking

children they conclude that 87.1% of the errors are developmental (ie.

similar to L1 learning errors), 4.7% interlingual (i.e. interference from the
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L1) and the rest unique (i.e. neither developmental nor interlingual (Dulay
and Burt, 1973). They therefore reject the notion that errors are primarily
the result of transfer from the L1 and they argue that S.L.A. is similar to
F.L.A. in that the second language learner, like the child acquiring its first
language, hypothesizes, i.e. mentally ‘constructs’ the grammar of the target
language. The second language learner is, therefore, involved in a process of
‘creative construction’ (L1 = L2 hypothesis), and errors are an inevitable and

necessary part of that process.

In another study by D'ulay and Burt (1974a; 1974b) Spanish- and
Chinese-speaking children’s errors in their production of English grammatical
morphemes were comp‘ared. A C.A. hypothesis would predict different
acquisition orders for the two groups, given the structural differences between
the two L1s. Dulay and Burt found, however, that the two groups’ rank
order scores were almost the same, and they claimed that this resuit
confirmed the creative construction hypothesis. Any differences between the

L1 and L2 were put down to different cognitive strategies.

These studies were cross-sectional and both employed the ‘Bilingual
Syntax Measure’ (B.S.M.) (Burt et al., 1973) to elicit utterances from the
children. The methodology adopted in these studies has since been
questioned, as has the dismissal of significant interlinéual influences in the

children’s English, and these criticisms will be discussed more fully below.
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A number of other ‘morpheme studies’, similar to Dulay and Burt’s,
purport to show that second language acquisition is similar to first language
acquisition and that second language learners'follow a similar route to
acquisition as first language learners. The research is based on the work of
Brown (1973) and deVilliers and deVilliers (1973), w.ho discovered that
children learning English as a first language followed an invariant sequence in
their acquisition of ‘functors’ - noun and verb inflections, articles, copula,
prepositions and auxilliaries. Further studies by Bailey et al., (1974); Larsen-
Freéman, (1976); Krashen et al,, (1976), replicating Dulay and Burt’s research
with adult informants, suggest that adults, like children, follow a natural

sequence of development in their acquisition of the L2.

There are a number of criticisms of the morpheme studies and error
analysis which need to be mentioned. Firstly, the elicitation instruments used
in most studies (Bilingual Syntax Measure) may have' an effect on 'ﬁndings.
Porter (1977) applied the Bilingual Syntax Measure to English-speaking
children and found that acquisition orders were more akin to L2 learners
than to the L1 learners of Brown’s (1973) study. Secondly, an underlying
assumption of the morpheme studies is that ‘accuracy of use’ reflects the
order of acquisition. The cross-sectional methodology employed in the
studies, where a large group of informants at different stages of proficiency
are tested at one stage in their development, can be criticised for not taking

account of the process of acquisition.

25



Longitudinal studies have shown orders of acquisition that are at odds
with the findings of cross-sectional research (Hakuta, 1976; Huebner, 1979;
Rosansky, 1976). They conclude that ‘accuracy of use’ does not signify ‘order
of acquisition’. Synchronic data should therefore not be interpreted

diachronically (Fathman, 1977).

Error Analysis may also be criticised on a number of grounds. Firstly,
the notion of ‘error’ is problematical. E.A. supposes a ‘norm’ against which
deviant structures are measured, but norms in language depend on the
medium - spoken/written, formal/ informal, asymmetrical/symmetrical
relationships. Errors considered in .terms of idealize(i norms fail to take
account of context, and measu;ing L2 performance against target language
norms fails to take account of the learner’s perspectives. If we consider
bilingual children in British mainstream classrooms, there is the added danger
that a partial focus on ‘idiosyncratic forms’ in children’s second language

production encourages a ‘deficit’ view of their ability.

Secondly, there is the problem of unambiguously identifying the
sources of a given error in a learner’s LL. Schachter and Celce-Murcia (1977)
write that large numbers of learner errors are ambiguous as to whether they
are interlingual or developmental. For instance, in the case of the obligatory
copula in English, for native speakers of Chinese, Arabic and other
languages, deletion of the copula might be explained as ‘interference’
(interlingual errors) resulting from differences between the N.L. and T.L. On

the other hand, the same error might be judged to be ‘developmental’, as
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children learning English as their first language, and Spanish speakers
learning English as a second language also make this error. A further
example of how deletions might be interpreted corl;es from a comparison of
Dulay and Burt’s (1974a) and Duskova’s (1969) studi.es. In the former,
article deletion in the English of Spanish speaking children is judged to be
intralingual, similar to errors made by children for whom English is the L1.
On the other hand, Duskova argues that article deletion in the English of
Czech adults is evidence of interference, since Czech does not have the same

structure.

Dommergues and Lane (1976) suggest that errors are the result of
the interaction of different sources, that interference and overgeneralization
work together, and that much of the literature on S.L.A. is wrong in implying

that errors are of one kind or another.

As well as the dilemma of assigning errors to categories, error analysis
has not been able to come to terms with the phenomenon of ‘avoidance’.
Schachter (1974) argues that L2 learners adopt an ‘avoidance strategy’ when
faced with L2 structures that differ greatly from their L1. If learners avoid

structures they avoid errors.

Error analysis relies on a synchronic description of types of errors at a

single point in time, and so cannot account for second language development:
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“E.A. has too often remained a static, product-oriented type of
research, whereas 1.2 learning processes require a dynamic
approach focusing on the actual course of the process."

(Van Els et al.,, 1984;66)

It is because of these limitations that research has increasingly focused

on the process of S.L.A., or performance analysis.

Performance Analysis

Whereas cross-sectional studies and E.A. provide a snapshot of a
second languagé learner’s language at a specific point in time, longitudinal
studies reveal development over time. The limitations of longitudinal studies
are, however, that few grammatiéal areas have been studied, and the results
from a specific study using a small number of informants are not
generalizable. Of course, replication of studies can provide evidence for or

against the findings of a particular study.

One study which shows the merits of analyzing learners’ language at
various stages of their interlanguage is that of Taylor (1975), who concluded
from his research into beginning and intermediate Spanish-speaking students
learning English, that there was a shift from a reliance on L1 transfer to an
increased reliance on overgeneralization as the student became more
proficient in the L2. Wode (1981) provides further evidence that in the early
stages of acquiring a L2 the learner tends to make more interlingual errors.
Studies such as these are important in highlighting the role of the L1, largely

discounted in early morpheme studies.
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Several studies have provided evidence that there is a natural
development in S.L.A., akin to F.L.A. but differing from lit in certain respects.
Many of the studies have been of grammatical sub-systems (mostly of English
as a second language), and have focused on negation (Ravem, 1968; Milon,
1974; Cazden et al,, 1975; Wode, 1976, 1980; Adams, 1978; Butterworth and
Hatch, 1978), or interrogatives (Ravem, 1974; Cazden, et al., 1975; Gillis and
Webe;, 1976, Wode, 1978; Shapira, 1978; Adams, 1978; Butterworth and

Hatch, 1978).

From this research it can be seen that there are similarities in the
acquisition of negation and interrogatives by learners with different L1s.
However, there are differences in that not all learners acquire items in the
same order: differences do exist depending on the learner’s L1, and different
learners approach the learning of the L2 in different ways. How cén these
differences, then, be reconciled with the notion of the LL. continuum as a
universal phenomenon? Ellis (1986) provides a possible answer when he

argues that:

"...learners take the same road but they do not necessarily
drive along it the same way. They follow a standard sequence
but vary in the order in which specific features are acquired."

(p- 64)

We will return to a discussion of this in Chapter 3 when considering

the role of instruction.
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We have already discussed how the adoption of a mentalist framework
hés led to a marked focus on grammar in S.L.A. research. It is appropriate
at this point to examine the shift from a concern with linguistic competence
to an awareness of the importance of studying communicative competence,

taking as our starting point the notions of ‘competence’ and ‘performance’ as

defined by Chomsky.

Competence and Performance

In his writings Chomsky is concerned with discovering the mental
reality behind actual behaviour, at arriving at an understanding of a native
speaker’s competence. In Chomsky’s view a grammar of a language is a
model of the linguistic abilities of a nat)ive speaker of that language, which
allow him/her to speak/understand that particular language. This is the
speaker-hearer’s competence: "the speaker-hearer’s knowledge of his
language" (Chomsky, 1965:4), which is distinguished from Chomsky’é notion of
performance; “the actual use of language in concrete situations” (Chomsky,
1965:4). The actual use of language in concrete situations is not deemed

worth of serious study:

"Observed use of language or hypothesized dispositions to
respond, habits, and so on, may provide evidence as to the
nature of this mental reality, but surely cannot constitute the
actual subject matter of linguistics, if this is to be a serious
discipline.”

(Chomsky, 1965:3)

For Chomsky, linguistics is concerned:
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"primarily with an ideal speaker-listener, in a completely
homogeneous speech community, who knows its language
perfectly and is unaffected by such grammatically, irrelevant
conditions as memory limitations, distractions, shifts of
attention and interest, and errors (random or characteristic) in
applying his knowledge of the language in actual performance."
(Chomsky 1965:3)

Chomsky’s work places him in the tradition of linguists whose primary
interest is the linguistic code and not its use (de Saussure, 1916, Bloomfield,
1933). Chomsky’s distinction between linguistic competence and linguistic

performance can be likened to de Saussure’s langue and parole. However,

whereas for Chomsky ‘competence’ is the property of the ‘ideal speaker-
hearer’, de Saussure’s definition of ‘langue’ stresses the shared social nature

of language: ‘langue’

"is the social side of speech, outside the individual who can never
create nor modify it by himself; it exists only by virtue of a sort of
contract signed by members of a community".

(de Saussure, 1916: 14)

‘Langue’ is the underlying system shared by all members of a speech
community, to be contrasted with ‘parole’, the actual use of language in
speech and writing. Although de Saussure, in making this distinction,
recognises the existence of the context of language use, ‘parole’ is considered
too unruly to be adequately studied and is therefore not judged to be the
main concern of the linguist. Since de Saussure’s time those, like Chomsky,

who have worked in the Saussurean tradition, have focused their attention on
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the closed, rule-governed system (on de Saussure’s ‘langue’ or Chomsky’s

‘competence’).

There is, however, another tradition, one which considers language
and the context in which it is used. The anthropologist, Malinowski, in
analysing the language spoken by natives of the Trobriand Islands, found that
the meaning of words depended greatly on the context in which the words
were uttered, and he argues that there is a need to take into account the
‘context of situation’ when studying language. In addition to the concept of
‘context of situation’, which runs counter to de Saussure’s exclusive concern
with ‘langue’, Malinowski provides another concept which predates current
interest in sociolinguistics and language lea;ning theory, when he sees

language as a "mode of action, not an instrument of reflection” (in Ogden

and Richards, 1946: 312).

The influence of Malinowski on British linguistics is acknowledged by
J.B. Firth (1968) when he praises Malinowski’s approach to the study of
speech functions in contexts of situation. For Firth, language is dependent

on social context.
These ideas were to have an influence on the work of Michael

Halliday, who, like Firth, acknowledges the contribution of Malinowski in his

discussion of functions in a child’s language development:
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"Learning language is learning the uses of language and the
meaning potential associated with them; the structures, the
words and the sounds are the realization of this meaning
potential. Learning language is learning to mean."

(in Kress, 1976:8)

Halliday defines ‘meaning potential’ in the following way:

“"Language is being regarded as the encoding of a ‘behavioural
potential’ into a ‘meaning potential’; that is, as a means of
expressing what the human organism ‘can do’, in interaction
with other human organisms, by turning it into what he ‘can
mean’. What he can mean (the semantic system) is, in turn,
encoded into what he ‘can say’ (the lexico-grammatical system,
or grammar and vocabulary).

(Halliday, 1978:21)

Halliday’s ‘meaning potential’ is akin to Hymes’ notion of
‘communicative competence’, but differs from Hymes’ in that Halliday is not
interested in "the artificial concept” of competence, i.e. what the speaker-
hearer knows. His concern is with what the speaker-hearer does in

sociolinguistic or functional terms.

Campbell and Wales (1970) and Hymes (1972) both recognise the
limitations of Chomsky’s definition of ‘competence’, and propose the notion

of communicative competence as encompassing a range of ability broader

than just grammatical knowledge. Campbell and Wales (1970), in a discussion

of developments in language acquisition theory, define competence as:
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“the ability to produce or understand utterances which are not
so much grammatical but, more important, appropriate to the
context in which they are made.

(Their emphasis. Campbell and Wales, 1970:247)

‘Competence’ then is extended beyond exclusive grammatical
knowledge to include contextual or sociolingual competence, i.e. knowledge of

the rules of language use.

Dell Hymes, opposing Chomsky’s narrow definition of competence,

puts the case for a theory of language that:

"can deal with a heterogeneous speech community, differential
competence, the constitutive role of socio-cultural factors."
(Hymes, 1972:275)

and he widens the notion of ‘competence’ to include ‘communicative

competence’:

“If an adequate theory of language users and language use is
to be developed, it seems that judgements must be recognised
to be in fact not of two kinds (i.e. grammaticality and
acceptability) but of four. And if linguistic theory is to be
integrated with theory of communication and culture, this four-
told distinction must be stated in a sufficiently generalized
way...

1. Whether (and to what degree) something is formally

POSSIBLE;

2. Whether (and to what degree) something is FEASIBLE in virtue
of the means of implementation available;

3. Whether (and to what degree) something is APPROPRIATE in
relation to a context in which it is used and evaluated;

4. Whether (and to what degree) something is in fact done, actually
PERFORMED, and what its doing entails."

(Hymes, 1972:281)
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Hymes argues that the notion of ‘competence’ not only implies ‘tacit
knowledge’ but also ability for use, which allows for non-cognitive factors, e.g.

motivation. He says:

"Certainly it may be the case that individuals differ with regard
to ability to use knowledge...to interpret, differentiate, etc. In
speaking of competence, it is especially important to separate
cognitive from affective and volitive factors, so far as the
impact of theory on educational practice is concerned."
(Hymes, 1972: 283)

However, Canale and Swain (1980) contend that there has been no
research rigorous enough to support the notion that ‘ability for use’ should
form part of a definition of ‘communicative competence’, and that if it were

to be regarded as an essential component of communicative competence

"one allows the logical possibility of language users having
‘linguistic deficits’ (or ‘communication deficits’)"
(Canale and Swain, 1980:7)

Criticising those linguists working within the Chomskyan paradigm who
identify communicative competence with ‘performance’ and who contend that
a description of grammatical competence must precede one of sociolinguistic

competence, Canale and Swain write:

"It seems entirely reasonable to assume...that there are rule-
governed, universal and creative aspects of sociolinguistic
competence just as there are of grammatical competence."
(1980:6)
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They go on to define the term ‘communicative competence’:

“to refer to the relationship and interaction between
grammatical competence or knowledge of the rules of grammar
and sociolinguistic competence, or knowledge of the rules of
language use." (1980: 6)

Canale and Swain argue that this basic definition is important for
second language teaching and testing, and that if teachers adopt a
communicative approach they need to consider both grammatical competence
and sociolinguistic competence in the design of syllabuses; and in teaching
methodology and assessment there needs to be a consideration of

communicative performance as well as communicative competence.

The development of the notion of communicative competence has
implied a different methodologicql approach to that of Chomsky. Whereas
for Chomsky data is obtained from the intuitions of native speakers of a
particular language (often from the linguists themselves) and matched for
acceptability to the competence of an idealised native speaker-hearer,
sociolinguists gather their data from informants’ actual utterances and then
analyse them, taking into qonsideration the context of situation. This leads us
to a consideration of recent developments in interlanguage theory, in

particular the phenomenon of variability.
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CHAPTER 3
SECOND LANGUAGE ACQUISITION
- interlanguage variability, input, discourse analysis,

classroom research.

Interlanguage variability

Claims that second language acquisition follows a natural order of
development (Dulay and Burt, 1974; Krashen, 1981) are based on the
assumption that the learner has a homogeneous, rather than variable,
competence. Evidence of the existence of variability in language has led to a
re-examination of Selinker’s original notion of interlanguage as deriving from
central cognitive processes. The original LL. hypothesis was conceived. in
relation to adult S.L.A.,, the latent psychological structure thought to be
activated only after puberty, but in a later paper Selinker et al., (1975) refute
this earlier claim and extend the LL. hypothesis to children’s second language
acquisition when acquisition is non-simultaneous and when it is acquired in
the absence of native-speakers of the target language. From their study of a
group of 7-year-old children in a French immersion programme in a Canadian
English-medium school, Selinker et al., (1975) conclude that the children’s L2
demonstrated systematicity as revealed in the strategies adopted. By ‘strategy’
the authors mean a cognitive activity relating to the processing of L2 data in
order to express meaning. The strategies may be at a conscious or
subconscious level. In the paper three strategies are emphasized: language

- transfer, overgeneralization of T.L. rules, and simplification. Language
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transfer and overgeneralization have already been mentioned above. Selinker
et al provide an example of simplification in the use of the base form for all
tenseé. There is overlap between the different strategies and the authors
suggest that perhaps simplification should be seen as-the ‘superordinate
strategy’ with overgeneralization and language transfer as types of
simplification. The authors conclude that it is in the consistent use of the

strategies that a learner’s interlanguage can be seen as systematic.

Whereas Selinker has argued that the systematicity evident in
interlanguage is the result of cognitive processes, Adjemian (1976) contends
that the systematicity of LL. can be analysed linguistically. This argument is
based on the assumption that LL.s are linguistic systems an;i just as natural
languages can be idealized as system of rules, ILs may also be idealized and
subjected to linguistic analysis. Adjemian emphasises. the instability of
learners’ I.L., that it is in a constant state of flux and that it is ger;neable, ie.
likely to be invaded in certain circumstances by N.L. or T.L. rules. This view
of LL. as a dynamic system runs counter to the conceptualization of
interlanguage as a series of static but overlapping approximative systems, and
requires a different approach when describing it to that offered by those
working in the Chomskyan paradigm. As Corder (1978) remarks, language

behaviour is far from homogeneous and linguistic systems cannot be

adequately described by the categorical rules favoured by linguists,

"who have been forced as a consequence to invent such
fictional beings as ideal speaker-hearers in a homogeneous
society."

(in Richards 1978:73)
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Corder goes on to argue that the inconsistency in learners’ behaviour
has been used as the main argument against the validity of LL. as a coherent

language system, but it is an argument that overlooks:

"the well-established fact that we are all variable in our use of
the mother tongue. This variability is not random, but
patterned and related to the social context of speech activity. It
is principled variation.”

(Corder, in Richards 1978: 87-88).

It is necessary, therefore, to gather data from a range of different types

of discourse.

Like Adjemian, Tarone (1979, 1982, 1983) accepts that interlanguage is
a natural language and should obey the constraints of language universals, but
she argues that it is not enough to gather data solely from intuitional
judgements or from elicitation tasks, valuable though these may be. She
therefore takes issue with Adjemian, in whose work the Chomskyan theoretical
framework (or Homogeneous Competence paradigm) is applied to S.L.A. She

writes that:

"With S.L.A., the task is to describe and explain a grammar
which is not native; which results from contact between a native
language and another language, with possible constraints from
universals; and which is in formation, and therefore seems to
have heterogeneity built into it."

(Tarone, 1983: 150-151)
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Whereas those working within a homogeneous competence paradigm
would judge variability to be non-systematic, Tarone approaches the issue .of
variability in (interlanguage from a sociolinguistic perspective. Language in
use in human interaction is ‘chameleon-like’ (Tarone, 1979) and the variability
that arises from a learner’s knowledge of how to use language appropriately

is systematic, part of the learner’s communicative competence.

Following Labov (1970, 1972a), Tarone argues that within
interlanguage, just as in any linguistic system, there exists a continuum of
styles ranging from casual to forma],‘ or from the vernacular style to the
superordinate. Speech is judged to be most systematic when speakers are
paying the least attention to form, i.e. when they are speaking in tl;e

vernacular style.

When a speaker is paying more attention to speech he/she shifts along
the casual-formal dimension, towards the superordinate style. A speaker’s
competence includes knowledge of both superordinate and vernacular norms
and the ability to style shift. A problem arises, however, for the linguist who
wishes to study the speaker’s vernacular style. To obtain good data the
linguist needs to make a systematic observation of the informant’s speech.

This raises the problem of what Labov calls the ‘Observer’s Paradox’:

“the aim of linguistic research in the community must be to
find out how people talk when they are not being
systematically observed; yet we can only obtain this data by
systematic observation”

(in Fishman, 1971:171)
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Samples of ‘vernacular’ speech obtained in formal situations (e.g.
interviews) are influenced by the Principle of Subordinate Shift (Labov,
1970). Where there are asymmetrical relationships of age, class, etc., the
speakers of a subordinate group will shift towards the speech norms of the
superordinate group, even at times exceeding those norms through

‘hypercorrection’ (Labov, 1966).

One method devised by Labov to overcome the Observer’s Paradox
and gather unmonitored speech was the use of the ‘rapid anonymous
interview’, as exemplified in his ingenious study of New Yorkers’ variable use
of the post-vocalic (r) in the expression ‘Fourth Floor’. This method, though,
yields limited data, and despite Labov’s reservations about formal situations,

the interview is seen as the most effective technique.

Labov devised procedures for eliciting speech styles along the casual-
formal axis, which he defined in terms of the amount of attention paid to
speech. So, at the most formal end of the continuum, ie. where the
informants are most conscious of their speech, are the reading tasks ranging
in degree of formality from minimal pairs of words to word lists to reading a
text. The presence of an interviewer and the interview situation produce
‘careful’ speech, which is considered less monitored than the reading styles.
Casual speech is obtained through eliciting narratives based on personal
experiences - e.g. danger of death - where the informant becomes so engaged

in relating the experience that he/she pays less attention to speech.
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Additional data on the casual style is obtained during interruptions,

digressions, speech to a third person, etc.

According to Tarone (1983), interlanguage, like any linguistic system,

consists of a continuum of styles.

Table 1

Interlanguage continuum

Vernacular style  Style 2 Style 3 Style 4 Style n Careful style
(more pidgin-like) (more TL/NL
. like)
unattended ‘attended various elicitation grammatical
speech data speech data tasks: elicited intuition data

imitation, sentence-
combining, etc.

(Tarone, 1983)

As language in use is ‘chameleon-like’ (Tarone, 1979), the learner’s
overall L.L. competence (or ‘capability’) needs to be understood in terms of
this continuum. The ‘careful’ style is judged to be the one produced when
the speaker is paying most attention to speech. When paying the least
attention to speech the speaker produces the ‘vernacular’ form. These two
styles form the two poles of the continuum, the interlan‘guage system being
made up of other styles, as illustrated in Table 1. Tarone (1983) argues that
the regularities in each style can be described and that interlanguage is
systematic in two ways: it can be described and predicted in terms of variable
and categorical rules; and it is internally consistent. She goes on to say that
only regularities are to be accounted for by the continuum - “irregular

occurrences” and slips of the tongue being excluded from consideration.
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Whereas in the ‘homogeneous competence paradigm’ the careful style
would be seen as(the primary source of data, Tarone, following Labov, sees
the LL. vernacular as primary in that it is less prone to invasion by native
language and target language structures and it therefore shows greater
internal consistency. Structures emerge in the vernacular style which are
spontaneous and have features in common with pidgins and other simplified
languages. The careful style, on the other hand, is seen as more permeable

to T.L. and N.L. structures.

Tarone takes pains to distance her model from the ‘dual knowledge
paradigm’ associated with Krashen and others (Krashen, 1985; Dulay, 137urt
and Krashen, 1982) who see the interlanguage system as comprising a
spontaneous mode and a non-spontancous mode, or a dual system. Krashen

(1985) distinguishes between ‘acquiring’ and ‘learning’ a second language.
Acquisition is seen as a

"subconscious process identical in all important ways to the
process children utilize in acquiring their first language"
(1985:1); and learning is "a conscious process that results in
‘knowing about’ language".

(1985:1)

Krashen hypothesizes that conscious learning is available only as a

‘Monitor’ to alter or correct ‘acquired’ language. As utterances are only

initiated through ‘acquisition’, Krashen argues that language teaching should
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focus on communicative activities rather than on the learning of rules

(Krashen and Terrell, 1983).

Krashen’s hypothesis has been sharply criticised, not least because he
fails to provide sufficient empirical verification of the existence of a dual
system (Gregg, 1984; McLaughlin, 1987). Tarone contends that Krashen’s
two systems - the implicit knowledge system and the metalinguistic system -
appear to be homogeneous, each systém made up of a single set of invariant
rules. Data gathered to establish the dichotomy between the two systems

does not, therefore take account of variability within any one system.

Krashen sees the second language learner acquiring the L2 in much
the same way as children acquire their L1 and he presents evidence from
morpheme studies to support this view. He argues that these stages of
acquisition follow the same pattern regardless of the order in which the
teacher presents structures. No such stable acquisition order is suggested,

however, for the ‘learned’ system. For Tarone,

"It is unclear...how structures which have been learned, and are
therefore part of the metalinguistic knowledge system, become

part of the implicit knowledge system, since these two systems

are viewed as being completely independent."

(1983:158)

According to Tarone’s model, on the other hand, structures are seen

as first being acquired in the careful style, and, over time, moving along the

continuum into the vernacular style. There is insufficient evidence, as yet, to
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validate this claim, and Tarone suggests that longitudinal studies using a
variety of elicitation tasks are the most effective means of determining which

paradigm is most appropriate for the study of interlanguage.

In addition to the stylistic variability identified by Tarone, there is
another kind of variability in interlanguage that needs to be considered -
variability determined by linguistic context. This occurs when linguistic forms
vary as a result of the linguistic environment. Again, this type of variability
has been studied from a sociolinguistic perspective, even though it may be
argued that such a study of language structure need not refer to social
factors. Labov (1972b) provides a detailed investigation of such variability in
his study of the deletion or contraction of the copuld in Black English 1
Vernacular. He found that the form of the copula was influenced by the
grammatical class of the subject (N.P. or pronoun), by the complement
(adjective, N.P., locative or verb) and by the next sound (vowel/coﬁsonant).
So, the copula is omitted in certain environments and realized (either in
contracted or full form) in others. Labov concludes that the copula is
present in the deep structure of the Black English Vernacular grammar but
its realization is constrained by the grammatical and phonological

environment. The processes of contraction and deletion in Black English

Vernacular can be represented by variable rules.
One attempt to examine this type of variability in interlanguage is that
of L. Dickerson (1975). She examined the production of [S] and [Z] by

Japanese students of English as a Second Language and came to the
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conclusion that certain phonological environments were more favourable than
others to the production of English [S] and [Z]. W. Dickerson (1977), in a
longitudinal study of Japanese learning English, not only found that the
phonological environment was influential but that over time there was an
approximation to the T.L. variants in each linguistic environment. In
addition, he found there were systematic style shifts according to the

elicitation task (free speaking, reading, word lists).

Ellis (1985) argues that there is a need to consider both situational
variability (i.e. factors relating to the scene and participants) and contextual
variability (i.e. the influence of the linguistic environment on LL. rules at
different b‘stages) in any description of interlanguage, but at the present time
the models of interlanguage that have considered systematic variability have
been of a limited nature and none have investigated the interaction of

situational and contextual variability.

In addition to systematic variability Ellis (1985) argues that a second
language learner’s language demonstrates non-systematic variability. This is of
two kinds. The first results from memory lapses, false starts, etc., i.e.
performance errors. The second kind is the product of competing rules in
the learner’s competence, rules that are arbitrary. He goes on to suggest that
in this type of variability linguistic forms exist in free variation, and variants
exist in a speaker’s competence that have no situational or contextual
function. He therefore adds to Tarone’s (1983) three paradigms for the study

of interlanguage (the homogeneous competence paradigm, the heterogeneous
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competence paradigm and the capability paradigm) a fourth - the ‘multiple’
competence paradigm’ - which posits that the learner does not have a single

interlanguage system but a number of overlapping systems.

In the early stages of interlanguage a learner may employ two or
more forms to realize the same functions. Ellis provides an example of a
learner using two different negative rules (no + verb and don’t + verb) in
free variation in his interlanguage, and he comes to the conclusion that non-

systematic variability can be seen to exist when:

"1. the two forms occur in the same situational context,

the two forms help perform the same illocutionary meaning,
the two forms occur in the same linguistic context,

they occur in the same discourse context, and

there is, in the manner of their production, no evidence of any

difference in the amount of attention paid to the form of the
utterances."

AW

(1985: 124)

Ellis contends that the study of S.L.A. from a sociolinguistic
perspective which emphasizes the regularity and predictability of language
variation does not provide an adequate explanation for the way in which new
language forms are internalized into a learner’s LL. An examiration of
situational and contextual factors alone does not allow for non-systematic
variability. He writes that at any stage a learner’s LL. consists of competing
rules which are, in some cases, related to situational or contextual factors. In

other cases, however, the use of the competing rules is arbitrary.
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Bickerton (1975), in his study of variation in a creole-speaking
community, provides examples of speech that support this notion of

arbitrariness. He writes,

"Choice of style is governed, not by any inter-subjective and
objectively perceptible features in the situational context, but
by the autonomous and fluctuating feelings of the speaker
himself or herself. Obviously, situations affect people’s
feelings, but they do so in puzzlingly different ways for
different individuals, and in any case it is not the situation as
objectively perceived by the observer, but the situation as |
subjectively perceived by the actor, which constitutes the
operant factor - and only one among several at that (1975:
184).

Ellis suggests that LL. is highly unstable and $o is prone to invasion
by new linguistic forms. These new forms exist initially in free variation with
existing forms and two or more forms may be used to communicate the same
meaning. New forms are seen as realizing existing functions and not the
exact functions in the T.L. The process by which a learner successfully
correlates form and function may, according to Ellis, be psycholinguistic
rather than social, and depend on universal ‘operating principles’ (Slobin,

1973).

Huebner (1979, 1983) shares Ellis’ view that learners acquire forms to
serve existing functions. These forms are later matched to the exact T.L.
functions. In his study of the LL. of an adult acquiring English without
formal instruction he employed a "dynamic paradigm" to analyze the learner’s

language data in answer to the questions: What are the form-function
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relationships of the IL.? How do these form-function relationships change as

the acquirer revises the 1.L.7

Variability in the LL. can be seen as resulting from the learner’s
changing hypotheses about the L. over time and Huebner identifies two

strategies for changing hypotheses: ‘flooding’ and ‘trickling’.

"Trickling refers to the gradual elimination of a given form

from one environment after another until the use of that form
has ceased almost completely. Flooding refers to a process in
which a form which had been used in a limited environment is

suddenly used in a more general environment."
(1983:50)

In an earlier study (Wagner-Gough, 1975) of a Persian child, Homer,
learning English as a second language, the researcher emphasizes the
importance of studying both form and function before asserting a child has
“acquired” a structure, and that it cannot be assumed that acquisition of form
entails acquisition of function. Wagner-Gough (1975) found that Homer used
the progressive verb form to refer to present, past and future time periods.
She concludes that syntactically Homer’s progressive followed a similar
development to other children in first and second language studies, but that
semantically it was not a predictable marker of tense or aspect and there was
no reason to think that Homer had analysed its function in the target

language.
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In another study, of progressive and simple verb forms, Eisenstein et
al (1982) found that learners of English confused the two forms, possibly as a

result of cross-association between closely related semantic notions.

"It may be because the simple present and the present
progressive are...semantically close that their forms, as well as
their functions, are difficult for language learners to
distinguish."

(1982: 390)

They go on to hypothesize that "Perhaps both functions (simple and
progressive) are first accommodated as one form/function, and ultimately they
are differentiated into two." (p.390). A study of function as well as form,
over time, is thegefore important if we wish to understand the process of

acquisition.

Whereas second language researchers like Tarone have appfoached
LL. variability from a sociolinguistic perspective, others have stressed the
importance of psychological explanations for variation (Bialystok, 1979, 1981,
1983; Bialystok and Sharwood Smith, 1985). Bialystdk, for instance, argues
that Tarone’s approach to the phenomenon of variability in learners’ speech,
which relies on a system of variable and categorical rules based on particular
contexts of use, is explained wholly in terms of externally-given situational
constraints. Bialystok contends that there are also internally-given cognitive

constraints and that
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"variability appears not only across styles, as it does for native
speakers, but also within styles."
(Bialystok, 1983, 56)

She posits that there are two underlying psycholinguistic dimensions
which describe aspects of a learner’s knowledge of language: the ‘explicit-
implicit” dimension, which reflects the learner’s ability to see the language
information in abstraction’ and the ‘éutomatic-analysed’ dimension, which
reflects the learner’s ability to use the language information automatically and

fluently. She argues that variability in a learner’s speech

“arises from the dual influence of the two underlying
dimensions on the process of formulating linguistic utterances
under specific sociolinguistic conditions."

(1983:65)

Another perspective on variation comes from those who have
investigated social-psychological factors in S.L.A. - personality, mot-ivation,
attitudes, social and psychological distance from the target group, etc. Giles
and Smith (1979), for instance, write that the normal speaker is not a
"sociolinguistic automation” (p.46) and argue that sociolinguistics needs to

take account of the speaker’s moods, feelings, motives and loyalties:

"Just as the field of developmental psychology has moved away
from considering children as mere victims of their
environments to thinking of them as reactive beings often
capable of selecting their own input and negotiating their
status with other children and adults, so too should socio-
linguistics reconsider its view of speech behaviour as if it were
a blob of clay moulded by situational constraints."

(1977: 64-65)
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Consideration of people’s motives, feelings and so on, has led to the
development of ‘accommodation theory’ to explain the interactive aspects of
interpersonal communication from a social-psychological perspective. Within
‘accommodation theory’ the notions of ‘convergence’, whereby speakers
modify their speech to make it sound like the speech of their interlocutors
(Giles and Smith, 1979) and ‘divergence’, whereby speakers accentuate
differences in speech to distance themselves from their interlocutors (Bourhis,
Giles, Leyens and Tajfel, 1979), have had a bearing on work in S.L.A.

(Zuengler, 1982; Beebe and Zuengler, 1983).

Gardner and I;ambert (1972) argue that a learner’s motivation to be
successful in learning a second language depends to a great extent on
attitudes to the host community and on their orientation towards the learning
task. They distinguish between instrumental and integrative motivation. The
former reflects utilitarian reasons for learning a language, e.g. for career
purposes; the latter reflects a desire on the part of the learner to be

accepted as a member of the host community.

Schumann (1978) includes Gardner and Lambert’s notion of
integrative and instrumental motivation in his typology of psychological and
social factors that influence second language acquisition. According to
Schumann acquisition of a second language depends on the extent to which a
learner has acculturated to, the target language group. Learners can be

located on a continuum ranging from social and psychological distance from,
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to social and psychological proximity to the target group. Schumann argues
that where there is social and psychological distance pidginization will be
evident in the speech of second language iearners. He bases his
‘pidginization hypothesis’ on a longitudinal study of a Costa-Rican adult,
Alberto, learning English in a naturalistic environment. In the ten months
period of study Schumann could detect little progress in Alberto’s L2, the
subject habitually employing a reduced and simplified form of English, with
features characteristic of pidgin languages. Schumann concludes that
Alberto’s speech is restricted in function for social and/or psychological

reasons.

Although useful as a conceptual framework Schumann’s notion of
social and psychological distance poses problems of empirical verification.
Not only is there the problem of measuring all the social/psychological
variables he mentions, there is also the problem of an individual’s social and

psychological distance varying over time.

The validity of the distinction between an integrative and an
instrumental orientation to learning or L2 has been called into question.
Although there is general agreement on what constitutes ‘instrumental’
reasons for learning a L2, there exist differences of opinion over definitions
of an ‘integrative’ orientation (Genesse et al., 1983;. Clement and Cruidenier,

1983).
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Meisel et al (1981) contend that, in addition to what they term the
‘vagueness’ surrounding social-psychological factors in S.L.A., there is the
limitation inherent in viewing S.L.A. as a linear process. In place of this

‘uniformity hypothesis’ they propose a ‘multi-dimensional’ process which:

"does not conflict with the view of L2 acquisition as a
sequence of ordered developmental stages. But within each
stage one will have to allow for considerable variation. We
suggest that this variation be explained by the existence of
different learner groups which result from socio-psychological
differences. Attitudes and motivation...will probably play the
most important role...they do not merely determine the degree
to which a second language is acquired but also the KIND of
transitional system the learner acquires."

(1981: 119)

In their study of immigrant workers acquiring German in a natural
setting, the researchers gathered information that might provide evidence of
the formation of attitudes and motivation: origin, education, contact with
Germans, neighbourhood, use of the mass media, etc. They see social-
psychological factors as forming a continuum with a ‘segregative orientation’
at the other. An integrative orientation is similar to Gardner and Lambert’s
notion of instrumental and integrative orientations. A segregative orientation
may be the result of a lack of interest in contact with Germans, although
more often it occurs because of discrimination on the part of the host

community.

Meisel et al share Schumann’s (1978) view that formal instruction will
have little effect on the learner’s linguistic behaviour outside the classroom,

given that a learner belongs to a particular group as a result of social-
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‘psychological factors which determine his/her orientation, attitudes and
motivation. They argue that language programmes, therefore, need to be

accompanied by greater ‘social integration.’

Strong (1983, 1984) has applied the concept of integrative motivation
to young children, in a study of Spanish-speaking kindergartners acquiring
English as a second language, and the findings of his research do not support
the notion that an integrative motivation towards target language group

members enhances acquisition of the target language.

Strong points out that the research literature on the influence of
social-psychological factors is not helpful and suggests that the act of learning
the L2 may have an effect on a learner’s attitudes, rather than the other way
round. He discovered that children‘who were more 'talkative and interacted
most, made most progress in learning English. Strong argues that ‘most of
the research on input in S.L.A. has been in terms of the modifications native
speakers make in their speech (Foreigner Talk), but that this is just 'one side
of the coin. Consideration should be given to the role played by the
learners’ personal qualities in facilitating access to comprehensible L2 input.

Strong writes:

"The indication is that contact with English speakers alone
does not enhance language learning, but that the active use
that is made of the extra input is what counts. Thus, the
impetus should be not simply to "throw" the children together,
but to create situations where they will want and need to

communicate with one another to achieve a common goal."
(1983: 256)
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Strong’s view is an interesting one, given the manner in which
bilingual children have been ‘mainstreamed’ in recent years. Before
examining the research carried out in a classroom where childrén have been,
to use Strong’s term, ‘thrown’ together, it is useful to consider some of the
research on ‘input’ and the studies that have been made of classroom

processcs.

Input

Chomsky’s claim that the linguistic input children received from adults
was ‘degenerate’ and that the only interface between input and output was
located in the child’s mind, has'been challenged by those researchers who
have examined the interactions children have with their ‘caretakers’. Those
who have studied first language acquisition from an ‘interactionist’
perspective, like Jean Berko Gleason, emphasize the contribution of external
as well as internal factors to language acquisition. She argues that children

do not acquire language all by themselves:

"They are not simply miniature grammarians working on a
corpus composed of snatches and fragments of adult
discourse."

(1977: 199)

By examining interactions between children and their mothers (or
other ‘caretakers’) researchers have established the existence of ‘motherese’,
speech that is produced by an adult (or older child) in interaction with a

child whose linguistic competence and cognitive development are perceived as
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limited. Mother’s speech to children is: simple and redundant; contains:
many questions, many imperatives, few past tenses, few co- or sub-ordinations,
few disfluencies; and is pitched higher with an exaggerated intonation. (Snow

and Ferguson, 1977).

‘Motherese’ varies according to the communicative demands of the
situation, and even experienced mothers cannot produce adequate ‘motherese’
if the child is not present to cue her. Landes (1975) points out that parents
and other caretakers modify their speech in various ways until the child is at

least ten years_old.

From the research into ‘motherese’ we find claims that the best input
for a child is one step beyond the stage the child is at. (Shipley, Smith and

Gleitman, 1966; Gleitman, Newport and Gleitman, 1984).

The notion of input one step beyond the learner’s developing
grammar has been discussed in second language acquisition research in terms
of the ‘input hypothesis’ (Krashen, 1979, 1982). Krashen hypothesizes that
those forms that become ‘intake’ are the ones occurring in the input that
match the learner’s current interlanguage grammar ot are one stage ahead (i
+ 1 input). Krashen supports his argument with evidence from first language
acquisition research but limits his hypothesis to the acquisition of
morphosyntax. As with much of Krashen’s work, the hypothesis is intuitively

appealing but empirically not proven (McLaughlin, 1987).
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The notion of ‘foreigner talk’ in (Ferguson, 1971; Schinke, 1981) in
second language acquisition research is similar to ’motherese’ in that
‘foreigner talk’ is used by native speakers of a language to those who have
little or no command of the language. Hatch (1983a) argues that ‘foreigner

talk’ is similar to ’motherese’ in that it possesses the same functions:

- it promotes communication;
- it establishes an affective bond;

- it is an implicit teaching mode.

Hatch regards the promotioq of communication as primary, and she
goes on to say that ‘foreigner talk’ is £he result of negotiation between a
native speaker and a learner, simplification of input resulting from the need
to ‘repair’ speech to make it comprehensible. It is, therefore, important to
look at, not just the learner’s production of speech, but also the spéech of

those with whom he/she interacts.

Discourse analysis

Hatch (1978a) argues against the premise in first language acquisition
research that the child learns a basic set of syntactic structures before
eventually beginning to converse with others. She posits that language
learning emerges from learning to carry on conversations. Hatch goes on to
argue the case for discourse analysis, particularly in second language

acquisition research, where it has been assumed that it is necessary to
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gradually develop a repertoire of structures before putting them to use in

discourse. Hatch contends that the reverse occurs:

"One learns how to do conversation, one learns how to act
verbally, and out of this interaction syntactic structures are
developed.”

(1978a: 404)

There are a number of stages in this process, beginning with

attention-getting, either verbally or non-verbally. Once attention has been

gained, the next task is to nominate a topic. Hatch provides an example of

the two stages from the conversation of a 5 year old Taiwanese boy, Paul,

with an adult:

Paul:

Paul:

A:

Paul:

Oh-oh! Paul: This
What? A: A pencil
This (points to ant) Paul: Pencil
It’s an ant

Ant

(Hatch, 197&b)

Once a topic has been nominated the conversational partner is

constrained by the rules of conversation to make an appropriate response.

Conversations are then built up (‘vertical structures’) which serve as the

prototypes for the syntactic structures (‘horizontal structures’) which develop

from them (Scollon, 1976).
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The above example is of an exchange between an adult native speaker
of English and a child learning English as a second language. In a study
which compares child L2-child L1 discourse with child L2-adult discourse,
Peck (1978) finds that there are differences in the way Angel, a child
learning English as a second language, interacts with a native English
speaking class-mate and with a native English speaking adult. With the adult
Angel often instigates the conversation and finds it easier to nominate topics,
and the adult works at trying to understand Angel’s language. With the
child, on the other hand, Angel has to work at understanding the child’s
language and needs to challenge him or ask more questions. Peck
hypothesizes, on the basis of what she admits is an incomplete analysis, that
Angel may be learning more about the fo;ms of words (phonology and
syntax) with the child, and more about the meanings of words with the adult.
One notable difference between the child-child discourse and the adult-child
discourse that Peck uncovers, is in the use of ‘functions’ (Ochs Keenan,
1983). According to Ochs Keenan, ‘functions’ are ways of making a relevant
response in conversation through repeating, modifying or recombining
elements of what the other child has said. Peck finds few instances of
‘functions’ in the adult-child discour§e, whereas the two children togethher use
discourse patterns very similar to those used by the 2-3 year old children
acquiring their first language in Ochs Keenan’s study. Sound play and the
use of songs and nursery rhymes are found in Ochs Keenan’s study, and these
are also evident in Peck’s. Although Peck admits that not all child-child
discourse is like that observed in her study, she raises some interesting

questions about the differences in the input to children learning a second
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language and the possible implications for second language acquisition

research and for the classroom.

Long and Sato (1984) advise caution in ascribing a causal role to
conversation. They take issue with the claims of Hatch and others that
language acquisition evolves out of conversation. It may be, they suggest,
that conversation aids communication, not acquisition, and that markedness is

probably more influential than input frequency in second language acquisition.

The above studies of child-child discourse and adult-child discourse
were carried out in ‘natural’ settings. We now turn to a different setting,
that of the classroom, to consider the research that has been undertaken

there.

Classroom research

Ellis (1986), in his discussion of the second language acquisition
research literature which, as he puts it, "abounds in approaches, theories,
models, laws and principles” (p.248), highlights seven of the most influential
theories for closer scrutiny (The Acculturation Model, Accommodation
Theory, Discourse Theory, The Universal Hypothesis, A Neurofunctional
Theory, The Monitor Model, and the Variable Competence Model). Apart
from the last two models these theories do not specifically mention classroom
learning, which seems surprising given the amount of time many second
language learners spend in classrooms. Van Lier (1988) comments that most

second language theorizing "ignores the L2 classroom as a relevant source of
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data AND as a relevant place to apply findings" (p.23). Perhaps the lack of
research into what happens in classrooms stems partly from the assumption
that second language acquisition is a uniform process, and partly from the
long-held view of the classroom as a "black box" (Long, 1980), ignored
because of the complexity of the processes at work. Recently, however, there
has been increased interest in classréom-centred reséarch (Allwright 1983,
1984, 1988; Gaies, 1983; Van Lier, 1984, 1988, Chaudron, 1988). Gaies
(1983), in an overview of ‘classroom process research’, suggests that despite
the apparent diversity of studies under this heading, there are certain shared
premises:
- a rejection of the notion that there is a u;livariate classification of the
second language classroom;
- an emphasis on description rather than prescription;

- the priority of direct observation.

Gaies emphasizes the non-prescriptive nature of classroom process
research when he states that its immediate aim is to identify second language
teaching variables and generate, rather than test, hypotheses. The
development of a descriptive approach has led to two main perspectives in
classroom process research: one focusing on the nature of the linguistic input

to learners, already touched on above; the other focusing on the nature of

the interaction between learners and native speakers.
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Attempts have been made to show that classroom interaction differs
from ‘natural’ conversation in terms of its structure and its participatory rules
(Bellack et al., 1966; Heath, 1978; Mehan, 1979; Sinclair and Coulthard,

1975).

An early approach to the study of interaction in the classroom was
through the use of systematic observation instruments, such as Flanders’ ten-
category coding schedule (Flanders 1970). Instruments such as Flanders’ have
attempted to measure the beh_aviouf of teachers and.pupils in classrooms,
often for the purposes of teacher training. Such methods have been criticised
because of their one-sided focus on surface behaviour (Long, 1980) and their
failure to take into account the participants’ perspectives. As van Lier puts

it:

"...the classroom study cannot easily be conducted on the basis
of one-shot, quick entry and exit observation, but requires
considerable familiarity with the setting and intensive
immersion in the data."

(1988: 41)

The imbalance evident in Flanders’ categories (seven are for teacher
talk, two for pupil talk) is reflected in other studies of classroom discourse
(Barnes et al, 1969; Barnes, 1976; Bellack et al, 1966; Sinclair and Coulthard,
1975; Coulthard and Montgomery, 1981; Sinclair and Brazil, 1982; Wells,
1981), and in most cases the picture of the classroom that is painted is one

with a "teacher-as-supreme ruler” (van Lier, 1984: 163).
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One attempt to develop a hierarchical system of analysis based on
Hallidayan systematic linguistics is that of Sinclair and Coulthard (1975).
Most of the classroom discourse they investigated was analyzable into three-
move ‘exchanges’ of initiation (by the teacher), response (by the pupil) and

feedback, or follow-up (by the teacher), a situation where

"one participant has acknowledged responsibility for the
direction of the discourses for deciding who shall speak when,
and for introducing and ending topics."

(p-6)

The teacher-centred classroom was, then, seen as the most fitting
situation in which to research the model. However, the appropriateness of
Sinclair and Coulthard’s descriptive apparatus to non-formal, non-authoritarian

contexts has been found wanting (Burton, 1981).

A further line of research into second language classrooms has
focused on the role of formal instruction and the exteﬁt to which meaning-
oriented or form-oriented instruction or the order in which grammatical
structures are presented, make a difference in promoting second language

acquisition (Long, 1983; Ellis, 1984, 1989).

Ellis (1989), in a study of the classroom acquisition of German word
order rules, takes the view that their acquisition is largely determined by
internal psycholinguistic mechanisms rather than by input, and that instruction

does not appear to have an effect on the sequence of word order acquisition.
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In this respect, Ellis’ views seem to concur with those of Felix (1981),
that the second language teacher needs to be aware of the universal
pr;)cesses involved in acquiring a second language. Felix writes that input is
processed in much the same way by classroom learners and by untutored
learners, and that the possibility of influencing the learner’s verbal behaviour
in the classroom is quite restricted. This view appears to suggest that
instruction does not make a difference to second language acquisition, but
Ellis (1989) claims that input interacts with learner’s current knowledge and
the task for the teacher is one of determining the most appropriate input for
the learner. Whereas classroom instruction based on a communicative or
meaning-focused approach attempts to provide an acquisition route similar to
that of naturalistic learners, it could be that formal instr:lction has a
beneficial effect on the acquisition of certain features of the target language.
Ellis argues that formal instruction may help to prevent “fossilization’ and that

‘form-focused’ instruction may be necessary in those features that have little

communicative importance.

Long (1983) asks the question ‘Does second language instruction
make a difference?’, and in a review of the literature on the role of
instruction in second language acquisition, concludes that it does make a
difference, particularly in the early stages of acquisition. He adds a caveat,
though, that the research data is not as clear-cut as the teachers might want,
and that there are some important questions on the role of instruction that

need answering:

i
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Does instruction make a difference?

Does the type of learner make a difference?

Does the type of instruction interact with the type of learner?
Long stresses that these are important questions for the credibility of second
language teaching and for the effect on the lives of those learners for whom
failure in the second language is a barrier to educational, social and economic

survival.

There are few longitudinal studies of classroom second language
acquisition that have addressed Long’s questions. Two longitudinal studies

that involved children are those of Felix (1981) and Ellis (1984).

Felix’s subjects were 10-11 year old German children studying English
at school. They were taught English for 45 minutes every day during the
school week, and Felix followed their development over eight months. He
examined negation, interrogatives, sentence types and pronouns, and
discovered that there were structural similarities between the utterances of
naturalistic learners and those produced by the foreign language learners in
class who had no exposure to English outside the classroom. He found, for
instance, that the German children, like naturalistic learners in the early
stages of acquisition, marked yes/no questions by intonation alone, although
they were not exposed to such structures in the classroom lessons. Similarly,
in the early stages the classroom learners produced uninverted WH-questions
(e.g- “What you are doing?’), again similar to those produced by naturalistic

learners of English. Felix concludes from this study that, although foreign
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language programmes, as in this case, may be based on "a behaviouristic habit
formation concept" (p. 109), the language learning that occurs is the result of
a creative construction process (Dulay and Burt, 1974c). Felix argues that it
is important, therefore, that beginning stﬁdents are not confronted with
structures which in naturalistic second language acquisition are acquired late.
For language teaching to be a success, then, ‘natural processes’ of language

acquisition need to be taken into consideration:

".. . it is necessary to determine the relationship between
those principles which appear to be inherent in man’s ability to
acquire language and the external factors which shape a
particular learning situation." (p.110)

Ellis (1984), wary of the difficulties in controlling for the learner and
situational variables that have an influence on acquisition, conducted what he
termed an ‘exploratory’ study into the effects of instruction on the .acquisition
of WH-questions. His subjects were 13 children aged between 11 and 15
years-old, who were all attending a language centre in London. For the
purposes of the study the children were taught WH interrogatives using an
audiolingual approach for no more than 3 hours in all. Ellis found that, for
the 13 children as a whole, there was no significant increase in their ability to
usc semantically appropriate, grammatically well-formed WH-questions,
although there was a marked improvement by individual children. He
tentatively concludes that formal instruction does not affect the
- developmental route taken by a learner but it may affect the rate of
development. Because some children appeared to show a marked

improvement in their ability to use semantically appropriate and grammatically
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well-formed WH-questions following formal instruction, Ellis measured the
amount of interaction each child engaged in. He discovered that it was the
low interactors rather than the high interactors who made most progress.
This would contradict the findings of Seliger (1977), who argued that ‘high-
input generators’ acquire a second language more successfully than ‘low-input
generators’, and would suggest that éxposure (in a lis;tening role) may aid
language acquisition. Ellis goes on to tentatively propose that language
teaching should involve both ‘formal instruction’ and ‘exposure’. Implicit in
Ellis’ argument is that the acquisition of English as a second language follows
a uniform developmental route and that instruction may only influence the
raie of development. Like Felix, Ellis holds the view that second language
acquisition is largely determined by learner-internal rather than environmental
factors. Environmental factors have an effect on the rate a language is
acquired and the extent to which it is acquired, but the question that has not
been resolved by the limited classroom research is how instruction affects the

rate and extent of acquisition.

At this stage in our understanding of second language acquisition
there is much speculation about the role of input in second language
acquisition and a great deal of disagreement. Perhaps the greatest difficulty
in determining its role is the multiplicity of variables that affect acquisition.
As Scarcella and Perkins (1987) put it, there exists a ‘conspiracy of factors’
such as mental processes, cognition, prior linguistic knowledge, output and
culture, which interact with each other and which affect sccond language

acquisition. Second language acquisition research has, in the past, largely



focused on internal factors in explaining acquisition, and it is only recently
that the role of the environment has been investigated. Scarcella and Perkins
add that the recent emergence of a Chomskyan perspective in the form of

Universal Grammar may mean that input is again ignored in research.

The above review of the conflicting claims of the research on input
and the role of classroom instruction may be disconcerting to the second
language teacher looking for support in the ample second language research
and prescriptive remedies to imprové his/her practice.. There are difficulties
in extracting from the research results that are directly applicable to
classroom practice. At this stage, perhaps all that a teacher can expect is
that through an examination of the research he/she may gain an }ncreased

understanding of the complexity of the process of second language

acquisition.
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CHAPTER 4

THE STUDY

The School

The researcher was working as an English as a Second Language
support teacher in a Language Centre and wished to carry out a study in a
school which had made the change from Language Centre provision to
mainstreaming. An approach was therefore made to the headteacher of a
suitable school and the purpose of the study was explained. The headteacher
was willing to allow such a study and asked mainstream teachers and support

teachers for their cooperation.

The school selected for the study was a Nurséry, First, Middle School
of 318 pupils of whom 74% were bilingual pupils of Pakistani origin. In the
year group studied (M1 - 8-9 year olds) the percentage of bilingual pupils was
70%. The school had recently moved away from E.S.L. provision in an
attached Language Centre, to the integration of bilingual children into
mainstream classes with E.S.L. support teachers working alongside mainstream
teachers. At the time of the study all these E.S.L. support teachers had
formerly worked in the Language Centre. The headteacher was enthusiastic
about the switch from separate provision in the Language Centre to
‘mainstreaming’, arguing that it meant an end to the social isolation of
children and gave them access to a full curriculum and appropriate models of
language use. As she put it, Language Centres were responsible for

"curriculum denial",
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The class teacher, Mrs. J., was less enthusiastic about the changes,
saying thatbneitherl her training or previous experience had prepared her to
teach children with little English. None of the in-service courses she had
attended had dealt with the E.S.L. needs of bilingual pupils, and she had not
read any books or articles on the matter. At times, she felt "totally

inadequate".

She felt that the shift from Language Centre provision to
mainstreaming was motivated more by economic considerations than by the
putative educational benefits such a move would have for bilingual children.
There were fewer children than before entering the ;:ountry, and the |
Language Centre numbers had dropped markedly immediately prior to its
abolition. Mrs. J. was glad that the support teacher was available to deal

with some of the children on two mornings a week, but felt that certain

children needed more support than was available.

This was the first year Mrs. J. had worked with this age group, her
previous teaching having been with children in the First School. She was the
only teacher in the Middle School to work an "integrated day", the children

individually pﬁrsuing a number of given tasks in the course of the school day.

Children were usually organised in friendship groups, Mrs. J. allowing

the children a great deal of flexibility and choice.
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Mrs. P. was a part-time (.5) E.S.L. support teacher who had
previously worked in the Language Centre. She was ambivalent about the
move to mainstream: on the one hand, she welcomed the social integration
of bilingual children into the mainstream; on the other hand, she felt that in
the mainstream some children were not provided with the intensive support
they needed. She regretted having to work in three different classrooms with
three different teachers. She, like other support teachers in the school, felt
that mainstreaming had not been thought out fully and that the E:S.L.
support teacher was increasingly "marginalised” as a result. She did not work
in collaboration with the classroom teachers on joint activities, largely because
the classroom teachers, she felt, "don’t want to know". She, therefore,

" worked independently of them, devising language activities that were not
directly related to the current topic the classroom teachers had planned and
she worked with small groups of bilingual children, either within the
classroom or outside in the craft room when it was available. She believed
that her new role had meant a change in status, the children increasingly
regarding her, and other E.S.L. support teachers, as ‘helpers’, rather like
Child Care Assistants. On balance, she felt that mainstreaming had not been
beneficial from the more intensive provision they would have received in a
Language Centre. In her new role she felt she was "just scratching the
surface’, and questioned whether she was "supporting" the children - or the
classroom teachers. She argued that such a significant change in practice
should have involved substantial in-service provision for mainstream teachers.
As it was, mainstream teachers in the school were carrying on as if nothing

had changed.
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The Informants

All the children were aged 8-9 years old at the time of the study and
were in the same first-year class in the middle school. Of 24 children in the
class, 17 were of Pakistani origin. Three groups of children were chosen

from the 24:

Core group

92]

Name Sex
Kauser
Rafeez
Jameela
Sarwat
Aris

Qaser

£ 2 g2 M m m

Irfan

The core group consisted of three boys and four girls who were born
in Pakistan and who spoke Punjabi as their mother tongue. They differed in
the amount of time they had been in Britain but all of them had entered the
country after the age of five and all had spent time in the Language Centre
before its anlition. Of the seven, the three boys and Kauser, in particular,
were considered by Mrs. J. to have difficulties with reading and writing. All

seven children received E.S.L. support from Mrs. P. two mornings a week.
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A group

Name Sex
Zaid M
Shazia F
Gohar M
Yasmin F
Safina F

These children were all born in the U.K. of Pakistani parents. They had all
been in the First School from the age of 5 and none had spent any time in

the Language Centre. They all spoke Punjabi as their first language.

. B group

Name Sex
Zoe
Amanda

Michelle

£ m ™

Andrew

These children all had English as their mother tongue and spoke no other

language.
It was decided to use a control group of native English-speaking

children and a group of Punjabi speaking children born and brought up in

the UK. so that errors made by the core group were not judged solely in
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terms of Standard English norms as decided by the native speaker intuitions

of the researcher.

Purposes of the Study

For bilingual children the move to mainstream involved a change from
being taught English as a second language to being taught English in much
the same way as their peers for whom English was a first language. The
mainstream teacher’s responsibility was not to instruc.t them in specific
structures of the target language. Bilingual children would acquire English

naturalistically.

It was decided to look at mainstreamed children’s spoken production
of the past tense of English verbs and WH- and Yes/No questions in English
over the course of a school year, features which would normally héve: been
specifically taught in the school’s Language Centre. In the case of WH- and
Yes/No questions, E.S.L. teachers recognise that they involve a complex set
of transformations and that children learning English as a second language
will have difficulty in their formation. Because quesfion-formation is an
important element of a learner’s repertoire (e.g. its information-seeking
function), practice in situations which encourage children to ask questions is
necessary. That .guided practice is not necessarily available to the bilingual
child in the mainstream classroom. Mrs. P., the E.S.L. support teacher, had
not, for instance, planned any activities centred on the formation of

questions, and Mrs. J. had never in her teaching career taught question-
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formation. Similarly, the formation of the past tense is not usually explicitly
taught in the mainstream. For native speakers, of course, it is ‘acquired’

rather than ‘learned’.

The acquisition of past tense forms and questions has attracted a
great deal of attention in the L2 research literature, many of the studies
being concerned with establishing invariant orders for their acquisition. As
has been discussed above, claims have been made that learners of English
acquire the target language in much the same order, regardless of whether

they acquire the language naturalistically or through instruction.

Givc;n that the childreﬂ in this study were not instructed formally in
the formation of the past tense and WH- and Yes/No questions, it was
‘interesting to see how the children produced these forms in their spoken
language over the school year. The following questions guided the study:

1. To what extent have the children learned native-like rules for forming
the structures? Can the sources of any errors be identified and
explained?

2. What is the children’s development over time? Are any patterns of
development discernible?

3. In the case of the past tense what differences (if any) are there in the
children’s production of past tense forms according to the task? Is

Tarone’s vision of an ‘interlanguage continuum’ applicable?
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Phases of the study

The data were collected at two-monthly intervals over the course of
the school year 1984-198S. This' entailed visits to the school of up to three
days at a time, in November, January, March, May and July. It was decided
not to collect data at the beginning of the school yeér, in September, as the
children had only just come up from the infant school into the middle school
and needed time to become used to their new teacher and her system of

classroom organisation.

The children’s classroom was adjacent to the Craft/Home Economics
base. Mrs. J. frequently used the base as an annex to their classroom and
allowed individuals and small groups to work there. This was advantageous
for the study since the data could be collected in the base while the children
were working normally. Collecting the data in the classroom would have

meant more noise on the tapes and probably more interruptions. -

Methodology

Elicitation procedures

Corder (1973) argues that a fundamental problem with an ‘inductive’
approach to collecting naturalistic data is that the researcher is restricted to
the features found in the data. If informants choose not to use particular
features or if they avoid features in their speech, then it is not possible for
the researcher to say how or whether the informants use such features. This

may even occur with the most common features in thevtarget language, such
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as tense inflections (Richards, 1980). The researcher may have to wait a long
time for less frequent features to arise spontaneously. A ‘deductive’ approach
is therefore called for, one that involves a priori identification of relevant
features and the devising of procedures to elicit such features. However,
there are problems inherent in too narrow a focus in elicitation procedures.
According to Krashen (1977) if a learner is asked to focus attention on
formal accuracy the ‘learned’ system monitors the learner’s language
production, whereas what we need to know is what the learner produces

when not monitoring speech.

Krashen’s ‘monitor’ is a hypothetical psychological phenomenon.
From a sociolingliistic perspective, all speech is ‘monitored’ to some extent
(Labov (1970), Tarone 1979, 1982, 1983). Labov (1970) argues that the
social situation is the main determinant of verbal behaviour. Labov’s notion
of the ‘observer’s paradox’, and the need to collect data of an informant’s
vernacular has been discussed above. The researcher needs to be aware of
social factors in elicitation procedures even though it is questionable just how
far a second language learner is capable of monitoring his/her speech in
terms of target language norms if he/she does not recognise the norms.
There is the issue, though, of the extent to which the asymmetrical
relationship between the teacher/researcher and children might restrict more
casual speech. Wolfson (1976, 1986) suggests that there is no independent
entity such as ‘natural’ or ‘casual’ speech. She prefers to use the term
‘appropriate’ speech. She argues that the sociolinguistic interview to collect

everyday speech needs to be seen as a ‘speech event’ in the sense employed
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by Hymes (1974) and therefore governed by particular rules or norms for the
use of speech. Although Wolfson is concerned here with the interview as an
elicitation procedure, her remarks are applicable to other types of elicitation

procedure.

A potential problem with elicitation procedures, particularly with
children, is that if the procedures are not presented or administered
adequately, misunderstandings may arise and the desired speech data is not
investigated properly, or the informant may provide responses that are not

consistent with the procedure instructions.

This problem is discussed by Greenbaum and Quirk (1970), who
describe different types of elicitation procedures. They mention two main

aims of elicitation procedures:

- to assess the performance of informants by obtaining
language from them (performance tests);

- to obtain judgements (attitudes and opinions) from
informants about language (judgement tests).

Corder (1974) writes that elicitation ‘tests’ should be different from
other types of language test. Multiple-choice questions are not considered
suitable because the choice of distractors will cause bias, and a learner may
want to reject all the possible answers but feel an obligation to respond

because an answer is required.
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Corder lists the problems inherent in the design of elicitation

procedures within the category of performance tests:

1. Elicitation procedures are artificial and unreal if the goal is an
informant’s ‘natural’ language.

2. Since specific features of the informant’s language are required,
his/her choices need to be narrowed down. |

3. Only a very small sample of the informant’s language is obtained.

4. The informant’s attitude to the elicitation procedure has an effect that
is difficult to gauge.

S. To reduce bias, standard conditions for elicitations are required.

The Elicitation Procedures

Two tasks were devised to elicit past tense forms, and one to elicit

questions.

Past tense
1. Stoyy

On each of the five occasions a complete story was read to all the
children and they were asked to remember as much of the story as possible.
They were then asked to recount the story two days later beginning with the
words "Once upon a time . . .". The stories were taped and transcribed into

conventional orthography (Appendix A).
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By disguising the task as a memory test, it was hoped that the
children would concentrate more on communicating the main events of the
story and pay little attention to form. With the ‘story’ task the children had

the option of using the present historic. They could also avoid certain verbs.

The following stories were used for this elicitation task:

November - Zeralda’s Ogre (Tomi Ungerer)

January - The Wizard of Oz (Frank Baum)

March - Willy the Wisp (Stories for Young Children - Usborne)
May - Kassim’s Shoes (Trad., adapted by Harold Berson)

July - Tortoise’s Dream (Joanna Troughton)

2. Word List

This elicitation task obliged the children to provide 90 "yesterday”
words for the "today” words read to them, i.e. they were required to convert
a sentence in the present tense to the past. On each occasion the children
were given three examples of what was required (Appendix B). The elicited

data was written down by the researcher.

Questions

3. Elicited questions (speech balloons)

In November all the children were told what the exercise was to
involve - making questions from answers. The children were read the

answers given in speech bubbles by cartoon characters and were asked to find
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an appropriate question to fit the blank speech balloons of these characters’
interlocutors (Appendix C(a)). The elicited questions were taped and

transcribed into conventional orthography (Appendix C(b)).

The past tense in English

First language research such as that of Brown (1973) and De Villiers
and De Villiers (1973) have had an influence on morphological studies in
second language research. Brown’s study of the development of 14
‘grammatical morphemes’ in three children has been a model for second
language researchers interested in investigating the existence of invariant
orders in the acquisitio;l of a second language similar to those found in L1.
Many L2 order studies have therefore focused on the development of
‘grammatical morphemes’ such as noun and verb inflections. Although
semantically such morphemes do not play a major role in communiéation,
they are very frequent, easily obtained and can be easily described as correct

Or erroneous.

Ellis (1987) in a study of second language learners’ use of past tense
forms in narrative discourse, points out the potential problems of investigating
such forms. On the one hand native speakers will use the historic present to
relate events in narrative discourse (Frawley and Lantolf (1985)); on the
other hand, second language learners may avoid past tense forms by using
other devices to realize temporal rela(ionships between events. However,

Ellis, following Godfrey (1980), argues that there are discourse constraints on
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tense conformity and that once a particular tense is chosen it must be
maintained. If the subject is encouraged to begin a narrative using the past
tense by starting "One day . . .", then there is z;n obligation to continue in
that tense. Wolfson (1982), however, takes issue with Godfrey’s assumption
that a speaker is obliged to use the same tense throughout a narrative as
long as the temporal reference remains the same. In the narratives she
investigated, Wolfson claims that the historic present alternates with past
tense forms. She points out that there is a need to establish what "genre" -
under the broad label ‘narrative’ is being studied, as in certain genres the
discourse rules do not always allow for much tense switching. She also
argues that if native speaker speech is to be the model for second language
learners, then we need to know how native speakers use the features we

investigate.

The historic present in narrative is used to refer to events \;/hich
began and ended at some time previous to the moment at which the
narrative itself is told. It includes the use not just of the simple present but
also the present progressive and present perfect as substitutes for the
corresponding past tense forms. There are two distinguishing characteristics
of the historic present:

- the historic present alternates with the past tense in such a way that
the two are always substitutable without any change in referential
meaning;

- The alternation between the past tense and the historic present is

organized that the historic present is never found in all the verbs
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where it could have been used (Wolfson, 1976, 1982). Leech (1971)
writes that the historic present can be regarded as a "story-teller’s
licence", and is most evident when accompanied by an adverbial

expression referring to past time.

The morphology of regular verbs

- The past (V-ed;) and the past participle (V-ed,) of regular verbs have
three spoken realizations:
/1d/ after bases ending in alveolar stops e.g. waited fweltld/;
/d/ after bases ending in voiced sounds other than /d/, e.g. called /kozld/;

It/ after bases ending in voiceless sounds other than /t/, e.g. passed /pax st/.

The morphology of irregular verbs

A closed class of verbs does not follow these rules and they are
therefore considered irregular. In their description of irregular verbs Quirk
et al (1985) and Quirk and Greenbaum (1973) divide them into seven classes
according to the following criteria:

- Verbs in which all three parts - the base, the past and the past
participle - are the same

e.g. cut cut cut

v ved, v-ed,



- Verbs in which the past and the past participle are the same
e.g.  spend spent spent
v v-ed; v-ed,

- Verbs in which the base and the past participle are the same
e.g. come came come

v v-ed, v-ed,

- Verbs in which all parts are different
e.g.  speak spoke spoken

V. v-ed, v-ed,

For the purposes of this study Quirk et al’s (1985) classification has been

adapted to give six classes of irregular verbs and one of regular verbs (table

2).
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Table 3 - Classification of Past Tense Errors

Errors were classified into ten types:

1.

Present tense or base form for past tense.

e.g. Base Form required Error
ride rode ride

Be + verb + ing/$ + verb + ing for past tense.

eg. Base Form required Error
eat  ate eating

Past participle form for past tense

e.g. Base Form required Error
go went _ gone

Copula/BE auxiliary

eg. Base Form required Error

be was/were bes

Base + ed for irregular past

e.g. Base Form required Error
blow blew blowed

Analogical errors - incorrect past tense based on knowledge of other

verbs.
e.g. Base Form required Error
tread trod trood
ftrud/



7. Past tense form + ed for past tense form

eg. Base Form required Error
see  saw sawed
8. Had + past participle for past tense.
e.g. Base Form required Error
die  died had died
9. Erroneous negative forms
e.g. Base Form required Error
go didn’t go didn’t went
10. Miscellaneous - Unclassifiable items
e.g. Base Form required Error
blow blew got blow

Questions in English

There have been a number of studies into the development of
questions in first and second language acquisition research. First language
studies such as those of Klima and Bellugi (1966), Brown (1968), and McNeill
(1970) have had an influence on the methods adopted by second language
researchers in their investigation of the acquisition of interrogatives in English
(e.g. Huang, 1971; Ravem, 1970; Butterworth, 1972; Felix, i976; Cancino et
al,, 1978). From these second language acquisition studies it can be seen that
learners with diverse first language backgrounds acquirc English interrogatives
in broadly the same way with a developmental pattern similar to children

acquiring English as their first language.
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Two stages can be seen in the development of Yes/No questions:
Questions are first uninverted and marked by a rising intonation; this is
followed by increasing, though variable, inversion as the auxiliaries are
acquired. WH questions develop later than Yes/No questions in both English
as a first language (Klima and Bellugi, 1966) and English as a second
language (Hatch, 1974). Cancino et al (1978) suggest that WH-questions
follow stages of increasing differentiation as follows:

- Simple and embedded WH-questions are not inverted;

- Inversion is variable: simple WH-questions are sometimes inverted
but embedded, WH-questions remain uninverted;

- There is an increase in inversion and inversion is now found in
embedded questions;

- Finally, simple and embedded questions are fully differentiated.

Although questions have been classified according to answer type
(Broughton et al., 1980) the following classification is more formal, sources
including Quirk et al (1985), Strang (1968) and Berry (1975). Five groups of
questions can be defined: ‘

1. Wh-questions

2. Yes/No questions

3. Tag questions

4. Alternative questions
S. Intonation questions



For the purposes of this study only Wh-questions and Yes/No questions are

dealt with here.

1. Wh-questions

These must include an interrogative word or phrase: what? why?
who? whose? when? where? whom? how? and how? - compounds such
as how much? how many? how few? how long? how old? and so on.

Prepositional phrases, e.g. in which? at what?, etc. are also included.

a) Syntax

In the unmarked (unemphatic, unfocussed) form the Wh- word or
phrase begins the question whether it functions as sﬁbject (S), complement
(C) or adjunct (A) in the clause (Strang, 1968). Unless the Wh-word or
phrase is S in the clause (e.g. Who did it?), there is inversion of the S and
the auxiliary or the S and first auxiliary if more than one. If there is no
auxiliary present then DO is used as the auxiliary. BE (and HAVE when
DO is not used with it) used as full verbs (Palmer, 1965) also invert with the

S.

In the marked (emphatic, attitudinal) form, the Wh-word is located
nearer the end of the question and there is no inversion, e.g. "She did

what?", "It cost how much?".
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b. Classification
Table 4
WH1 Wh-word as S; no inversion
Example: "Who is your teacher?"
WH2 Wh-questions with DO auxiliary
Example: "Where do you live?"
WH3 Wh-questions with DID auxiliary
Example: "When did you have your breakfast?"
WH4 Wh-word with BE
Example: "What time is it?"
WHS5 Wh-word with HAVE

Example: "How many brothers and sisters have you got?"

c. Function
Wh-questions have the function of seeking information. However,
they may also be used for other functions, e.g. making a suggestion: e.g.

"Why don’t we go to the park?"

2. Yes/No questions
There is no wh-word or tag present, but inversion of S and auxiliary is

used.
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a. Syntax

Although these questions are distinguished from statements by

inversion of the S and auxiliary, this feature is not exclusive to questions.

Where no auxiliary is present DO is used to make a statement into a

Yes/No question.

b. Classification

Table 5

YN1 Yes/No questions with DO auxiliary.
Example: "Do you speak Punjabi?"

YN2 Yes/No questions with DID auxiliary.
Example: "Did you watch the A team?"

YN3  Yes/No questions with full verb BE
Example: "Are you hungry?"

YN4  Yes/No questions with full verb HAVE

Example: "Have you taken my biscuits?"
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Table 6 - Classification of question _errors

Substitution

S1

S2

S3

S4

V-ed for V. Example: "When did you had your breakfast?"

DO for DID Example: "Who do you kick?"

DID for DO Example: "Where did you live?"

Statement for question Example: "You have taken my biscuits".

Word order

WO1 No inversion of S and aux. (BE + HAVE)

Example: "What day is like?"

WO2 Word order - Example: "How much have you got money?"

Omission

01 HAVE

2 DD

03 incomplete
04 DO

05 BE

06 V-ed for V

+ absence of
DID

Example:
Example:
Example:
Example:
Example:

Example:

Past participle incorrect

PP

"How many brothers and sisters ydu got?"
"Why you get up late?"

"What is the weather?"

"%ich coca cola you like?"

"Why you not hungry?"

"When you had your breakfast?"

Example: "Have you tooken my biscuits?"
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Functionally incorrect (though syntactically well formed)

F1 Example: "How do you drive your lorry?"

Incorrect question-word

QW  Example: "Who books are they?"

Miscellaneous

M Example: "Do you talk Punjabi?"
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Table 7 STORY Acceptable and erroneous past tense forms and

percentages

The stories collected from the children (Appendix A) were analysed for
acceptable and erroneous past tense forms. The number of acceptable and
erroneous forms, the total number of past tense forms (acceptable and

erroneous) and the percentage of erroneous forms are listed in the table below:

In the table: a = acceptable
e = erroneous
t = total
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Table 8 STORY Errors according to error type; percentage totals
(Core Group)

The errors made by the Core Group and the A/B Groups in the story-
telling task were categorised according to the classification of past tense errors
in Table 3. There were 10 classes of error in all. From the overall total of 341
errors made by the children in the Core Group, percentage scores were

calculated for the errors in each class.

For the A and B Groups the combined total of errors is given.
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Table 9 STORY Scores in the story telling task - acceptable and
- erroneous forms

On each of the occasions data were collected, the acceptable and
erroneous past tense forms produced in the story task were grouped according

to 4 categories:

regular past;
irregular past;
copula/auxiliary;

historic present.

An overall score and the overall total of acceptable and erroneous forms

from each category was then calculated for each child.

a = acceptable
e = erroneous
t = total
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KAUSER STORY
Past- Past- Past- Present TOTAL
regular irregular copula/ historic
auxiliary
November a 3 14 4 0 21
e 3 13 2 0 18
t 6 27 ) 1] 39
January a 3 33 1 2 39
e 3 11 1 0 15
t 6 44 2 2 54
March a 0 10 3 3 16
e 0 5 3 0 8
t 0 15 6 3 24
May a 5 16 1 3 25
e 0 5 1 0 ()
t 5 21 2 3 31
July a 3 13 5 17 38
e 0 0 0 0 0
t 3 13 5 17 38
OVERALL a 14 86 14 25 139
SCORE e 6 34 7 0 &7
t 20 120 21 25 186
RAFEEZ STORY
Past- Past- Past- Present TOTAL
regular irregular copula/ historic
auxiliary
November a 6 18 3 27
e 0 3 1 4
t 6 21 4 31
January a 8 37 4 3 52
e 1 0 1 0 2
t 9 37 5 3 S4
March a 3 24 4 31
e 2 2 1 5
t 5 26 5 36
May a 13 29 7 49
e 8 3 2 13
t 21 32 9 62
July a 2 29 7 38
e 2 0 0 2
t 4 29 7 40
OVERALL a 32 137 25 3 197
SCORE e 13 8 5 0 26
t 45 145 30 3 223
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JAMEELA STORY
Past- Past- Past- Present TOTAL
regular irregular copula/ historic
’ auxiliary
November a 1 7 4 10 22
e 4 4 7 0 15
t 5 11 1" 10 37
January a 9 74 5 88
e 1 10 7 18
t 10 84 12 106
March a 4 38 4 46
e 0 10 5 15
t 4 48 9 61
May a 4 23 0 1 28
e 1 7 1 0 9
t 5 30 1 1 37
July a
e ABSENT
t
OVERALL a 18 142 13 " 184
SCORE e 6 31 20 0 57
t 24 173 33 1" 241
SARWAT STORY
Past- Past- Past- Present | TOTAL
regular irregular | copula/ historic
auxiliary
November a 5 19 2 4 30
e 0 1 0 0 1
t 5 20 2 4 31
January a 7 53 0 60
e 1 2 2 5
t 8 55 2 65
March a 7 24 2 33
e 0 2 1 3
t 7 26 3 36
May a 6 15 1 22
e 1 6 1 8
t 7 21 2 30
July a 9 61 2 72
e 2 5 1 8
t 1" 66 3 80
OVERALL a 34 172 7 4 217
SCORE e 4 16 5 0 25
t 38 188 12 4 242
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ARIS STORY
Past- Past- Past- Present TOTAL
regular irregular | copulas historic
auxiliary
November a 2 8 10
e 5 7 12
t 7 15 22
January a 2 13 15
e 2 2 4
it t 4 15 19
March a 0 1 0 1
e 4 6 3 13
t 4 17 3 24
May a 5 9 14
e 1 5 6
t 6 14 20
July a [ 13 1 20
e’ 3 4 0 7
t 9 17 1 27
OVERALL a 15 54 1 70
SCORE e 15 24 3 42
t 30 78 4 112
OASER STORY
Past- Past- Past- Present ‘| TOTAL
regular irregular copula/ historic
auxiliary
November a 1 2 1 4
e 5 8 7 20
t () 10 8 24
January a 2 9 1 1 13
e 2 6 1 0 9
t 4 15 2 1 22
March a 1 12 4 17
e 0 4 0 4
t 1 16 4 21
May a 3 5 3 11
e 2 10 0 12
t 5 15 3 23
July a 2 12 2 16
e 2 " 0 13
t 4 23 2 29
OVERALL a 9 40 1" 1 61
SCORE e 11 39 8 0 58
t 20 79 19 1 119
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IRFAN STORY
Past- Past- Past- Present TOTAL
regular irregular | copula/ historic
auxiliary
November 1 10 3 14
9 15 5 29
10 25 8 43
January 8 26 9 43
5 1 2 18
13 37 1 61
March 3 10 0 13
1 3 1 5
4 13 1 18
May 4 7 2 13
5 7 0 12
9 14 2 25
July 7 17 0 24
1 1 1 13
8 28 1 37
OVERALL 23 70 14 107
SCORE 21 47 9 77
44 117 23 184
ZAID STORY
Past- Past- Past- Present TOTAL
regular irregular | copula/ Historic
auxiliary
November 2 23 4 3 32
0 1 1 0 2
2 24 5 3 34
July 1 0 0 14 15
0 0 0 0 0
1 0 0 14 15
OVERALL 3 23 4 17 47
SCORE 0 1 1 1] 2
3 24 5 17 49
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SHAZIA STORY
Past- Past- Past- Present TOTAL
regular irregular copula/ historic
auxiliary
November 9 29 5 0 43
0 4 2 0 6
9 33 7 0 49
July 4 31 7 37 79
0 2 1 4 7
4 33 8 41 86
OVERALL 13 60 12 37 122
SCORE 0 ) 3 4 13
13 66 15 41 135
GOHAR STORY
Past- Past- Past- Present TOTAL
regular irregular copula/ historic
auxiliary
November 7 11 1 19
0 0 0 0
7 11 1 19
July 8 33 6 1 48
0 0 0 0 0
8 33 6 1 48
OVERALL 15 44 7 1 67
SCORE 0 0 0 0 0
15 44 7 1 67
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YASMIN STORY
Past- Past- Past- Present TOTAL
regular irregular | copula/ historic
auxiliary
November 3 17 5 25
: 0 3 4 7
3 20 9 32
July 13 43 1 57
0 1 0 1
13 44 1 58
OVERALL 16 60 6 82
SCORE 0 4 4 8
16 64 10 90
SAFINA STORY
Past- Past- Past- Present TOTAL
regular irregular | copula/ historic
auxiliary
November 3 15 8 1 27
0 1 1 0 2
3 16 9 1 29
July 5 18 3 1 27
0 6 0 0 6
5 24 3 1 33
OVERALL 8 33 11 2 54
SCORE 0 7 1 0 8
8 40 12 2 62
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ZOE STORY
Past- Past- Past- Present TOTAL
regular irregular copula/ historic
auxiliary
November a 7 12 4 23
e 0 0 0 0
t 7 12 4 23
July a 12 48 3 7 70
e 0 1 0 0 1
t 12 49 3 7 7
OVERALL a 19 60 7 7 93
SCORE e 0 1 0 0 1
t . 19 61 7 7 94
AMANDA STORY
Past- Past- Past- Present TOTAL
regular irregular copula/ historic
auxiliary
November a 7 18 10 35
e 0 0 0 0
t 7 18 10 35
July a 1" 26 3 35 75
e 0 1 0 0 1
t 1" 27 3 35 76
OVERALL a 18 44 13 35 110
SCORE e 0 1 0 0 1
t 18 45 13 35 111

108




MICHELLE STORY
Past- Past- Past- Present TOTAL
regular irregular copula/ . historic
auxiliary
November 2 14 5 1 22
0 3 0 0 3
2 17 5 1 25
July 13 42 6 7 68
0 0 0 0 0
13 42 6 7 68
OVERALL 15 56 11 8 90
SCORE 0 3 0 0 3
15 59 11 8 93
ANDREW STORY
Past- Past- Past- Present TOTAL
regular irregutar | coputa/ historic
auxiliary
November 3 10 3 5 21
0 0 0 0 0
3 10 3 5 21
July 7 14 1 24 46
0 0 0 0 0
7 14 1 24 46
OVERALL 10 24 4 29 67
SCORE 0 0 (1] 0 0
10 24 4 29 67
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TABLE 10 WORD LIST Percentage of Errors

This table shows the percentage of errors made by the children on each
of the occasions past tense forms were elicited through the word list task

(Appendix B)

NOV. |JAN. MAR. |[MAY |JULY
Core |KAUSER 66.6 65.6 61.1 56.6 57.7
Group
RAFEEZ 47.7 38.8 32.2 30 28.8
JAMEELA 70 61.1 56.6 55.5 56.6
SARWAT 64.4 57.7 53.3 46.6 45.5
ARIS 75.5 71.1 68.8 67.7 65.5
QASER "7 73.3 72.2 65.5 63.3
IRFAN 68.8 62.2 56.6 52.2 53.3
A ZAID 18.8 7.7
Group
SHAZIA 41.1 | 26.6
GOHAR 10 2.2
YASMIN 30 18.8
SAFINA 34.4 ' 23.3
B ZOE 10 4.4
Group
AMANDA 10 3.3
MICHELLE 22.2 11.1
ANDREW 2.2 0
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TABLE 11

WORD LIST

Percentage of Errors According to Error Type
(Core Group)

The errors made by the children in the Core Group were categorised

according to the classification of past tense errors given in Table 3. Errors fall

into 6 of the 10 classes defined in the table. The figures are the percentage of

errors made.

present past base +ed |analog- past tense | phono-
tense/ participle | for ical +ed for logical
base for past |irregular |errors past tense | errors
form for | tense past form
past tense

Kauser 1.3 0.7 86.5 1.0 9.4 1.0

Rafeez 3.1 78 5 13.8

Jameela | 1.0 2.9 85 2.6 8

Sarwat 0.8 1.6 87.1 1.2 9.1

Aris 5.0 5.0 83.2 6.6

Qaser 7.0 4.4 74.8 0.6 11.8 1.3

Irfan 4.5 34 84.5 7.6
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TABLE 12 WORD LIST Percentage of errors according to verb class

The total number of errors made by the children over the year were
grouped according to the classification of past tense forms into 7 classes given

in Table 2.

The figures given represent the percentage of errors made in each class.

Class
1 2 3 4 5 6 7
Core Kauser 75 4.3 87.7 100 86.1 70 3
Group :
Rafeez ] 33.3 49.2 68.6 66.1 22.5 0
Jameela 50 80 82.3 74.3 89.2 52.5 1
Sarwat 55 56.6 78.5 7.1 84.6 30 0
Aris 45 91.6 94.6 100 90.8 85 2
Qaser 65 83.3 92.3 97.1 90.8 80 9
Irfan 50 71.6 83.8 7.1 78.5 60 0
A Zaid 0 4.2 |[13.5 |42.8 |30.8 |12.5- |0
Group :
shazia 0 16.6 57.7 71.4 65.4 25 0
Gohar 0 4.2 3.8 28.6 1.5 6.2 0
Yasmin 12.5 4.2 28.8 64.3 65.4 6.2 . |0
Safina 0 8.3 44.2 64.3 61.5 12.5 0
B Zoe 0 0 0 14.3 42.3 0 0
Group
Amanda 0 0 1.9 21.4 26.9 6.2 0
Michelle 0 16.6 1.5 57.1 46.1 0 0
Andrew 0 0 0 0 7.7 0 0
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TABLE 13

QUESTIONS Errors According to Error Type

The errors made by the children in the question task were categorised

according to the classification of question errors outlined in Table 6, i.e.

S1 - S4

01 - 06
WOI1 - WO2
PP

Fl

QW

substitution errors

omission errors

word order errors

past participle errors

functionally incorrect (though syntactically well-
formed)

incorrect question word

miscellaneous errors.

The total number of errors for each child is given in the right hand

column. For the Core Group as a whole the total number of errors according to

the classification of error types is also given.
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TABLE 14 QUESTIONS Acceptable/Erroneous Forms

According to Question Class

The total number of acceptable and erroneous forms provided by each
child on each occasion questions were elicited were categorised into the 9

classes of WH- and Y/N questions outlined in Tables 4 and 5.

a = acceptable
e = €rroneous

t = total
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B WH1 WH2 | WH3 WH4G | WHS YN1 YN2 YN3 YN& TOTAL
GROUP
20E al1 3 3 3 2 1 1 1 1 16
NOV. e| O 0 0 0 0 0 0 0 0 0
tl11 3 3 3 2 1 1 1 1 16
JULY al| 1 3 3 3 2 1 1 1 1 16
el O 0 0 0 0 0 0 0 0 0
t |1 3 3 3 2 1 1 1 1 16
OVERALL a | 2 6 6 6 4 2 2 2 2 32
TOTAL el O 0 0 0 0 0 0 0 0 0
AMANDA  a | 1 3 3 2 2 1 1 1 1 15
NOV. el 0 0 0 1 0 0 0 0 0 1
t]1 3 3 3 2 1 1 1 1 16
JuLy al| 1 3 3 2 2 1 1 1 1 15
e| O 0 0 1 0 0 0 0 0 1
t]1 3 3 3 2 1 1 1 1 16
OVERALL a | 2 6 6 4 4 2 2 2 2 30
TOTAL el 0 0 0 2 0 0 0 0 0 2
MICHELLE a | 1 3 3 3 2 1 1 1 1 16
NOv. el 0 0 0 0 0 0 0 0 0 0
t]1 3 3 3 2 1 1 1 1 16
JULY aji 3 3 2 2 1 1 1 1 15
e| O 0 0 1 0 0 0 0 0 1
t]1 3 3 3 2 1 1 1 1 16
OVERALL a | 2 6 6 5 4 2 2 2 2 31
TOTAL el O 0 0 1 0 0 0 0 0 1
ANDREW a | 1 3 3 3 2 1 1 1 1 16
NOV. e| O 0 0 0 0 0 0 0 0 0
t |1 3 3 3 2 1 1 1 1 16
JuLy a1 3 3 3 2 1 1 1 1 16
el O 0 0 0 0 0 0 0 0 0
t]1 3 3 3 2 1 1 1 1 16
OVERALL a | 2 6 6 6 4 2 2 2 2 32
TOTAL e| 0 0 0 0 0 0 0 0 0 0
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TABLE 15 QUESTIONS Group Scores According to Question

Class

Whereas Table 14 lists the individual scores according to the

classification of WH- and Y/N questions outlined in Tables 4 and 5, this Table

presents the group total of acceptable and erroneous question forms for the

Core Group, and for the A and B Groups combined.

In addition, the percentage of errors made by the Core Group in each

question class is given.

a = acceptable
e = erroneous
t = total

Wil JwH2 | wH3 | wHe |wHs YNt |yn2 [ YN3 | YN

CORE e 4 28 44 41 35 11 3 3 25
GROUP a |30 74 58 61 33 |23 31 31 9
t |34 102 102 102 68 |34 34 34 34

% ERRORS 13.3 |37.8 | 75.8 | 67.2 | 106 147.8 | 9.6 | 9.6 | 227
A+8B

1]

o
-
[V}

10 2 0 0 0 3

a |18 53 52 44 34 18 18 18 15
t |18 54 54 54 36 18 18 18 18
% ERRORS 0 1.8 | 3.7 1185 | 551 0 0 0 16.6
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CHAPTER 6

ANALYSIS

Explaining Errors

A strong contrastive analysis, through a comparative description of the
learner’s first and second languages, may claim to predict, or at least explain,
errors made in the second language. Jackson (1981, 1982) provides a
comparison of the grammatical structures of Punjabi and English and notes
the differences between them. He then discusses possible errors that may

occur as a result of these differences.

Past Tense

According to Jackson, it is perhaps in the verb phrase that the
greatest number of errors are made by Punjabi speakers of English’ and
where the greatest contrasts between the languages are found. In tenses
there are a number of contrasts in the form of the verbs and in the number

of tenses.

English and Punjabi both have progressive and non-progressive tenses
but differ in that the form of the present progressive in English is the same
as the form of the simple present in Punjabi - although the word order is
different (English present progressive: Aux. + present participle; Punjabi

simple present: Present participle + Aux.)
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The present progressive in Punjabi is formed with verb root and
progressive particle ‘rya’ ‘+ auxiliary’. Jackson argues that these contrasts can

lead to interference, and the following errors may occur:

1. "He is eat the dinner" for "He is eating the dinner"

2. “She ringing the bell" for "She is ringing the bell"

3. "He eat the dinner" for “He is eating the dinner"

4. "At school I am playing for "At school I play with my
with my friends" my friends"

5. "On Saturday I was going  for "On Saturday I went to the
to the park” park"

(Jackson, 1982)

In the past tense in Punjabi the past participle is usually used with no

auxiliary present. The following errors, according to Jackson, may be the

result:
6. “She pushing her" for "She pushed her"
7. ‘I dog come out with me"  for "My dog came out with me"

Further errors, Jackson claims, may occur because the past perfect in

Punjabi (i.e. Lexical Verb past participle + aux. past) is employed as a simple

past tense:

8. "As I was walked" for "As I was walking"
9. "He didn’t came" for "He didn’t come"
10. "I didn’t saw" for "I didn’t see"
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Jackson goes on to point out errors that may occur in the past tense
in the formation of questions because of the contrast between Punjabi and
English. In English, when there is no auxiliary verb in the VP, the auxiliary
‘DO’ is used with the lexical verb in the infinitive form to form interrogative
and negative clauses. The following errors are possible:

11. "What he done?" for "What did he do?"

12. "Did you had a good sleep?" for "Did you have a good sleep?"

Jackson argues that this can lead to overgeneralization into declarative

clauses:
13. "He did came" for "He came"
14. "We do watch" for "We watch"

In Punjabi the perfect tense is used for completed actions in the past
that have some connection to the present. This may explain the following
€rrors:

15. "On Saturday I have been to my Aunty house", for

"On Saturday I went to my Aunty’s house".

A further contrast pertinent to this study is the omission in Punjabi of
the copula in Equative and Intensive Clauses, particularly in negative clauses.
According to Jackson, the following errors may result:

16. “This chalkboard" for “This is the chalkboard".

17. "She quiet" for “She is quiet”
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Questions

Whereas in English polar questions employ inversion - either of the
first auxiliary of the V.P. or, in the absence of an auxiliary in the V.P. by the
insertion of the auxiliary ‘DO’ - in Punjabi there is no inversion or change in
word order. Jackson suggests that this contrast is the source of the following

€ITOIS:

18. "You can run?" for “Can you run?"
19. "You know where they finding? for  "Do you know where to

find them?"

In Punjabi there is again no inversion in information questions. The
Wh-word comes immediately before the verb, which is at the end of the
clause. Although this contrast would predict errors in terms of the position
of the Wh-word, Jackson argues that this does not in fact occur. What does

occur, as in the case of polar questions, is no inversion in the English:

20. "What this is?" for "What is this?"

21. "What he done?" for "W}.lat did he do?"
22. "How I do this?" for "How do I do this?"
23. "How big he was?" for "How big was he?"

Jackson writes that in Punjabi there are no modal auxiliary verbs and claims

that Punjabi speakers will avoid using modal verbs in English for this reason.
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He provides one example where a modal is avoided:

24. "What do you like?" for "What would you like?"

One limitation of Jackson’s approach is that he bases his description
of Punjabi on reference grammar books (one dated 1912) rather than on the
Punjabi spoken by people of Pakistani origin in Britain. Another problem is
that in his approach alternative interpretations of errors are not mentioned.
For instance Jackson (1982: 84) claims that the error:

24. "It were too dark” for "It was too dark”

is probably the result of interference from the Doabi dialect which has the
same verb form for all persons in the past tense. There are, of course, other
possible explanations that do not involve interference. The error could occur‘
because of the influence of local dialect, or it may be the result of
overgeneralization, i.e. all other verbs in English have the same form for all
persons in the past tense. If we turn to the study we can examine if the

errors that occur can be ascribed to interference from the first language.

The analysis

Past tense

Jackson’s contrastive analysis of Punjabi and English would predict a
large number of errors in class 2 of error types, ie.

¢ + V + ing/present participle FOR past.
However, the core group only made 13 errors (3.8%) out of a total of 341

(Table 8). All of these errors were produced in November, and many of
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them were made by Qaser (Appendix A6(i)). Three of his errors involve
deletion of the auxiliary:

"Eating his dinner. They’re on farm the girl getting water.

Giant coming."
These errors are similar to the examples shown by Jackson (Exs: 2,6 ). But
Qaser also uses the present participle with the auxiliary in place of a past
tense: e.g. "Giant fall down. Then he is eating his dinner. Then his friends

came" (November) (Appendix A6(i).

Again, these errors could be interpreted as intralingual. Richards’
(1974) notion of ‘False Concepts Hypothesized’ offers an alternative
explan;tion - i.e. the informant employs the present continuous as a narrative
tense. It may simply be the case that Qaser is using the tense he knows best
for the demands of the situation. Duskova (1969) hz.ls written that the
present tense, which is learned first, may substitute for forms not yét fully

learned.

Irfan also makes errors involving deletion: e.g. "Giant catching all
people . . . The giant come and catching them . . . They didn’t catch’ them.
All hiding". (November: (Appendix A7(i)). Overall, though there are few

errors in this category (3.8%).
Aris makes the following errors in his retelling of the stories:
was sleep (March) (Appendix AS (iii))

was start (May) (Appendix AS (iv))
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Jameela, in November, makes these errors:

been

been giving

been grown (Appendix A3(i)
These errors may be ascribed to the learner’s L1 (Jackson’s examples 5, 8 +
15), but they may also be seen as intralingual errors. Richards (1974) suggests
that ‘was’ might be seen by the learner as a past tense marker in the same
way that ‘is’ is interpreted as a present tense marker. These few examples of
errors demonstrate a fundamental dilemma in Error Analysis - that of locating

the source of errors. Abbott (1980: 121) has warned us that

“. . . researchers will tend to find in their corpuses ample
evidence of what they EXPECT to find"

and it has been the case in the past that researchers have been all too ready
to ascribe errors in production to underlying psycholinguistic stratégies.
Selinker (1984) is now more cautious than hitherto, and admits the difficulties
of using a priori ‘structured lists’ to investigate a learner’s interlanguage. He
argues that the issue of language transfer is more complex than his earlier
writing suggested. He says that the "jury is still out" on the question of how
a researcher unambiguously demonstrates transfer, and that language transfer
interacts with other processes throughout a learner’s interlanguage
development. In chapter 2, reference was made to studies by Dulay and Burt
(1973) which claimed that most errors made by second language learners
could be ascribed to intralingual sources, and only a very small percentage of

errors were interlingual. Although language transfer was only given a small
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role Dulay and Burt did allow for some L1 influence in second language
acquisition. One problem, however, is that language transfer may not work in
the straightforward way Jackson and Dulay and Burt, in their different ways,

claim.

It may be that interlingual and intralingual factors work together, and
that error sources are not discrete (Dommergues and Lane, 1976; Andersen,
1978). As mentioned above, Taylor (1975) argues that as a learner becomes
more proficient in the target language he/she relies less on language transfer
and increasingly on overgeneralization of target language rules. This may
well be the case, particularly, as in Taylor’s research, the learners were adults
at early and i;ltermediate stages in learning English as a foreign language.
There is nothing to suggest in this study - either in the story-telling or the
word list that there is a change of strategy with increasing proficiency. It
would be necessary to conduct a more extensive study over a longef period,
taking children at earlier stages. It may well be that, as in Taylor’s study,

- language transfer is more likely to be a strategy used by adult learners in
foreign language classroom settings rather than by those learning a second

language naturalistically.

Returning to the issue of determining sources of error, Dulay and
Burt (1973) have claimed that most errors are caused by learners simplifying
the learning of the second language by generalising rules previously acquired,

or by processing L2 data in a similar way to children learning their L1.
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The strategies employed include overgeneralization of target language
rules, simplification by redundancy reduction, and transfer of training. If we
look at errors in the story-telling tasic we find that it is category S (table 8)
(Base + ‘ed’ for irregular past) that the second highest number of errors are
found (Core group: 50 errors out of 341 [14.6%]; A + B groups: 10 errors
out of 32).

Examples of errors in this category include:
blowed - Qaser (May); Jameela (January, Marcil, May); Irfan (January,

May); Rafeez (March); Sarwat (March).

taked - Jameela (January); Irfan (January); Kauser (January).

gived - Jameela (January, May); Kauser (January); Michelle
(November).

falled - Sarwat (March); Kauser (November); Shazia (July).

hided - Michelle (November); Kauser (November).

These morphological overgeneralizations are similar to those made by children
acquiring their first language (Berko, 1958). Indeed, Michelle, whose L1 is

English, makes errors in this category.

It is in the word list that we see more evidence of morphological
overgeneralizations by both children whose first language is not English and
by those whose mother tongue is English. Table 11 shows that for all the
core group the overwhelming number of errors was in category 5 (Base +
‘ed’ for irregular past). One explanation for this difference in results between
the two elicitation tasks may be that the children are overgeneralizing less

familiar verbs. Andrew, for instance, who makes no errors in the story-telling
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task, produces ‘winded’ (for ‘wound’) in the word-list' task (November). All
the children in the sample produce this error at some point. Again, we need
to examine the errors made by those whose second language is English from
those whose mother tongue is English. All the children in the sample made
some errors. What is surprising about the word-list task, however, is the high
number of errors that were elicited. This begs the question: Do the children
produce overgeneralized forms because of the elicitation task? Table 12
shows that it is in class 4 that many word list errors occur. In the story-

telling task there is no evidence of such errors.

In the story-telling task the core group produ'ce the greatest number
of errors (187 [54.é%]) in category 1 of error types (table 8), i.e. ‘Base for
past tense form’. Qaser and Irfan, in particular, produce a lot of errors that
fall into this category (Appendix A). If we look at the boys’ acceptable
forms we find Qaser produces ‘put’ in May and in July and Irfan pfoduces
‘put’ in November. These forms are, of course, correct in terms of target
language, although they may be ‘covert errors’ (Corder, 1971). In the word
list, however, Qaser produces ‘putted’ for January, March, May and July and
‘put’ for November. Irfan produces ‘putted’ in March but ‘put’ elsewhere.
Meisel et al (1981) question the assumption that what a learner produces
necessarily reflects the best of his/her linguistic abilities. If a person needs to
communicate in a second language it is not always possible to reveal one’s
best as ‘shortcuts’ need to be taken. It may be that because in the story-
telling task the emphasis is on communicating the events, several children

take a shortcut by adopting a strategy of ‘simplification’. Simplification is the
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same kind of strategy used by children acquiring their mother tongue,
whereby the syntax of the target language is simplified by deleting redundant
morphology, such as 3rd person singular ;)r past tense morphemes (Duskova,
1969). The learner, therefore, focuses on producing semantically significant
forms. It could be that Qaser is deleting 3rd person singular s’ as well as
past tense morphemes when he uses base forms, i.e. he might be using the
historic present. Richards (1973) writes that the ‘-ed’ marker in narratives is
redundant since the past can be indicated lexically with ‘Once upon a time’ or
‘One day’, etc. Whereas the story-telling task produces examples of
functional redundancy, the word list may encourage ‘hypercorrection’, mainly
because of the emphasis on form. This may explain why many errors fall into
Class 4 (table 3). Children may be replacing the ‘deleted suffix’ (Palmer,
1965). Hypercorrection may also be brought about as a result of the
asymmetrical relationship between teacher/researcher and child/informant.

(Labov’s Principle of Subordinate Shift (1970)).

Focusing solely on errors made by the children fails to show the way
they use the same forms variably in the same text. If we look at the past
tense forms produced by members of the core group we find the following

(Figures in brackets denote no. of times form is produced).

Qaser: stopped/stop(3) (November)
wanted/wants (January)
saw(2)/sawed/see (March)
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Kauser took/tooked(2); made/méked(Z) (November)

gived/give (January)
throwed/throw ' (May)

Irfan made/make(2); came/come (November)
gave(3)/give (January)
climbed/climb (March)
found/finded(2)/founded; forgot/forget (July)

Jameela made(2)/make/maked (November)
gave/give/gived (January)

Aris took(2)/take (January)

Rafeez kept/keep * (May)

Sarwat saw(8)/sawed(5) (July)

Members of the A group produced the following:

Yasmin made/maked (November)
Safina ate(2)/eat (November)
Shazia fell(3)/falled (July)

Of the B group only Michelle produces

variable forms: hided/hide (November)
Similarly, over the course of the year children produced past tense
forms variably in the word list task. There are several examples of children

producing a target language form on one occasion only to produce an
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erroneous form at a later date. Auis, for example, produced a<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>