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CHAPTER I

INTRODUCTION

Intent

This study was undertaken in order to discover how

a French and Spanish speaking child can acquire English as

a third language. It describes .the linguistic experience

of a ten year'old boy who changed from the combination of
a French home environment and Spanish school and playmate

environment, to an English school and play environment

. with French maintained at home only by his father.

It shows what might be texrmed a natural acquisition
of English; that is, no special teaching was provided
either in the classroom or at home. He was expected to

pick up English from schqol, other children, and his new

" mother as well as he could.

It was felt that this method of learning might indi-

cate the most persistent problems encountered in English

by a child with his language background. It was lHoped that

by identifying these problems, some conclusions and sugges-—
tions might be found which could be helpful to elementary
teachers of English as a second or third language. An at-
tempt was made to distinguish between problems caused by .

non-mastery, which could be expected to be solved with time
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and K exposure to English,»and those caused by interference
from his other languages, which could be solved bést by
:specific teaching; '

The»two major language areas covered in the stuaf
were grammar and phontlogy. The chapter déaling with
grammar was divided into two sections: morphology and
syntax, and séhtence formation. Errors in both grammar
and phonology were classified, described and discussed.
It was felt that the teacher of English as a second or
third language would f£i 31 it helpful to know which speci-
fic errors might be expected at differentvstages during a
-child's acguisition of English, and also which errors seemed

most persistent and difficult to overcome.

2. " Biographical Backgroﬁnd

The subject of the stﬁdy was Jean-Marc Chamot, born
November 5, 1958, in Ccchabamba, Bolivia. His parents
were French speaking, but his-envircnment was almost com-
pletely‘Spanish. In infancy and early childhood he spent
brief holidays in alternate years with his paternal grand-
parents in Lausanne, Switzerland, Wh;re his Vaudois French

' was strengthened. At age ‘'one and a half, the family moved
.to Santa Cruz, Bolivia, where he acquiréd this area's type
of Spanisﬁ.

The lack of adequate schooling presented a problem

and several nursery schools. and.kindergartens were tried

10



but found unsatisfactory. Finally he settled in a Bolivian

school at the age of seven, The instruction was completely

-in Spanish and his playmates were all-Bolivian, so French

was spoken exclusively with his parents and some of their
friends.

In 1966 his father was transferred to Bogotd, Colom-
bia, and Jean-Marc attended Colegio Helvetia there.for a

short while. Most of the instruction was in Spanish, but

- French and German were taught as foreign languages. He did

not adjust satisfactorily to this school, and so returned

‘to his previous school in Bolivia and boarded with a French

speaking family there.

In March, 1968, he finally left Bolivia and returned
to Bogoté, where he was enrolled in Colegio Estados Unidos,
an American school geared for Colombian students. Here he
was placed in the English Preparatory section with other
students who knew no English. Unfortunately, the teacher
was inexperienced and taught ﬁostly in Spanish. English
instruction was limited to lists of nouns and verbs for

memorization. -

In May he accompanied his family for a six weeks

”

~holiday in Switzerland, then returned to Bogotd for another

six weeks at the same school.
At this time his father was still speaking to him

in French and his new mother spoke Spanish with him.

11 '_'_



However, his parents communicated with each other in English,
- so0 he did begin to hear the language. Thus, in September,
1968, at the age of nine years ten months{ Jean-Marc was
using two languages for communication: French with his
father and French speaking relatives and friends, and
"Spanish with his mother, teachers, school mates and others
in his daily environment. At this point he was a coordinate
bilingual, as defined by Saville & Troike (1970), p. 16:

. "A coordinate bilingual has typically learned
his two (or more) languages in separate func-
tional contexts, where it was necessary to

S learn each language for communication in
specific situations, and little or no direct
- translation was possible (e. g., home vs.
- playmates, parents vs. grandparents, etc.)"

It was at this point that Jean-Marc arrived in the
United States and was enrolled in the fourth grade at
Highland Park School in‘Austin, Tgxas. His teacher was an
older woman, somewhat oldffashionéd in appréach, who spoke
neither French nor Spanish. There ﬁere no Spanish surname
students in his class, and he never mentioned speaking
Spanish or French with anyone at school.

He continued to speak Spanish with his mother at.
home, however, until after Christmas, which was spent in
Tuiga, Oklahoma, with his American grandparents. When the
family returned to Austin in Jaﬁuary, his mother began

speaking to him almost exclusively in English. But his

"father continued to speak French with Jean-Marc for the

12
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remainder of the time covered by the study; that is, until
June, 1969. '

T Jean-Marc was stronély motivated to learn English,
as he could not communicate at school without it. He suf-
fered a considerable amount of teasing from the other .
childrén, and felt they didn't like him because he couldn't
speak good English. By the spring he began to have a few
friends, and he somehow managed to pass.the vyear. It was
recommended at the end of the school year that he have re-
medial reading during the summer to prepare him for f£fifth

grade, and this was done.

Limitations of Study

The principal limitation is that inherent in all
case studies, that is, the gquestion of relevance of one
individual's experience to the experience 6f a group.
Insofar as the subject is "normal" or "average"”, he is a
good example of what can be expedteé in the middle range
of a group. His personal peculiarities, however, will
ﬁot necessarily be applicable to others his age. The
problem is to define what is typical and therefore signi-
ficant about a'particular subject. In the case of a bi-

lingual subject the problemrigAintéﬁsified because any bif

.lingual person in this country’is~¢ertainly different from

the majority of the popu’ 2tion, ‘and therefore, it could

be argued, atypical.

a
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In the case of Jean-Marc, perhaps his‘greatesf aif-
.ference from most other bilingual children in America, is
that he did not suffer from the socioeconomic disadvan-
tages which are usually found in American cﬂildren for
whom standard English is a second language or dialect.
‘This could be considered a plus which might have facili-
tated his learning of English. .

On the minus side is the fact that his home and
° family life had not been stable, and this dcubtless caused.
cerfain emotional apprehénsions which may have interfered -
with his Epglish'acquisitioﬁ.
Aside from these two considerations, he appears to
he an "average" child in terms of school achievement, as
demonstrated by his subsequent successful progress in the

American school system.

It was felt that in his case, school'achievement
was a more accurate indicator of ability than an intellji-
gence test, as many specialists in the field of bilingual
education are convinced that intelligence tests are so
verbally and/or culturally weighted as to make their vaiid—
itz for bilingual subjects Very gquestionable (Andersson &

Boyer, 1970; Saville & Troike, 1970).

4,  Related Research

Much of the research relating to bilingualism as a
phenomenon has to do.with programs for teaching bilingual

children in American schools, measurement and analysis of

14
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bilingualism, and the effect of bilingualism on inteili-
-gence and school achievement. Almost all the studies deal
with a group or groups of children learning a second lan-
guage or receiving instruction in two languages, though
there have been a few stﬁdies of. second language acquisi- .
"tion and concurrent acquisition of two ianguages by indi-
vidual children. A review of recent research in the area
of bilingualism is included in thé first part of Chapter II.
- Other research pertinent to the present study is |
thaf relating to child aéquisition of language. The man- -
ner in which a child learns his mother language and-—the
problems he encounters provides a useful developmental
~guide which can be relevant fo the childllearning his
second or third language. The principal works consulted

in this field are reviewed-in the second part of Chapter II.

5. " Design of the Study

Purpose

This study.was undertaken in order to analyze the
progress over a nine month period of the acquisition of
English by a ten year old bby who was already bilingual in

French and Spanish.

Gathering of Data

Samples of the subject's oral language were collected
" at intervals averaging about twice a month, from October 14,

1968 to June 22, 1969- It was suggested that samples of




the:family dinner table conversation be taped,vgs it was
feltvthat this would be conducive to informal speech re-
flecting the subject's 1an§uage perforhance in an unstruc-
turéd situation. The tapes were, in fact, almost completely
unstructured, though the parents did ask questions and try
to elicit_conversation when the subject was not very.talka—
tive. The exception was in Tape 19, which contains two
drills, one grammatical (interrogative fransformation drill)
and one phonological (light and dark:/l/ and English /x/).
Since neithef of these had many errors or yielded any spe-
cial insights and Tape 19 was extremely long (250 utter-

ances), these drills were not included in error classifica-

tion and analysis.

Equipment

The equipment used was a Wollensak tape recorder
and standard microphone. The microphone was placed in

the center of the table with no attempt at concealment,

so that the subject was aware that he was being taped:

he enjoyed it thoroughly. In most cases the recordings
were quite clear and readily understandable. Some finer
phonétic nuances were lost, however, making it necessary

to render the phonological sections in broad rather than

‘narrow transcription. Only Tape 23 was discarded as being

of such poor recording quality that it was partly incom-

prehensible.

16



Method of Analyéis

The typescript of the corpus was divided in 3495
utteérance units, eaéh of which usually corresponded to a
complete intonation contour. ihe exceptions were utter-
ances that were interrupted or cut off, or ones that |
started and then trailed off as the subject of conversa-
tion changed. The utterance units ranged in length from
a single word to subordinate sentences containing as many
aé eight embedded clauses. Each utterance was numbered
according to>its position in the'tapé'concérned. Thus ,
utterancé 1:25 was the twenty-fifth utterance in Tapé'l.‘
Utterances which did not form-completeﬁsentences were
either elliptical and the omitted constituents obvious
from the context, or else they were one of the following
types: |

1. yes/no and formula/exclamation

These consisted of single words or expressions

such as yes, no, okay, mh-~mm, uh-uh, thank you,

" thanks, hello, goodbye, oh, gee, gosh, wow, etc.

2. Noun Phrase
These consisted of a single noun, ART + N,
ART + N + N (i. e., a noun compound), (ART) +
PREP + N, and similar constructions containiné
no verb.

For the grammatical analysis, each utterance was

17
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Aruitoxt provided by Eic:

10

examined for differences from the standard of English with

which the subject was in contact. These differences were,

for the sake of convenience, labelled "errors', and were

-

described under the following categories:

1. Morphology and Syntax

errors

b. errors

é. errors
d. errors
e. errors
f. errofs

g. errors

verb forms

noun forms

pronoun forms
adjective usage
adverb usage
preposition usage

article usage

omission of constituents

i. redundancy of constituents

2. SentencCe Formation .

b. errors
C. errors
d. errors

e. errors

in
in
in

in

receiver,

word order errors in simple assertions

negative transformgtions
interrogative transformations
complement pattern sentences

minor sentenﬁe patterns: transitive

indefinite patterns, and passive.

- f£. errors in subordination and embedding

Examples of each type of error were given, and in most

cases errors Could be attributed to either interference

OT non-mastery.

For the phonological analysis, three minute selections

18
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from each tépe were used. Usually these comprised minutes
10 to 13 of each tape, but minutes 12 to 15 were used
when the earlier section had long silences or extensive
conversation between the parents only. The utterances
"were then transcribed phonetically, using broad transcrip-
tion for the most part. Symbols used were those of the
International Phonetic Alphabet, with a few minor varia-
tions as shown in Table\7 (p. 151) and Table 8 (p. 153).

Items which deviated phonologically from the author's
sPeéch or from Central Teiés speech were also termed
"errors' for convenience, and were classifed as follows:

1. errors in consonants

2. errors in vowels

3. errors in suprasegmentals
Examples of each type of phonological difference were

given, and an explanation advanced for their occurrence.

-

Language Standard

. It was necessary to choose a standard of language by
which the subject's language could be evaluated. Since
the author's own speech was the subjeét's most constant
model, it was used for the English standard. In addition,
any items.known to be typical of Central Texas were includ-
ed as part of the English standard..

The French standard was that of Vaud, Switzerland, as

spcken by the subject's father. While there were some

19
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complete utterances in French throughout most of the tapes,
there were only occasional words in Spanish;'making it
difficult to relate them to the Spanish standard, which
was that of Santa Cruz, Bolivia. Certain phonological
characteristics of this Spanish were useful in inter-

preting some English errors.

Tables

Tables summarizing information on grammatical and
phonological errors, rate of progress in mastery of prin- .
cipal errors, and showing the sound systems of the three

languages involved, appear in the chapters concerned.

Conclusion

The final chapter of this study reviews the main
findings and <cmments on their implications for the teach-

ing of English to speakers of other languages.



"CHAPTER II

| RECENT RESEARCH IN BILINGUALISM AND LANGUAGE ACQUISITION

Bilingualism ' L

The maiority of early studies on bilingualism were

_concerned with the measurement of its effect on intelligence;

most found it to be detrimental. Reseérchers in this area
have become increasingly aware, however, that complex social
and psychological factors stfongly influence a bilingual
child's performance'in either of his languages. Many newér~
studies have concentrated on the analysis of these factors

ana the development of adeguate measurement instruments for

each.

Most recent ;tudies show that when groups of bilingual
and monolingual children are matched for parental socio-
economic status, the bilinéuals do at least. as well and
often better than the monolinguals, especially on non-
yerbal measures of intelligence. Jones (1960) reviewed
the extensive studies made of Welsh-English bilingual
children by him and others in previous years. When he
matched parental occupatioﬁs of the Qilingual and monolingual
groups, he found no significant difference in performance
on non-verbal measures. This contradicted previously held

opinions'about retardation due to bilingualism in Wales.

The Peal and Lambert (1962) study in Montreal also showed

that bilingual children were far superior to monolingual

21
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ones Pn both verbal and non-verbal intelligence tests. The
only |large-scale recent study reviewed which still holds to
the :otion of a '"balance effecfﬁ in second language learn-
ing is that of Macnamara (1966], who found that Irish bi-
lingual children tested well below the norms- established
for English children.

Other studies of bilingualism have been case histo-
ries of individual children exposed to tﬁo languages
more or less from birth. They differ from the present
study in that ‘only two languages are involved and the pe-
riod covered is at a younger age. The most coﬁplete study
is that of Leopold (1939—1947j, which in four volumes des-
cribes the acquisition of English and German by his daugh-
ter, from the babbling stage to.age two, with a less de-

"tailed treatment of her-later language development.

A complete survey of bilingual schooling in America
wés made by Andersson and Boyér (1970), presenting nof
only the quite fascinating history of experiments with two
languages of instruction in this country, but also present
programs, their problems, needs, and methods.- A potentially

. significant hypothesis of this study is that children need
to be_literate in their mother tongue before they can be
truly successful in reading and writing their second lang-
uage. "If this is so, it would cast a certain amount of doubt

on the validity of many studies and testing of intelligence

.



5

and aéh%evement of bilingual children, as usually speakers of
) other 1£nguages have been expected to operate sokly in English
once they enter our public school systemn.
The studies described in this chapter are classified
" according to type, and are arranged in chroﬁological ordef un-
der each classificatién. They include recent studies from 1934

to October, 1971.

a. ' Studies Concerning the Effect of Bilingualism on Intelligence.

Anastasi and Cordova (i953) used the Cattell 'Culture

. Free' Test oﬁ a group of sixth to eighth grade Puerto Rican
children in New York City Schools. Half of the group was
given fhe English version, the other half the Spanish one,
and the procedure reversed on subsequent testing two weeks
"later. The scores were significantly below Cattell's norms,
and the authors.felt this was due to the low -socio-econcmic -
status of the parents, a language handicap limiting mastery
in both languages, and an uninterested  attitude toward the
éest. ‘

Johnson (1953) studied a group of Spanish-speaking
boys aéés 9-12 in- the southwestern United Statég. He com-
pared two tests ofwéntelligence to two measures of bilingu-—
alism to ascertain whether the instruments measured the same -

- or different factors. The tests used were the Otis Self-
Administering Test of Mental Ability (Intermediate), the

Goodenough Draw-a-Man Test, the Hoffman Bilingual Schedule,

3



aﬁd the Reaction-Time Test of Bilingualism; This last
measures facility of manipulation of symbols in each lan-
guage by asking the subjects to say as many words in é
givén language as possible in 5 minutes. After adminis-
tering the same test in the other 1angué§e two weeks later,
a score is obtaimed by calculating the ratio between the
number of words in each language. He found that the Reac-
tion-Time test measured the same‘factoré:as the Hoffman,

but was more sensitive. High Otis scores weré correlated
with low degree of bilingualism (little knowledge of. Spanish),.
but high degree of bilingualism was associated‘with superior

performance on the Goodenoughl

Cooper (1958) gave various types of intelligence
tests (wholly oé partially non-verbal) to fifth grade stﬁ—
dents in Guam who were bilingual in Chamorros and English.
He found that in group tests the California Achievement Test
égreed best with teacher ratings of students, and that for
indididual intelligence tests the Wechsler Intelligence
Scale for Children gave the best prediction of achievement
on the CAT.

A sophisticated and comprehensive study of bilingual-
ism was carried out by Peal and Lambert (1962) on a large .
‘group of bilingual and monolingual égn year olds in Montreal.

The intelligence measures used in this study were the Lavoie-

Laurendeau Group Test of CGeneral Intelligence, the Raven

’ <4
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Progressivé MatricesATést, and the Thurstone Primary Men-
tal abilities (partial-translated into French). The bilin-
gual children scored higher than the monolingual ones on the
non-verbal portions of these intelligence tests and also on |
the verbal portions. The authors attributed this unex-
'pected finding to the fact that compound bilinguals in parti-
cular may develbp an ability to separate an object from its
symbol and thus think With abstract concepts; in addition,
~bilinguals may have learned more flexibility in their think-
ing-through developing tﬂeir skill:in code-switching from -
one language to anothef. In seeking an expianation for the
unusual result of bilingual superiority on verbal intel-
ligence measures, the authors consider several factors.

One was that their method of sélecting bilinguals for the
sample could have favored the more intelligent ones, as

size @£ vocabulary was used for the Selection. They also
comment on the éiﬁilarity of much French and English vocabu-
lary, so that transfer would aid a French-English bilingual.
In the case of dissimilar languages, however, this benefit
of transfer woula_not exist.

Kittell (1963) made a carefully. controlled study cf
blllngual and monolingual children in grades 3 and 5 in
Berkeley, California. They were matched as to parentsﬁ
occupational class and given the California Short-I orm

‘Test of Mental Maturity in grade three and again in grade

29
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five. The bilingual children did significantly better on
the secqnd testing and made superior scOres.to fhe unilin-
gual fifth grade children. This was particularly true of
the bilingual girls. He contludes that intelligence scores

in the primary grades dd_not adequetelj.measure the ability

" of bilingual children.

Macnamara (1966) did a comprehensive study of the

effect of bilingualism on achievement and intelligence of

Irish primary school children. He administered the Jen-

kiﬁs Scale of Non—Veﬁbal Reasoning to the group and compared
the results with nofms set up for English children. The
Irish children obtained significantly lower scores than
their English counterparts, and thé'author attributed this
to lack of test sophisticafion and to poof reading ability

which prevented them from reading the directions accurately.

" Studies Concerning Language Dominance, Recall, Degree of

-'Bilingualism and Interference

Hoffman (1934) devised a Bilingual Schedule which
has been used in many subsequent studies to ascertain de-
gree of bilingualism. It is a gquestionrnaire concerning a

biiingual‘'s use of each language. A 4-point scale indicates

-degree to which he uses a language with other members of

the family, in reading matter, entertainment, and thinking.
to

. In additionjthe subjectivity inherert in the responses to

any guestionnaire, it does not relate language behavior to

<6
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sbcial context.

| ‘Lambert (1955) used the reaction time in each lan-
guage as an index of langdage dominénce. The subjects
facéd a keyboard of eight keys,.four-for each hand and four
different colors on each side of the keyboard. The direc-
tions were "Left, #ed“ or YGauche, rouge“, and the reaction
time needed to depress thes appropriate key was computed for
each language. He accounted for indiviaual differences by
making the speed of response relative to the individual's
speed of response in his faster language. Balanced bilin-
guals had equal reaction time in both languagés. He also
devised a Word Association Test in which subjects were given
a stimulus word of high frequency and asked to respond. in
-the same laﬁguaée with as many words as they could think.of
suggested by the stimulus word. 45 seconds were allowed for
fesponse time for each stimulus word. He found that the
dominant language gave a + score, thaf_is, a greater num-
ber of responses.

Lambert, Havelka and Gaxiner (1959) used three mea-
sures to determine language dominance. Twenty words in
French and English of equal length and frequency, but dif-
feéent content, were presented tachistoscopicélly to English-
French bilingual university students. The time of presenta-
tiop was lengthened until the subject could report the word

correctly. This procedure gave a measure of the threshold
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of recognition, and it was found that the degree of bilin—
-gualism affected these perceptual-processes. The second
test was word completion._ Subjects were given two-letter
sequences which are common beginﬁiﬁgs for words in both
languages, and given 60 S¢conds to complete as many as pos-
'sible in both languéges. There was a positive correlation
between degree of bilingualism and comparative word comple-
tion ability. The third device tested facility in word de-
tection. The subjects were given-a series of letters (sucﬁ
as ﬁANSONODENQ}_and had £o find as many English and French
words in it as possible. Here, too, the comparative fa-
cility of-word detection correlated positively with degree
of bilingualism. In a test of reading facility, the same
.correlation was noted. In the reading selection there were
a number of words spelled the same in both languages but
pronounced differently. The language in which the bilingual

E

was dominant predisposed him to pronounce ambiguous words

in that language. The only measure used in this study which .

did not correlate positively with degree of bilingualism

was. a test of translation. .

) Lerea and Kohut (1961) studied a group of monolin-
guals and bilinguéls on verbal task performance. The sub-
jects wére carefully matched in.agg, intelligence, sex, and
socio~economic status. The Micro Utterance-Association (ac-

'quisition) was followed by the Rogers' Test of Personality
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‘Adjustment and then the Micro Utterance-Association (re-

T 1le /hing). The results showed that the bilinguals learned
an:Trelearned the MU-A task more rapidly than the monolin-
guais; there was a significant correlation between the speed
of learning MU-A and intelligence among the mbnolinguéls;
neither group showed ény relation between MU-A performance
and social maladjustments as revealed by the Rogers test.
The authors felt that the bilinguals had a special ability
that has not been realized previously. .

"Ervin-Tripp (1961) tested Itaiian bilinguals ﬁor
recall of pictures. English and Italian were ﬁsed during
learning and recall. The subjects recalled the pictures
in their more fluent language, even when they had 1earned
.them in the othér language. Best recall was when 1earnihg
was in dominant language as well as recgll, and worst recall
was when learning was in dominant language and recall in
the other language. The authqr conclu@ed that when the
overt language is restricted, there afe covert responses
in dominant language, and that spontaneous translation is
more likely into the dominant language. .

The Peal and Lambert {1962) study previously discussed
uséd three tests to determine degree of bilinualism, as
‘well as a guestionnaire about family language use and fa-
ther's occupation, and a subjective self-rating scale. The

Worxrd aAssociation Test {modified for group use) presented

-
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wor?s from French and English lists alternately, and children
were given 69 seconds to write down as many words:.as possi-
ble suggested by each stimulws word. A formula was used to
compute balance or dominance of oné language. The Word
Detection Test was a modificatién of the one described above
under Lambert, Havelka arid Gardnér (1959) . The children
were given four series of letters and had 1 1/2 miﬁutes to
work on eacﬂ.' About the same number of French and English
word were embedded in each sequence, and a score was oOb-
tained indicating balance between thé two languages or
dominance 6£ one. The thiid test used was the Peabody Pic-
ture Vocabulary Test, based on Dunn (1959}. It measured
oral skills in the two languages by presenting a series of
plates each containing four pictures gf objeéts or actiomns,
and numbered 1-4. The examiner said én Engiish word, and
children had to write down the number of the picture it
referred to.- The whole éeries comprised twenty-one plates
of increasing difficulty, and.scores based on a maximum of
21 were obtained. The Subjective Self-Rating Score was ob-
tained by having children rate their own.ability to speak, .
read, write and understand their second lahguage {English).
On the basis of thgse teéts, the children were divided into
three groups: monolingual, bilingual and mixed. The:third
group was not used further in the study.

" vVildomec (1963) conducted an unusual and interesting

30
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inguiry into multilingﬁalism in Europe. Much of his informa-
tion was obtained frpm rather detailed questionnéires sent
out to 61 multilingual persons in various European countries.
In addition he analyzed the written texts of multilinguals
at different stages of méstery of various languages, and
-utilized as well - his own extensive observations. All of
the respondents were adults, and most of them were wéll edu-
cated, though not necessarily cn a high socioeconomic level.
He ﬁound interference to pe rampant, even on the mother
tongue of the.multilingual. He felt that it'is extremely )
rare for an individual to Speak more than three languages
without accent at any one time in his life; this does not,
of course, preclude the possibility of language shift, in
which 6ne language can fade ‘into merely passive knowledge
and iésgplace be taken by another language more immediately
useful. He found that usuélly each language is employed
in a specific sphere of activity, and therefore it is rare
that anyone can speak two or more languages equally well

in any given situation or context.

Mackey (1965) has propdéed a téchnique'for analyzing
and. measuring bilingual interference which takes into ac-
count a wealth of relevant facto;s. He feels that it is
necessary to distinguish the type and context of 1anguagé
behavior before submitting it to analysis for interferenée;

as an individual's language can vary greatly depending upon

31
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his enviromment. In this study he gatherea samples of lan-
guage behavior in the subjects' most common environments
anderequent contacts. Eéch Samplehwas then allocated to
the language most used in it, and analyzed according to de-
gree and type of interference at levels ranging from the
phoneme to the senténce. Both token and type counts were
made for each level in the main language, the secondary
language, and bilingual combination of ianguagesﬂ Types

of interference were classified és teferential modification
(influence of idioms, forms of address, world view af other
language) and structural modification (influence of word
order, numbér, rank, class, etc. of other language) . The
other méasure applied to each sample was percentage of al-
"ternation, that is, the numbe; of times at each level that
the speaker switched from one language to -the other. The
author feels that thié type of painstaking analysis will

provide the closest approximation to a correct picture of

language behavior in bilingual communities.

Jott and Lambert (1968) investigated the processes
used by bilinguals to retrieve information in their dominant
anq secondary languages. The subjects were instructed in
French and Eﬁglish to read aloud each word presented on
_cards byAthe examiner. They then had 2 minutes in which to
recall as many of the words as possible. The lists were

in English, French or bilingual; some listed words by
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categories and others listed them in random order. The

balanced bilinguals remembered more from both English and

French lists than those dominant in either language. Cate-

gory lists were -recalled better than non-category ones;
especially the unilingual lists. Balanced bilinguals made

more translation errors than those dominant in either lan-

guage, probably because they were confused about which lan-

guszge the word had been initially presented in. The au-.

thers concluded that recall of non—category lists is not

as-sensitive_an index of bilinguaiism as recall of category
ones. They attribute this to the assumption that decoding

meéming is slower in weaker language, but that when meaning
is not helpful to rzcall (as in non—category_lists), the

bikingual is not at such a disadvantage in his weaker lan-

guage . . .
Cooper and Greenfield (19269) used word frequency
‘estimation of their subjects as awmeésure of degree of bi-
lingualism. The subjects, who were members of a Puerto
Rican neighborhood in Jersey City, were asked to estimate
how often they heard or spoke 75 common words in Spanish;
and an equivalent set in English. VTﬂey ratéd each word on
a 7-point scale ranging from "mére than once &-day" to
"never." The words chosen repfesénted five different do-

mains of social interaction. The results were scored by

computing the mean difference between word freguency

-

3 .
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estimates in Spanish and English for each domain. These
scores were then compared to othef measures (self-rating
scales, fluency tests, English Repertoire Range), ané the
results indicated that the scores for the Word Frequency
Estimation difference correlated significantly-with the
" other criterion variables, and were therefqre wvalid indices
of degree of bilingualism. The authors felt that this mea-
sure might be particularly wvaluable in instances where
questionnaires elicit inexact responses and where dif-
fefent attitudes towardsyti make timed -ests impracticable.
This measure also reflects differences in knowledge of two
languages which are related to particuiar behavioral domains.
Cervenka (1969) designed a test of the "immature
linguistic capacity” of young children in Grades 1 to 4
knowing both Spanigh and'ﬁnglish,  Tn order to set up norms
on the English section, he administered it to native speak-
ers of English, assuming that their scores would represent
perfect scores for each age tested. The subsections of the
test measured children's understanding of word meaning,
phonological differentiation, grammatical structures, and
se@antics. The most consistently wvalid sections of the
test, in terms of correlation with school achievement, IQ'#
and socioeconomic ratings, were.thg phonological ones. The
grammatical subtests were found to be valid on some but not

all age levels, mainly because it was difficult to determine

34
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what. was being measgred in these sections.- Each English
subégst has an equivalent Spanish version, énd both ver-
Qio s are to be used in detefmining-linguistic capacity’in
bilingual children,:language déminance,-and relative mas-
tery of the two languages involved. 7 |

Bordie (1970) reviews the different typés of lan-
guage ability tests uéed with linguistically different
learners at the present time, and - agrees with the findings
of recent research that IQ scores are not really wvalid for

children on a low socio-economic level, which in this country

includes nearly all of the bilingual population.

" Studies Concerning the Relationship Between Bilingualism

" and Behavioral Usage and Attitude

_Ervin-Tripp (1964) administered the Thematic Apper-
ception Test (TAT) to a group of bilingual French adults
living in Washington, D. C. Each subject was shown an am-
biguous picture and asked to describe what was happening
in it. On one occasion the subject used English and on
another French to tell about the same pictures. A signi-
ficantldifference in content and attitude was evident in
the stories told by the same individuals, depending on
whether they were speaking French or English. The author
-feels that her findings-indicate that bilinguals have two
persona;ities where verbal behavior is concerned, and that

language may be a medium for internal storage of behavior
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information so that a bilingual has two sets of stored al-
;ernative behavior patterns.

Anisfeld and Lambert (1964) corducted a study of
ten year old French Canadian children in which they had to
rate the personalities of French and English children’'s
voices on tape. The monolinguéls gave more favorable rat-—
ings to the French voices, but the bilinguals saw few dif-
ferences in‘personality traits of the two groups. A simi-~
lar study of adults found a diffe?ent attitude revealed.
All of the adult French Canadians saw English speakers in
a significantly more favorable light than French ones. The
authors felt that this was due to the prevailing climate of
prejudice against the French Canadian in Montreal which is
far more apparent to adults than to children. BHence, the
adults have accepted a stereotyped view of £hemselves,

" whereas the.bilingual children have had the advantage of an
enriched social atmosphere which has made them less prone
to adopt stereotyped attitudes.

Mackey (1966) proposes a method of méasuring bilin-
~gual behavior which gives a clear‘pigture'of'the exac£
situations in which a bilingual uses either or both of his
laﬁguages. 2 sample of ianguage behavior is first classi-
fied according to environment: person(sjy to whom it is
addressed, place of occurrence, register (type of language

used to a friend, a pareni, a boss, etc.), style (purpose -
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scolding, nafrating, ccmmanding, efc.), and context (con-
tent of the conversation). The text having been broken
‘down into these components ca:. then be analyzed on different
levels, from the phoneme to the sentence, according to the
elements present from each language, modifications caused

by influence of one language on the other, and rate of al-
ternation bgtw;en the two.

\ﬂLambert, Qardner, Olton ahd Tunstall (19268) con-

- ducted studies in Montreai, Louisiana, Maine and Connecti-
cut to investigate the influence of attitude and motivation
on acqguisition of a second language. They found two dimen-
sions to the factors affecting progress in the second lan-
~guage. Aptitude and intelligence (which are successfully
predicted by’.the Modern Language Aptitude Tast and the Otis
Test of Mental Ability) determine achievement in reading,

' vocabulary, grammar and classroom oral-aural skills. Atti-
tude and motiyation, however, were the important factors in
ﬁse of the language in communicative situations outside the
classroom. The desire to participate in the second language
cultural group was termed "integrative motivation" and was

felt to be an essential Qrerequisite for successful second
ianguage learning. |

| Cooper (1969) developed two measures for degree of
bilingualism in different social situations, which were

divided into the domains of family, neighborhood; religion,

o | _ .
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education, and work. His subjects.were adult Puerto Ricans
living in a bilingual neighborhood in Jersey City, N. J.
.In the Word Naming Test, each subject .was asked to name as
many different words referring to a specified domain as’
possible in one minute. The test was given in both Spanish
and -English. The Word Association Test was-similar in form,
5ut subjects had to give continuous associations related to
each domain rather than simple naming of items found in the
domain. The time limit was the same as for the first test.
The tapea responses were orthograéhically transcribed and
the number of responses for each language and domain counted.
English domain scores were subtracted from Spanish domain
scores;a +difference indicated greater fluency in Spanish
and a = difference greater fluency in English for the do-
main in question. The results showed that the Word Nam-—
ing scores correlated significantly with other cfiteria such
as years in the United States, occupation, English Reper-
toire Range, English Listening Comprehension, Bilingual
Listening Comprehension, and accentedness. .The Word Asso-
ciation scores, however, did not corgelate with the other
criteria, so the author concluded that the Word Naming
Te§£ was a better measufé for distinguishing patterns and
levels of performance of demographic subgroups.

Edelman (1969) adapted Cocper's measures for use

with children ages 6-12 in the same Puerto-Rican-neighborhood.
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The domains were kitchen, school, church and neighborhood.
Chiidren were given 45 seconds to name items found in each
.domain, and the test was given in each language. Older
children produced more words and some domains called forth
more words than others. The domain of religion was the
least fluent. When all the domains were coﬁbined, it was
found that more words were produced in English than iﬁ
. Spanish. When analyzed by domain, it was found that English
was.favored in neighborhood, religion and education, and
that there were no difference betﬁeen fluency in English
and Spanish in the domain of family. |

Findling (1269) also used Cooper's measure (Word
Association Test) in a study of the need affiliations and
future ofientation of bilingual Puerto Ricans in a New
York ghetto. After fecording the associational responses
to the stimglus words for each domain and in each language,
he computed the degree of need affiliation as'the propor-—
tion of human responses (i. e., name of a person) to the
total number of responses to each stimulus ﬁord.' The re-
sults showed that in extragroup sitthiops sﬁch as work and
education, and in English,fgreater.needs were felt for af-
filiation. To discover whether a group of highschool.stu-
dents felt more future-oriented or past-oriented, he de-
vised a series of pairs Of sentences to complete. In each

pair one sentence referred to the past (It's good to keep

2 5
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0ld friends because...") and one to the future (It's good
to. make new friends because...").The results showed future
orientation scores to be higher in English and in extragroup

domains.

'Ronch, Cooper and Fishman (1969) gave the Word Nam-

" ing Test in English and Yiddish to a éroup of European Jew-—

ish adults who had lived in the United States for 40-60
yvears. An additional méasure used in this study was a Yid-
dish Usage Rating Scale, administered in English. The.re—
sults showed two clearly‘defined levels of language behavior.
There was bilingual Yiddish-English interaction with others
in daily -life situations, but all were intensely Yiddish

oriented in their cultural activity.

" Studies Concerning Bilingualism and School Achievement

Lewis and Lewis (1565) compared the written lan-
guage of bilingual and monolingual children af the sixth
grade 1evé1. The children were matched on socioeconomic
status, which was low, intelligence, and normal school
progress. They were classified as monolinguél or bilingual
according to the Hoffman Biiingual Séhedule. The bilingual
group was either Spanish-English or Chinese-English. The .
entire group éaw a silent film called Neighbors and were
then asked to express their reactions to the film by
writing a composition in English. These compositions were

analyzed for verbal output (number of words), range of
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vbcabulary (ﬁumber of different words), diversity of vo-
cabﬁlary-(type-token ratio: for first 100 words), spelling
errors, grammatical erzors, quality'of sentence structure
(completeneés and discreteness of sentences, degree of sub-
ordination, variety of sentence structure) and expressive-
ness (quali?y of words used, unity and coherence, sensitiv-
ity to mood and meaning of film). The results showed that
»general}y bilingualism did not have an édverse effect upon
written lénguage performance. Howevgr, the Chinese bilin-
guals, especiélly the girls, had both fewe£ spelling mis-
takes and more grammar mistakes than the reSt.of the group.
The Chinese bilingual girls who had the greatest bilingual
background, that is, who knew the most Chinese in compari-
-.son to their kn&wledge of English, made fewer grammatical
mistakes than those whose knowledge of Chinese was limited.
The authors suggest that as balance between knowledge of
two languages is approached it is'easigr to keep their
structures separate. They also feel that the attention
required in learning Chinese characters may transfer posi-
tively to learning English spelling. They speculate as well
on the fact that Chinese does not have grammar as this-term
is’understood‘in English, and this fact may account fér
the grammatical mistakes made by the Chinese-English bilin-
guals. Little is said about the group of Spanish-English
bilinguéls except for the fact that their bilingual back-

ground had the lowest correlation with the variables

at
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analyzed in the compositions.

Macnamara (1966) studied the effect of forty years

-of teaching Irish to primary school children whose mother

1angﬁa§é'islgeherally English. Only a small part of his

sample group actually spoke Irish as a first language, and

the others learned it only in school, where it was used as

a medium of iﬁétruction. In addition to’intelligeﬁce tests,
he administered achievement-teSts in both languages for
arithmetic and language. The tests were Schonell's Essen-
tial Mecﬂanical Arithmetic Test aﬁd Essential Problem Arith-
metic Test, which were both transléted into Irish, and the

Moray House English Test 14 in English, and a new test in

- Irish based on the Moray House test. He compared the re-

sults to norms set up for English children on the English
versions of these tests, and . found that Iriéh children
scoréd significantly lower. He felt that these results
prove the "balance effect” of bilingualism, that is, that
time spent on one language ﬁeéessarily retards progress in
the other language. He felt that the attemét to revive the

Irish language has had a retarding effect on primary school

"children- and that their kndwledge of Irish is not only defi-

cient but useless eXcept'for cultural and political purposes.

" Discussion

~All of the studies reviewed have undoubtedly contri-

- buted to the sum of knowledge about the nature of bilingualism.

4z
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Some have asked more Qhestions than they have answered,

and one has the impression that many have only hibbled at
the periphery of the bilingual phenomenon. In spite of the
_trend towarés seeing bilingualism as an advantage rather
than a handicap, there has been little light cast on the
.problem af whether high intelligénce especially favors the
growth of"bilingualism, or whether bilingualism.itsélf fos-
ters the development of intelligent behavior.

Jensen (1962) provides a very complete annotated
refiew of the 1iterature-dealing with both the advantages’
and disadwvantages of bilingualism.

The argument over whether bilingualism is an advan-
tage or a disadvantage may be academic and not relevant to
the real situation. Almost all bilinguals and multilinguals,
it seems, have acquired their extra languages through neces-
sity, not choice. Only in rare instances, kand that usually
when the father is a linguist) have children deliberately
been taught two languages for linguistic rather than prac-
tical reasons.

Although the influence of socioeconomic factors is
now realized, it is difficult to describe in any but gen-
eral termsAhow they affect the bilingual child's intellec-
-tual development and school achievement. In mbst of the
studies the bilingual group was also a minority group and

" the victim of social and cultural prejudices. In several
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studies, tesfs whiéh had been standardized on native Eng-
lis. speaking populations were translated into the other
language of the bilingual group and administered with no
standardization of norms. It was assumed that th= ‘trans-
lated version of the test was as wvalid as the original.
Timed tests seem to be a favored way of measuring degree
of bilingualism, but if used in cultures where correctness
is considéred more desirable than'speed; their value could
be diminished.

éelf—rating scales which are frequently used to deter-
mine degree of bilingualism appear to be totaily subjective,
as there is no check on the accuracy of the subject's in—_
formation about himself. Many tests for language dominance
.are Qariations 6n word naming or association, which indi—
cates extent of vocabulary but not the stfuctural mastery
of thg language. The behavioral measures suggested by
Mackey and Cooper seem to be the most promising for araly-

sis of verbal behavior related to context of situation.
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2. Language Acquisition

‘The relevance of first language acquisition to the
learning of subsequent languages, is in the assumption
that the second language is learned in much the same way
as the first. That is, the characteristics. of a given
language which Sﬁpﬁ to be most difficult to iearn for na-
tive speakers will also be among the last learned by the
non-nativé speaker. This may well be trﬁe in broad out-
line, but obviously other factors such as the age of the
student méy modify the learning prégression. It is never-
"the less true that for the teacher 6f English as a second
langﬁage, a knowledge of the hierarchy of difficulties
which seem inherent in English, can be extremely helpful.

Leopold (in Bar-Adon, 1971) describes the child's ac-
quisition of his mothér language and proposes that all
children may, in fact, learn the same sequence of sound ca-
tegories, though the rafe‘and‘order of acquisition of in-
dividual phonemes may vary. That is, the broad outlines of
the sound system are distinguished first, thén the child
gradually learns finer differentiatiogs. _Thué, a baby's
coding, which is vocalic, first disfinguishes low from
high’vowels, before acquiring middle vowels and later
subdivisions of these three categories. In the babbling

stage the baby produces consonant (stops first) + vowel.

Somewhere between nine and twelve moths, the speaking

as -



. : 38
stage beginé, that is, sounds are used with meaning at-
‘tached, though of course babbling without meaning also
continues. An interesting feature for learners of Eng-
lish is that the mid central vowel [®] seems to be diffi-
cult to learn, and is not mastered until the end of the
second year. In producing.consonants, the distinction
between labial and non-labial one is made first, and ‘the
voiced/voiceless contrast is not learned until late, again
at the end of the second year. The order for learning
éonsbnants is: stops, naséls, fricatives, affricates
(towards end of second year], and latest are liquids,
which are often not mastered until school age. In gram-
mar, Leopold finds that children learn-syntax before mor-
phology. They begin with one-word sentences from age nine
months to twenty months, then progress to Verb + Object
(as the child assumes that the subject is understood), at
about one year nine mohths. By the age of two, children
can produce three and four word sentences, and the complete
sentence pattern of NP:subj + VP + NP:object is learned
at mearly age three. In all of these early attempts,
children preserve standard word order. In the realm of
mofphology,.howeverf hardly any appears during the first
two years, as endings and stem modifications are not

learned until sometime during the third year. Sentences
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usiqg an AUX begin to appear at the end of-the second year.

I .
Itajs very much later that the first passive sentences ap-

pe

Deese (1970) has reviewed and commented on recent
studies in child language acquisition. He describes how
language develops in infancy and early childhood, then
presents a detailed énalysis of early grammatical develop-
ment. An inééresting comment on phonolégy is that although
infant babbling if prolonged will acguire the stress and
plitch patterns of adult speech, the acquisition of phonemes
is such a difficult process that children are still try-
ing to master it as late as aée ten or eleven. His ex-
élanation for the short two and thfee woxrd sentencés pro-
‘duced by children in their second year is that the child's
memory span is so short at this age that he is literally
compelled to reorganize adult speech into manageable piecss.
At the end of the s<~rion on language in infancy, he gives
the neurological evidence supporting the generally ac-
cépted belief that primary language development comes to
an end at adolescence.

In the section dealing with grammatical develop-
ment, Deese states that the grammatical categories of
children are not the same as those of adults, but that
they do possess the potential for maturing into adult

categories. He feels that the development of more

ay
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comp;icated sentences is a necessity, because the initial
twoland three word sentences depend for comprehension on
the context of situation and a.parent-attuned to the child's
habits and personality. But in addition to being a neces-
sity, he feels that a child's syntactic strﬁctures'grow

and -develop in response to a maturing linguistic compe-
tence which needs to be released. A point extremely rele-
vant to the teaching of English as a second language is that
~while childreﬁ imitate what fhey hear, they do not imi-

tate accﬁrately; imitation is merely one of hmany ways in
which a child tries to build up linguistic rules for the
language he is learning. He finds that all the evidence
points to a linguistié ability which is species specific

and does not find any reason to accept the Skinnerian

theory of language acquisition as a pfocess'of stimulus and
reinforcement, which in anv case is not exclusive to lan-
guage but present in general behavior.

In 1960, Berko Gleason (in Bar-Adon, 1971) con-
ducted an extremely significant study in which she tested
the knowledge and use of morphology by childrén ages four
to seven. By :supplying nonsense words and eliciting the
moréhemes to indicate plurality, possession and third per-
éon singular, and past tense, she was able to show at what

age children had internalized the rules for formation of

these inflections. She found that the difference in
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performance.of the pre-school aﬁd'first'grade was not’qua—
litatively different, that is, that the older children
were merely perfecting their knowledge of plurals, posses-
sives, and pfogressive tense. But all the children alreadY
knew the basic rules. |

Although it has been frequently stated that English-
speaking children have mastered the syntactic structures
of their langqgge by the time they go to school at age six,
-.a recent study by Carol Chomsky (1969) indicates that this
is not completely so. She selected four striuctures which
because of their complexity were considered candidates foT

late acquisition. They were- 1. John is easy to see.

2. John promised Bill to go. 3. John asked Bill what to do-

4. He knew that John was going to win the race. Forty
children aged from five to ten were tested for understanding
of these structures, and it was foﬁnd that structures 1 and
2 were acquired between the ages of 5.6 and 9, and all
children over 9 knew them. Structure 3 was still not mas-
tered by some children even as late as age 10, whereas
Structure 4 was understood by nearly all children at about
age 5.6. These conclusions could be significant for the
teaéﬁer of English as a second language to elementary age
children. It might be that what is imperfectly understood
by a native speaker even as late as age ten, is not a struc¢”

ture that can be easily acquired by a child learning EngliSh
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as-a foreign language, unless a parallel structure happens
to ¢xist In pjs first language.

jpoban (1963 and 1966) produced a study in two sec-
tions dealing with the language of elementary age children.
A.group of 338 kindergarten children had samples of their
lahgu?ge’ Speech, writing and reading, recorded once a
Yeay £9F @ period of eleven years. The first section deals
witp th® firgt seven years of language development, that
is, at the eleméntary school level. The second se;tion
deals-with the Oral problems encountered in samples
collected from the same group over a period of ten years.
Languﬂge qbjyjities measured in the first section were
fluenGY’ Styryctural patterns, conventional usage and gram-
may | us® Of . onditjonal statements, figurative language,
‘Teaging ang writing, and coherencé through use of various
€lepent® SHch as subordination and control of mazes ("a
téhgle of 1a_nguage which did not make semantic sense.."”
P. 5, 1963y '
Hi® Copcjusions for this part of the study were
'Fhat fluency, oT number of words used, increased with each
- Yeay of Schooling, while the number of mazes decreased,
excébt for the low group; the high group employed the link-
ing Verb Pattern more than the low group did, the comple-
meny pattery yas used mostly by the high group but was not

Very £7®9Uen¢; the high group used clauses far more than
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did the'low‘group; the most frequent grammatical problem
was with verbs, particula¥rly lack of agreement between
"subject and predicate, especially in the third person sin-
guiar; Negrb subjects of southern background had troubie
with the be paradigm; the high group used conditional
statements most frequently; the high group for language was
also high for feading; writing ability, on the othér hand,
was related-to socioeconomic status; the most frequently'
used type of subordination for the whole group was adverb
and noun clauses; the highigroup used subordination through-
out the study more than did the low or random groups, al-
though all groups increased their use of subordination és
they increased in chronological age; complexity of gram-
matical structure was associated with chrondlpgical age,
proficiency in language and socioeconbmic Qtatus; both
gréups(had trouble with mazes for the first three grades,
then showed some control over words per maze beginning ihn
fourth grade; competence in séoken languagg'appeared tc be
a prerequisite for competence in writing and_reading.

In the section dealing with problems in oral lan-
guage, Loban sef ﬁp a list of categorieg.for classifying
these'problemé. The genéral categories ;£e verb problems,
pronoun problems, syntactic confusion, and other problems,
with subdivisions under each of these headings. Different

findings were reported forxr children speaking standard
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Ehg;ish and for those speaking a social class dialect.
Proélems affecting the standard English speakers were
related to clarity more than to problems of usage. They
inciuded inconsistency in use of tense, omission of words
(not AUX), confusing placement of words or phrases, con-
fusing use of pronouns, difficulties with agreement in
indefinite pattern sentences. These difficulties all in-
volve coherence, and the author suggest$ that these chil-
dren need instruction to increase their verbal effective-
ness, rather than dfill on usage. A more complicated pic-
ture emerges frcm the problems of children spéaking a so-
cial class dialect, which in this study were Negro children.
The most frequent problem was laék of agreement of subject
.and copula, omi;sion of words (except AUX), nonstandard
use of éronouns, nonstandard use of noun forms, double
negative, omission of copula. Although most of these
problems showed.some improvement as the child progressed
through school, the exception was in use of the copula

be. Most::of the problems are due to usage and drill on
usage is perhaps indicated. He notes that they have not
acquired all the phonemes of standard English. .

| Many of the insightsAgained in these studieé of

first language'écquisition are pertinent to second'languége
acquisition as well. Probably the single most important

is that even native speakers of English are still learning
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some.grammétical structures and even perhaps still pér-
- fecting some phonemes as late as age ten. The English as
a Second Language teacher would therefore do well to con-
centrate on the simpler grammatical patterns of English

for elementary children, and leave the more complex ones

-~

‘to be mastered at a later age.

o3
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3. Case Studies of Bilingualism -

f There have not been many studies méde of bilingual
language acquistion, and of these, the most complete is -
| that of Leopold (1939, 1947, and 1949). He cites (in
Bar-~Adon, 197i) three éarlier studies which were made
by Ronjat in 1913 of a child bilingual in French and
German, by Pavlovitch in 1920 of a child bilingual in
Serbian and French, and by Geissle; in 1938 of German
children living in Belgrade who became bilingual.
-\Leopold kept a linguistic diary of his daughter
from eight weeks to nearly eight years of age. -After
- that he continued to hote striking features of her lan-
guage as well as ﬁhat of her sister. The child was bi-
lipgual from earlieét infancy, as her father spoke to
her in German and her mother in English. The predomi-
nance of one language over the other shifted depending
on the country in which the family 1livcd; English in
the end was strbnger than German. - Leopold felt that
the fact that the two ianguages are related helped her
to acgquire both fairly easily. He concludes that early
biiingualism, far from being any kind of disadvantage,
trains a child to think rather than mechanically re-
peating words only half understood; since everything is
referred to in two ways, the child must concentrate on

essentials, on conternt rather than form.
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Dimitrijevié (1965) made a case study of his son from
the.age of seven months to seven years. The boy spoke
Serbian with his mother and others in his daily environ-
ment, and only English with his father. The child was
not aware that he was speaking.two languages until the
age of four, and then ohly partially. - Although there
" seemed to be transfer between the two languages, there
was no advérse effect on the L™ (mother languaée).
Serbian became predominant only at the time that he be-
.gan to play with other children.

Another case study of a young child éxposed to two
languages is that of Dato (1969), which was planned as
part of a larger study dealing with a group of children.
The author's son was four when the family went to live
in Spain, and a series of tapes were made during his
first vear there to chart his acéﬁistidn of Spanish.
The author is convinced that second language learning
would be more effective if a natural environment could.
be re-created so that children could acquire their se-
cond language in the same way that they acquired their
first. .-

The only case study of bilingualism encountered

that dealt.with an older child was that of Rouchdy

(1970) . The subject was a twelve year old boy who spoke

Arabic as his first language and had acquired English
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during his four year stay in the United States. Aﬁ
unusual feature of.this study was its examination of
the interference found in his mother language which
could be traced to English, his second language. A
series of objecti&e and subjective tests were adminis-
tered, and samples §f the sﬁbject's oral performance in

both languages were taped. 1: was found that in all ob-

. jective tests except the multiplication one, the sub-

ject's score in English perZormance was higher than in

. Arabic. The author felt that these tests measured

quantity.of 1anguage rather than qualitf, and to test.
the boy's true competence in Arabic, two other tests
were §iven. The first had a series of paired sentences
in Arabic; one of each pair was a deviant structure.

The subject wasjable to identify almost all the correct
structures. In the second test, he had to repeat cer-
tain sentences irn Arabic after a time lapse of five
seconds. Some of the sentences were grammatical, others

were ungrammatical, and some were merely awkward and

foreign sounding. He repeated three fourths of the

~ygrammatical ones correctly, rearranged all ungramma-

tical ones so that they were correct, and of the ten.
awkward ones, corrected seven and anglicized three.
The author felt that these results proved conclusively
that the boy's Arabic competence was greater than his
speech performance indicated. Thus interference was

present mainly in the realm of performance.

o6
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The ﬁost striking common .feature of these indivi-
5dﬁa1 case studies is that all of the children concerned
seemed able to acquire a second 1anguagé without much
difficulty or specialiinstructién. Two of them star?ed
in infancy, so that both languages were acquired to-

. gether and without initial differentiation. ' The other
two acgquired their second languages at the aées of four
and eignt, through contact with an environment in which
the new language was predominént. it appears.that £here
is an upper limit to the age at which this natural
acquisition can be completely sucéessfui. Most.linguists
place it at around the onset of adoclescence. In the
case of Jean-Marc, perhaés_eﬁen the age of ten is a
little late for acquiring native-like control of English
in just nine months, as did Mrs. Rouchdy's son at the
ége of eight. ' Perhaps the linguistic ability for lan-—

~guage acquisition tapers off gradually in the years pre-

ceding adolescence.

Q7.



CHAPTER IIX

GRAMMATICAL ANALYSTS

1. Errors in Morphology and Syntax

- @« Verb Forms

A total of 491 errors in the 22 tapes involved

\

the use of incorrect verb forms. They were clas-

sified as follows: - Tapes Total
1-11 12-22 Errors
1) Present for Past 164 118 282
Present for -ING 16 10 26
Present for Past Participle 12 % 19
2} Past for Present ' 12 18 V3O
. Past for Past Participle 2 0 2
Past for -ING 0 1 1
Past for Non-Finite 1 0 1
3) -ING for Present | 2 2 4
-ING for Ppast 13 0 13
-ING for Non-Finite 2 0 2
4) ©Non-Finite for Present 1 0 1
Non-Finite for Past Particigle 0 1 0
Non-Finite for -ING | 1 3 4
5) Noun for Verb 1 1 2
€) Person A 41 62 103
TOTALS 2638 223 491

1) Present

28
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The preponderance of errors due to use of present
for éast is probably an indication of insufficient mastery
of the past forms of many verbs. The percentage of errors
in this category fluctuates considerably from tape to tape,
ranging as high as 24% iﬁﬂTapes 9 and 14, and showing con-
siderable improvement from Tapes 17 through 22, which have
an averacve error percentage of only 3.7%.

Examples of use of present for -IﬁG:'

3:37 I eat toast and sardine. (Response to,
"What are you eating?")
3:105 Where are we go Sunday?
4:15 . Lunch card is for pay for the lunch.
5:80 ...today are we have football?
8:132 -; am enjoy.
11:6 I was thinking if he come for me or I am
gcing for him.
11:31 My ears is not hurt anymore.
15:135 He can't hear because he talks every time
with Judy.
©16:99 [A caravan] is a people travel together.
19:10 May I go to swim?
20:76 ...yoﬁ have to stand up and they pick the
body who is stand up.
22:48 ...Omar is bother us all the time...

(None in Tapes 2, 7, 9, 10, 12-14, 17, 18, 21)
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The majcr problem here seems. to be due to interfer-

.ence from both French and Spanish, which habitually use the

present in circumstances which‘in English call for the pro-
gressive present {(AUX{present) + ~ING). In most cases he
does use the AUX but has not yet mastered thes -ING suffix
for the wverb. 4:15 also shows interference from both other
laﬁguages, which require the non-finite verb form after for

in this type of constructicn (pour payer/para pagar). It

is impossible to be certain whether pay is present or non-
finite. 11:6.is interesting in that Jean-Marc used the
—-ING form correctly twice, but missed both the AUX and the

-ING on the third item, 1if he is coming. However, there are

other possibilities depending on intended meaning, as: if

he should come for me, if he will come, etc. Accorging to

the context of the conversation; 15:135 should be, He can't

hear (the teacher) because he's always talking with Judy.
19:10 is grammatically correct, but the usual expression is

May ¥ go swimming.

He seems to be well on his way to mastering -ING
usage in spite of double interference_from his other two
languages, probably because of its frequency in the spoken
English he is encountefiné daily.

Present for past participle seems, like use of pre-
sent for past, fo be due mainly to insufficient mastery of

verb forms. Nearly half (9) of these errors were contained

o0
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in the Fairly freqguent sentence:

" I finish/am finish for'i'finished/am finished

In is case, there may be interference from French, where

the present and the present perfect (pass& composé) are

phonologically very similar:

" Je finis/J'ai fini [29 fini/%e fini]

This error did not occur in Tapes 16-19 or 21 and 22.

2) Past
Use of past for present occurs mainly in Tapes 10, 13 and
15. It is infrequent in the other tapes, and doesvnét oc-
cur at all in Tapes 16-18 and 21-22. This error is probably
due to lack of mastery of different verb forms. It may be
that in the middle tapes he was more aware of past verb
forms and in attempting to use them correctly, over-used
them in the wrong context. If so, this is an example of
what Vildomec (1963} terms "hypercorrectness.”

Use of past for past participle.occurred oply on

Tape 6, in which he twice said gave for given. Although
mastefy of irregular past participle forms does not there-
fore seem to be much of a problem, it should be remembered
that by the nature of dinner table convefsation it is not
needed very frequently, except in the continually reap- |

pearing 1 am/have finished, where the past participle is

identical in form to the past.

The items in which the past was. used for the non-finite

bl
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verb and for the -ING form werxe these:

11:205 ...to read music and to said how many
guarters
13:85 Because I was blew my nose in school.

The use of said for say is perhaps &ue to the habit formed

by his frequent use of said in recounting conversations -

"So he said..,” "And Mrs. Cashion sai@.g.," etc. Said is
the form of ﬁhe verb which he uses almost exclusively.
The use of blew for blecwing could be due to non-mastery of
the formation of the imperfect (AUX(past) + -ING), or it
could be due to concentration on remembering the irregular
formation of the past of blow.
Two non-standard forms were noted in thé past form

of an irregular verb:

6:24 But I seed [it] thisAmorning.

7:157 I telled to Clay.
This application of the regular past suffix merely indi-
cates unfamiliarity with the ifregular form; more impor-
tantly, it indicates that he has internalized the rule
for the formation of the English past-and is applying it
in a productive manner. Since these forms are typical of

Céentral Texas, they have not been counted as errors.

3) -ING

Use of -ING for the present occurs in Tapes 1, 2, 13, 15,

18, 20 and 22. Examples:

Y=
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1:125 Brushing my teeth. (Response to "What
must you do before you go to bed?")
2:21 She no looking.
2:61 Please eating salad.
13:185 When Mrs. Cashién is tired, she is sitting
in her chair...
15:177 The next day [means time] we are going to
Sears...
18:24 [A] glacier is a water falling down and
~gets fréezing.
20:119 ...but when you play outside or doing
N ’ something bad...
22:96 I would keep it so when we are going to
Africa...
The first example follows neither the French nor the Spanish
pattern, and therefore seems to indicate unfamiliarity with
the correct use or meaning of the —-ING form. 2:21 should
bé, "She didn't look at‘it," as the appropriate response to
the father's guestion. Here again, the -ING form does not
correspond to usage in either of the other languages, but
it is possible that he was attempting an imperfect and for-
got the AUX. 2:81 uses the -ING in an imperative construc-
tion; here again it is likely caﬁsed by lack of understanding
of this form. 13:185, 15:177 and 22:96 are the only exam-

ples of this kind of error, and seem to be due to overlearning
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of progressive present usage in English and extension of

this common pattern even to situations where it is not appro-

priate. 18:24 has two correct alternatives, freezes or gets
" frozen. It is possible that in a construction like 20:119

a subject and copula omission in the second clause is the
cause of the error.
Use of -ING for the past occurs only in Tapes 2-6:
'2:65 [We] ... looking television...
3:84 Today I going to gym play football.
$3:162 I looking the boys use the machine...

[ %)

3:185 Today I coming to school first.

3:187 Eight I coming to school. *

3:188 I coming. 3:18% You know what time I
coming?

3:190 I coming school eight o'clock.

4:28 In the séhool I working the spelling.

S:é I walking. (Response to, "You did what?")

5:33 We looking the island Hawaii.

5:91 I working too my geography}

6:6 aAnd I washing my teeth, I do my math, the
kitchen... }

With the possible exception of 4:28, all of these utter-
ances should have used the past verb form in the context
in which they were said. Neither French nor Spanish would

employ the imperfect in these situations, except in 4:28

op
b
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which might be: A 1'école je travaillais, but, En la escuela

estaba trabajando. Since all the other examples call for the

past, it is suspected that at this early stage of his English
acquisition Jean~Marc is confusing the -ING form with the
past.
Use of -ING for the non-finite verb form cccurs in
Tapes 4 and 6 only: . -
4:26 Who's got to talking?
6:74 For the teachers talking. (Respoﬁse, "What
are they going to sit in a circle for?")
In the first example all three languages call for the non-
finite verb form, so this error cannot be attributed to
interfe.ence. The second example is more complicated, as
French and Spanish require that the verlk be ih the subjunc-

. P . H . . R o
tive: " afin que les maltresses parlent/para gue las maes-

tras haklen. - It is possible that in this case Jean-Marc

was equating -ING with the subjunctive because he had not
yet learned that the English equivalent requires to +

Non-Finite.

4) Non-Finite .

The non-finite verb form was used incorrectly in the

following examples:

16:33 "Thank you to give me a nice paper like
this."”
10:65 [Camels] to pass and the nomads.
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13:117 [ITt] .is not to give to him to play with...
18:71 Mamita, I already finished to read all

About Monkeys.

19:10 May I go to swim?
10:33 is clearly due to interference from French

-and Spanish, merci pour me donner/gracias por darme, which

use the non-finite in this type of construction where Eng-

lish ﬁses the -ING form. 10:65 is so fragmented that it

is difficult to tell what meaning was intended, but in the

context it secms to be, "Camels and nomads pass." (He

is talking about desert life.) The extraneous to would
therefore be an error due to non-mastery. 13:117 uses the
non-finite instead of the past participle probably because

- the irregular past participle gizgg has not been completely masfered

yvet. -In 18:71 and 19:10, poth French and Spanish inter-

ference is seen in the use of the non-finite for the -ING

form.

5) ©Noun for Verb

On +wo occasions a noun was used where a verb was

called for:

8:133 Surprise I am enjoy. (for I am surprised.)
13:100 So Mfs. Cashion take everybody cut to
racer... (for ;..to‘race.)
While he had frequently heard expressions such as,"Surprisel!”

and "I have a surprise for you," it is unlikely that he had
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been exposed very often to the passive construction to be
-surprised. He probably just used the familiar form. 13:100
is open +o two interpretaticns. It could be that he simply

wished to say out to recess, in which case the error was

phonological. However, the context of the situation indi-

‘cates that the verb race was intended.

6) Person

Errors in morphology due to use of the wrong person
occurred in all tapes except 1, 2 and 5. This error showed
an increase in Tapes 10-15, and thereafteir showed some im-
provement, except in Tapes 18 and 20. The types of error
involving-persén were classified twice, once according to
the kind of subject (or sentence) with which they appear,
and once according to whether the error was contained in a
verb, AUX or copula. .

45 errors were made when pronouns were used as sub-

ject; of these, 12 occurred in Tapes 16, 11, 20, and 22, in

conjunction with the words somebody, everybody, and nobody.

It seems probable that he has not yet learned that these
words take a singular verb - even evefzbodz. In this last
case there may be some interference from Frenchh and Spanish,
‘each of which have two expressions covering this meaning:

todo el mundo + sing/tout le monde + sing BUT todos +

plural/tous + plural.

30 errors were with nouns as subjects and seem to be

o~
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due to the fact that only one verb form has been learnad
. so far, and was used indiscriminately, just as the same
form was used frequently in place of the past in the same
tapes. According to Richards (1271), this use of the verb
stem for the verb stem + s is a typical error amongst stu-
dents of English as a secbnd language.

The € errors due to use of a singular subject rather
than a plural one are included under b-1 - Errors in Num-

ber (Noun Forms).

Six items seem to be due to lack of mastery of the -

negative pattern using the empty carrier do:

.6:77. She don't tells.

7:20 teve too don't know nothing.
14:146 [It] don't said C. E. U.
15:129 ..;50 Tim don't listen.
15:134 ‘...he don't hear, he don't...

The first example indicatés that he has not yet learned

the do + V pattern; in the second example he uses the cor-
rect verb form but makes his mistake in the AUX do. 1In
fape.lo; four of his errors are also the use of do for does.
The learning of the use of do as AUX in English is probably
impeded by the fact that the rr-A-_;-jiinq French and Spaniéh
paﬁterns have no correspondence whatsoever with the English

one.

The five WH-Question errors were:

eS8
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10:11 ...how many is four times two?
[ . 14:185 What is called? (Referring to the Egyptians)
15:129 Who want to be team captain?
l6:67 Where were that man dead?
18:98 You know what céme second?
10:11 seems to be due to the confusion of how many
with how muchk, both of which are rendered in French by com-
" bien? but in Spanish by cufntos? and cufnto? 14:185 and
16:67 require reflexive constructions in both French and
Spanish, but it is.doubtful whether fhis contributed.at
all to the errors in person. 15:129 seem to be due to
non-mastery of the singularity of who; but since what can
refer to either a singular or plural concept in English,
18:98 may reflect some minor confusion. The following ut-

terance is, First come orange, second comes olive and then

come blue; at least one verb in this whole seqguence has

the correct morpheme for person.

Seven errors involving person are found in relative

clauses:

10:66 .. .the man who work...
12:75 You know what happen.
14:14 Then Mrs. Cashion ask to Judy, the girl

who sit front of my.
14:53 ...John Murphy is a boy [who] go to same

! - ' : ciass.
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20:96 ...like I am the first who say the num-
ber.
20.97 ...and the [person] who make Bingo sup-

poséd to call the number.
21:101 You know, those boy and'girl who (don't)
is not real but toy.

These seem to be due to lack of mastery of Qerb
forms beyond the base form, and also perhaps tb difficul-
ties in the_fo;mation of subordinate constructions.

The other errors in person each cccurred once:

11:97 My father or my mother are going to
take you. .
11:203 We have to knows all the notes.
19:244 ...because on the other side there are
a magic pilot. |
20:119 For big people playing outside waste a
lot of time.
In 11:97 the excluding nature of or does not seem to be un-
éerstood. In 11:203 the error may in fact be imitation of
Southern or Central Texas dialect. -In 19:244 the maih-dif—
ficulty may be in his non-mastery of the indefinite pattern,
which caused many errbrs'throughout the tapes. The nominal-
ized verb phrase as subject in 20:119 is quite a sophistica-
ted structure for a learner of English, and it is not sur-

prising that this structure contains an error in person.

20



Althbugh most errors were contained in verbs, there
were also 20 errors in the form of the copula, due no doubt
to difficulty in mastering the be paradigm. The AUX errors
involving do are discussed above.

The other AUX errors were:

15:12 Why the Red River have become a--
15:15 I said the Red Sea have become an impor-
tant water bay because the Suez Canal.

These are the only instances of use of have for has.

b. Noun Forms

Errors in noun forms were classified as follows:

Tapes Total

1-11 12-22 Errors
Number . 37 63 100
Genitive 11 - 1 12
Verb for Noun 2 5 7
Noun Compound 3 1 4
Mass/Count Nouns 2 0 2
Totals 55 70 125

1) Number

Most incorrect noun forms were due to the use of
the singular where the plural was required (88 errors),
though occasionally he used the plural for the singular

(9 errors). Of the latter, 7 occurred in Tapes 10-13, and

gt
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may possibly be due to the fact that as he iearned the
plurah form he over-used it sometimes.

| The percentage of this error may well be due to
strong interference from French and possibly from Spanish.
In French regular plural endings do not change the sound
of a word; phonologically, plural in most cases is indica-
ted by the article (le, les; la, les; un, des). Since
Jean-Marc's French is alwmost completely 6ral and he rarely
has read or written French, it is quite likely that he is
unaware of number differences in French nouns. 2An addi-
tional cause for interference may come from the.dialect of
Spanish with which he is most familiar (Santa Cruz, Bolivia),
in which the final /s/ becomes a weak aspiration [h]. This
speaking and liséening habit would also tend to obliterate
‘the difference between singular and plural, as the [?ﬂ is
so weak and so completely unljke the English plural morpheme.

Other errors were in the formation of the plural:

18:15 " workmens for workmen
20:78 " people for person
- 21:99 comics books for comic books

The: first two are probably due to non-mastery of irregular
plural forms. 21:99 seems to be a result of confusion of

two frequent terms, comics and comic books.

2) Genitive

Errors involving the English genitive morpheme were

e
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confiﬁed to the first 13 tapes. Aé might be expected from
Frenéh and Spanish patterns, the most frequent error is
use %f the pattern Possessed + of + Rossessor rather than
the more usual English pattern of Possessor + Genitive
Morpheme + Possessed. In the early tapes the genitive mor-
pheme is merely omitted, but the influence of the French
and Spanish possessive pattern can be seen in both early
- and middle tapes. .

The other two types of error were found in these
examples:
3:22, 3:25 .-.the restroom the girls.
10:37 Judy the letter is not nice. (For

'Judy's'lettenyhandwriting are/is’not“nice})

In 3:22 and 3:25'it is difficult to tell whether he means

" the girls or de girls, as he frequently substituted the
Spanish /de/ for the English /9é/, If the latter, then
these two examples should be included under the category
Possessed + of + Possessor. In 10:37 the article’EEg is
substituted for the genitive morpheme, but the English
word order (Possessor+'Posses%e&kifollowed. Since errors
in the genitive do not occur in Tapes 14-22, it appears

that this morpheme and its use have been mastered.

3) Verb for Noun

In seven examples a verb was used for a noun:

2:17 Read. (Should be Reading, as 2:18

2
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continued with English, Spelling and

" Geography.)
“:1 11:153 They was pracEicing to dancing.

13:35 Spani:. (Response to guestion, "What
would have happened to Kelly?" should have
been, "A spanking.") '

14:7 Because it was to practice. (Referring
to a paper that didn't have to bé turned

/ in because it was just for practice.)

17:99 [I'm] tired to talk.

17:103 I am tired to talk.

19:103 To swim. (Answer to guestion, What are

you tired of?)

2:17 and 13:35 may be due to unfamiliarity with the noun
form, or the association of the -ING form with verbs and
its rejection in a nominal construction. 11:153 shows a
similar confusion between verb and rnoun form, as the in-
sertion of to seems to indicate an attempt at a transitive
with complement pattern. In none of the thfee languages
can practice take a verb after it; oq}y in Enélish can a
gerund be used as the object of this verb. In the last
three examples, to + Non-finite are used instead of of +
-ING. This is probably due to interference from the French
and Spanish patterns which employ the non-finite in this

type of construction. In 14:7 the error in preposition

74 o
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indicates that practice-is a verb rather than a noun.

"4) Compounds
Six errors in the formation of noun compounds were

made :

3:183 Here is the knife of butter.

10:167 I think in school every year they change

" teacher of music.

11:32 You remember what I am going to say in

" card of the post office?

12:27 I think because they have to work with

the secretary of school.

15:195 Well, they give orders because, you know,

some pilots of the airplanes they can't
-see pretty well.

22°56 "Good eveﬁing, here is the report news

with Jean—-Marc Chamot."
While these constructions are perfectly understandable,
they do not follow the more usual English pattern of butter

knife, music teacher, schocl secretary, airplane pilots,

etc. Neither French nor Spanish places the nouns involved
in a compound construction, so it is obvious that inter-
ference from both languages has resulted in a literal

translation into English.

5) Mass and Count Nouns

7o
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Thefe are three examples of confusion between mass
"and. count nouns:
7:75 May I have this meat?
11:222 Yes, I want big cheese.
17:61 Chopin is a nice music, isn'f it?

Since meat, cheese, and music are also mass nouns in the

equivalent French and Spanish constructions, it is difficult
to attribute these errors to interference. They must be

due to non-mastery of the mass noun concept in general.

Ce. Pronoun Forms

A total of 2z errors were made in proncun forms, and
there were none after Tape 18. Use of incorrect pronouns
was confined for the most part to one or two errors of a
kind. The exception was in his use of me as a subject pro¥

noun 7 times in the first 8 tapes;' The result sounds like

baby talk:

3:5 Me kick eraser outside.

3:86 Me put the ball in the goal-

4:8 Today me is the messengers the table.
5:70  Me tell Mr. —--

8:57 Me am not hungry.

There is some possibility of interference here, however,
as in his vaudois French Jean-Marc frequently uses the pat-

tern, "Moi, je suis fatigué&," etc.

He used I for me three times, in the following items:

ERIC h 76




&7
6:108 But you drink wine but you- 'don't want

I drink watex.

9:26 What do you want I say?
17:62 So d» you want I plug my eyes for the
dessert?

In all cases the error occurs with the verb want in a tran-
sitive with complement pattern in which the to has been
omitted. From this evidence, it is suggested that what he
. really had in mind was a relative ciause rather than the
complement construction, according to the French and Span- -

ish pattern (...gue je boive... / ...que (yo) diga... /

...gque yo tape...) With both vouloir and gquerer the sub-

junctive is required in French and in Spanish, and naturally

the nominative pronoun form precedes them.

"The other kinds of pronoun error each occurred only

once or twice:

3:195, 15:69 it for she
4:177, 14:37 you for your
5:32 /wiyz/ for we

5:102 omission of myself

8:99 me for mine

10:123 mine for my

12:79 your for my
14:14 my for me
15:35 their for your
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18:15 " they for their
For the mosit part these errors are probably due to-non—
mastery. 5:32 is probably imitation of Central Texas

diaject heard at school.

d. Adjective Usage

28 errors were made in Adjective usage and were

classified as follows:

N + ADJ 9
"more + ADJ + (than) 6
word order, multiple ADJ 4
ADJ suffix 3
N + PREP + (ADJ) 2
ADV for ADJ _ 2
Other 2

The most frequent mistake (N + ADJ) is attributable to in-
terference from both French and Spanish, which habitually
use this word order rather than the usual English ADJ + N.
. The second most freguent category is also likely
due to interference. The comparative adjective construc-
tions are formed in a similar way in both French and Span-—

ish (plus grand que... / mas grande gue...), whereas a large

number of English adjectives have a comparative suffix in-
stead. Both French and Spanish, however, do have a small
group of adjectives which form their comparative irregularly

(meilleur, pire, mejor, peor, etc.) Four of his errors
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involved the adjective big and the fifth was large. It is

evident that he is having some difficulty in acquifing big-

ger and iarger as part of his vocabulary. This error oc-

curred only once after Tape 12: |
18:48 I can get up more early. -

These errors may be due to non—ﬁastery, as Berko
Gleason, (1971) found in her study that naéive speakérs of
English had difficulty in supplying comparative and super-
lative adjective forms in the four to seven year old age
group. | |

In the following examples he indicated the difficul-
ties encountered with word order when more than one adjec-

tive was present:

2:35 Sandwich ice cream.
3:44 Ice cream vanilla.
6:89 ...this box big one red one...

10:101 This is white wool sheep. (indicating
his sweater)
The first two examples present in their word order the rem-

nants of the French and Spanish pattern, glace ® la vanille,

sandwiche de helado. 6:89% sidesteps the problem of woxrd

order with multiple adjecfives by first identifying the noun,
then further describing it in apposition. French and Span-
ish interference probably make him reluctant to put the ad-

jectives big red together, as in these languages red would

7P
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follpw the noun. 10:101 shows that he now knows that in
‘English several adjectives can precede the noun they modify,
but he hasn't yet learned their proper order. Since he is
referring to the color of the sheep which produced his
sweater, wool is the noun modified, not gggég.

The wrong adjective suffix or lack of one was found

in the following:

12:38 ...in print letter.
12:85 He is a blacky cat.
22:58 Mr. Guy Chamot went over there in Alaska

about twelve of June.
In the first, it seems likely that he is merely unfamiliar
with the form printed, whereas the second,s--ms.from his
tone of voice, seems to be an attempt to playlwith the lan-
guage. 22:58 is probably due to interference, as in this
construction ‘both French and Spanish use the cardinal rather
than the ofdinal number.
An adverb was used for én adjective twice:
11:130 We have very, very fun this aftefnoon.
14:48 " And then today I have very fun to school.
These seem to indicate confusicn about the meaning of very
as opposed to an adjecfive.such as lots of.
N + cf + N instead of ADJ + N occurxed cwice:
12:381 T don't like chegse of {(unintelligible)

16:76 Why in Mexico do they do some music of

80
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; " "#oro like this?

The girst example is marred by poor recording; making it
‘difchult to. analyze. In the contexf, he probably said

- America or American. In both French and Spanish there is 2

choice of constructions to express this meaning: Je n'aime

" pas le fromage d'Amerique / no me gusta el gueso americano,

which may account for his error in English. In 16:76,

besides not knowing the English bullfighting, he is here

following both the Spanish and French pattern, which in

this construction would use N + of + N.

e. Adverb Usage
36 errors were made in adverb usage, most of them
due to word order mistakes;
| ADV precedes Dir. Obj. i5
ADV precedes SUBJ.
Comparative pattern
Omission of ADV

Wrong ADV

N W N

ADJ for ADV
Typical examples of ADV preceding direct object are:

4:135 I want tomorrow cake.

7:11° I leave outside Omar.

10:85 He do like this small letters.

123240 ...I bring every time note to you.

14:130 So I know now antonym.

st
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15:10 You remember the last time of geography
questions?

16:16 You remember last time I came late inside
at 6:30?

19:239 I like better airplaneVbecause...(interrupted)

20:106 Because I 1like better to paint.
4:135, 12:40, 14:130 and 15:10 seem to show interference
from French, where most time adverbs can follow directiy
after a verb; interference from Spahish may also be seen
in 12:40, ﬁh@ch'follows one of the word order patterns
commonly used. 7:119 seems to be due to Spanish inter-
ference as it follows an acceptable word order pattern in
this language; the French word order in this case is the
same as the English. 10:85, 19:23% and 20:106 have double
‘interference, as in bceth French and Spahish the adverb of
manner can be. placed after the verb, while in English it
is more usual to place it after the object. In 16:16

the problem may be due to the choice of verb; came inside

would probably be given as entrer and entrar in French and
Spanish, in which case the adverb would follow immediately
after, and no direct object such as inside would be needed.
The examples in-whiéh he placed the adverb before
the subject are not in all cases completely un-English con-
structions. Some merely sound slightly awkward:

2:61 He said for first Bill, me second.

B



9:22 Outside, what is [that] thing?
15:52 Everytime we have that.
The other two, however, are definitely wrong:
10:108 Like this I have to say [it].
_ 11:99 ...then over he said, "I got to go."
10:108 shows typical French and Spanish wordiorder. 11:99,

besides omitting part of the adverb over again, alsc shows

the influence of Spanish and French word order.
Omission of adverb:
11:78_ [He could] look é car and go down [in
" front of] the car. |
16:82 Can we stop [until] the dessert time?
19:6 Is the weather [too] hot to put clean
clothes tomorrow?
These omissions are probably due to non-mastery, rather than
any specific interference.
Difficulties with the adverb comparison pattern were

encountered in:

8:68 More of horses. {(Means faster than horses.)

- 8:69 The kangaroo can run fast of'car.
The correct pattern was modelied by the parents after
8:68, but he still had difficulty in reproducing it in
é:69, The use of than and 25;..25, so different from the
French and Spanish patterns, has not yet been mastered.

The wrong adverb was used three times:
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11:213 This is not very bad... (Means too bad.)
18:92 Everybody are up than me. (Means ahead
" of me.)

19:235 No, that was in the land. (Means over

~land.)
These are probably due to non-mastery.
ADJ for ADV occurred twice:
18:25 The glacier is falling down the hill
' slow, slow, slow, like the turtle.
22:68° My reading classes are going good.
Both of these instances can be attributed to models heard

from other children at school.

f. Preposition Usage
As could be expected, correct preposition usage
proved to be extremely difficﬁlt to master. This is no
doubt due to ihe fact that the semantic areas of preposi-
tions do not correspond entirely with their equivalents

in French and Spanish.

A total of 124 preposition errors were made in the
first 13 tapes, and in addition to thé;e,'SS necessary
prgpositions were omitted@ and 24 prepositions were redun-
dant. Of the prepositions omitted, 8 were with time ex-

pressions (eight for at eight).

The greatest single error (56) was due to the in-

discriminate use of in:

34
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"in for to 20
"in for on 18
“in for at : i3
" in for fOr,’frOm, into, with 5

Examples:

" in bed for to bed; in Bogot& for to Bogoti

"in your. house for to your house

"in Monday for on Monday; in TV for on TV

’ "in my bed for on my bed; in my card for on my card

"4in 7:00 for at 7:00; in Christmas for for Christﬁas

" in the school for at school (9 times)

draw in a big piece of paper for draw on a big

" piece of paper

" in this side for on this-side

By associating in with French en, it is difficult to see
how he could have made these mistakes. However, by asso-
ciating it with the Spanish en, he could be translating

these: en la TV, en mi cama, en mi tarjeta, en la escuels,

"en este lado. The ones involving the substitution of in

for to are hard to attribute- to interference, as both Span-
ish and French would use a and E.respectively. The use of
in with Monday is probably due to non-mastery, as both
French and Spanish use the definite article rather than a
preposition.

19 errors were made by using to in place of other
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'prepositions:
" to for on 5 " to for of 4
" to for at 7 "to for into 1
to for for - 2

Examples:

gave to TV for gave on TV (5 times)

" stay to school for stay at school

I have fun to school for I have fun at school

- Thank yvou to give me for Thank you for giving me

In the first example the interference seems to be from French
& la TV, rather than from Spanish en la TV. .In the next two

examples, French influence is again obvious: he is equating

Eg_with'E, Spanish would use en. The last example shows

double interference from French and Spanish in its use of

the non-finite verb férm; both, however, would use the equi-

valent of for. '

The use of to for of occurred in constructions such

as I am tired to swim, which are discussed in b.3, Verb for

Noun errors.

35 errors were made involving the following prepositions:

"~ for for to 5 a for EE 2
- of, for or at ~at..to for
for about 6 ' in 1
of for for 2 - from for in 1
of for around,
“as, at, be- than for of 1
tween, in,
on, over, when for for 1
" with ' 8

'de for of 5
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“into for at 1 - off for out, away 2
Examples:

.. .for pass the ball for ...to pass the ball

- for speak Spanish for to speak Spanish

" For give to you? for To give to vyvou?

I like to dictate spelling for you for ...to you

The first three indicate translation from the French and
Spanish prepositions pour/para. In the fourth example,

- the placement of the object pronoun (te dicter/dictarte) }

convéys the meaning of Ei-in French and Spanish; the fact
that English requires a preposition was remembered, but not
which prepesition.

De for of was used 5 times in Tapes 3 and 4, and
then not again.

'Of was equated with pour/para twice:

Surprise of dessert?

Tomorrow is the last day of Daddy.

- Of was equated with de/de twice:

All [thel people of the school for ...at school

They have to turn ten times of the moon for ...around..

About seemed to be a difficult preposition to master.

Typical errors were:

So now at school for abbut school

My reading classes are going good and I am happy

of them
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The problem here is probably due to the fact that neither
French nor Spanish has a single preposition that covers
the 4eanings'of about. In the first example, the French

would probably be sur or au sujet de, in Spanish, sobre.

In the second example, the Spanish would be con and spoken

French would employ a different kind of construction, such

as j'en suis content.

It is not so easy to determine the reason for his

use of of in the last two examples:

iShe. saidl "Write a sentence of palm[sl" for

I had [an] accident of my head for with my head

Neither is a typically English construction in any case.
Other cases of wrong preposition use were:
with for at 2
~at for to

at for through

at for out

.

" on foxr at

"on for in

—— ——

W W R e R R

“on for to
Examples:
"mad with for mad at
Obviously the French ‘avec and Spanish con used in this ex-

pression have determined his choice of preposition.

&8
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" looking at the window for. thr.ugh the window

" looking at the door for out the door

So she said, "Go at the fifth base." for ...to

" the fifth..
The first two examples involve the use of the verb look
and it is suggested that rather than interfefence, his use
of at is due to the influence of the freguent item look at.
In the third example, he seems to be confusing at with to,
-easily understandable since both French and Spanish have but
a single preposition (é/g) to cover the English eguivalent
meanings.

" On was used incorrectly 9 times:

6:91 I shoot on one box for ...at a box
10:62 The desert has camells] on it for ...in it
14:166 ...and she went on Canton de Vaud, too.
15:26 We jump on the back [of the] book.

. 18:95 Now I am on blue.
21:15 No, fraction with a number on top, a

number on bottom, a line on the middle.
21:37 ...it make hole on the roof?

The first shows interference from Spanish (disparar sobre)

and possibly from French (tirer sur or ¥). 10:62, 21:15
and 21:37 probably show interference from the Spanish en,
covering the range »>f in and on, as the French in these

)

cases would be dans. 14:166 and 15:26 seem to be due to

)]
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non-mastery, as neither French nor Spanish would use é/i
in these constructions. 18:95 was corrected in 18:97,

which was Bobby is in blue, I am in blue.

Redundant prepositions were attributable to inter-

ference:

" near of the water

" ask to
"in home for home (twice)

" go to home

In all of these, both French and Spanish require the equi-
valent of the English prepositions used erroneously.

Omitted prepositions, on the other hahd, were probably
due to non-mastery:

" Sckhool for at school

" front of for in front of

back for back of

g. Article Usage

A total of 224 errors in article usage were made,

and were classified as follows: ‘ Tapes Total
"1-11 12-22
Omission of a, an, some : : 37 37 74
Omission of the 33 44 77
Redundant the , 15 10 . .25
" the with parts of body, clothes 4 2 6

30
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Tapes Total
. " 1-11 12-22

j [de ] for the 7 0 7
f “one for a 6 1 7
Redundant a, an - , ) 3 9 12

a for the | 3 3 6

the for a 2 1 3

a for an i 2 3

the for possessive pronoun 1 0 1

the for with . 1 0 1

the for at 1 0 1

" some for a 0 1. 1
Totals 114' 110 224

Omission of the article accounts for the majority of
errors.
Examples of omission of a, an, some:

1:130 May I please [have] water?

2:81 Please eating salad.

3:112 This is surprise for me.

4:34 Astronaut is man going to the espacs.

5:93 I want piece.

6:86 Fork. (Response to, "What are you serving

yourself with?)

8:35 Australizn animal. (Response to, "Can
you tell us what you painted?")

29:6 Big one. (Response to, "Was it a big one

or a little one?)

94



oy

10:78 ..."That's very good nice paper you give
‘ me."

11:32 We have lot of soup, right?

11:47 I don't want bicycle.

iz2:61 You talk little bit.

13:122 [He]l is fifth grader.

14:82  She is nice teacher.

15:59 No, Mrs. Simpson gave us magnet.
l6:71 There was a Arab, Egyptian, African.
17:25 Is nice boss. |

18:74 Each book cost dollar twenty-nine.
19:186 ...it"'s a radio control in airport.

20:100 That's fun prize, huh?
21:63 Los Angeles,; that was Mexican place, huh?
(None in Tape 22)
1:89, 3:112, 5:93, 6:86, 8:35, 9:6, 10:78, 12:61,
14:82, 15:59, 17:25, 1i8:74, 19:186, 20:100 and 21:63 do
not seem to show the effects of interference; in bcth French

and Spanish, articles are required with the egquivalent con-

structions.

Spanish rather than French interference is seen in
1:130 and 2:81, as the Spanish eguivalents do not require

the article, whereas the French eguivalents do - de l'eau,

de la salade.

In 4:34 the omission of the initial an does not

ERIC - 922 -
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seem to be due t0o interference, but the redundant the (the

espace) is clearly due to influence from both French and

Spanish.

10:58 is very likely a case of interference fronm

French and Spanish, which do not require the article be-

fore the name of a profession. 13:122 may possibly be an

example of the same kind of interférence, if £ifth grader

is understood ac a sort of profession or occupation.

11:12 also shows interference from both other lan-

guages, because neither beaucoup nor mucha take an article;-

this is equally true in 13:100, where longtemps and mucho

tiempo correspond to ‘a long time.

11:47 shows interference from Spanish, which would

not use the article: ‘No Quiero bicicleta. 16:71 is probably

due to non-mastery, as both French and Spanish require

repetition of the article in a serial listing.

Examples of omission of the:

3:84
4:15

5:27

6:42
7:389
8:32
10:18

Today I am going to gym [to] play football.
Lunch card is for pay for the lunch.
Library. (Response to, "What was the movie
about?")

Here [are] potatols].

And then we bring to United States?

...and in Universify I d4id eight.

And I raised my hands to say something to

teacher.
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12:84  ...and he is black like Cat in the Hat.
13:213 We have to pass base. |
14:77 Because I invite him for a show in Uni-
versity.
15:83 ...s0 I stayed in same place.
16:112 I am going to put them in newspaper.
17:83 Mamita, do we have melons in United States?
i8:1 Soup is delicious. (Referring to the
soup he is eating.)
19:244 ...you can leave [means let] airplane go-
by itself.
20:13 I went to wrong door.
21:73 Gulf office. (Answer to question, "Which

office?")
22:5 I had fun.in swimming pool today.
In all cases the definite article is regquired in both French
and Spanish equivalent sentences, so it does not seem that
interference is responsible for these errors. It rather
seems that in concentrating on content words he is negliect-
ing function words, in the same way as a you..g child learn-
ing his first language. 3:84, 12:84 and 13:213 are possibly
not errors if the nouns in question are considered proper |
nouns.
The phonological error of sajing [de 1 for the did

not occur after Tape 5, as the English./’ga/'was by then
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fairly well mastered.
Examples of redundant a, an, the:
1:50 [T+l is a2 chicken. (Response to, "Tell

us what we're eating.”)

3:29 This is the teacher, the Mr. Strinkel.
3:66 The boys is different. (Means children.)
4:28  In the school I working the spelling
‘ book.
_5:60 At the school?
. 6:53 It don't give anymore to the television.

7:86 He come from the London.

310:170 Tomorrow we have the music.

13:85 ...he has to make a one.

12:7 All the week homework.

13:124 Is [it] a yellow haif? (Inquiring meaning
of blonde.) '

14:155 She has a sunglasses, looking [at] movie.

16:66 So the General of De Gaulle was there in
Washington.

17:10 Does he fight a bird? (Referring to the

cat.)
18:24 Glacier is a water failing down.

iG:122 We have to work before the school is out.
21:45 Why do the airplane burn when they touch

the bottom?
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(ane in Tapes 15, 20, 22)

| 1:50 may show some interference from French, which
would require the definite rather than the indefinite arti-
cle in this case. 11:85 doées not seem to be due to inter-
ference.

3:29 is clearly a case of interference from Spanish,
which requires the definite article before titles such as
senor when not in direct address; French-follows the English
pattern. In 16:66, however, French and Spanish both regquire
the definite article before this title, so double interfer-
ence is apparent.

10:170, 14:155, 17:10, and 18:24 seem to show inter-
ference from French rather than from Spanish, as in these

cases the Spanish patterns like the English, do not require

-articles. In each case, the French pattern would be de +

~ ART: de la musigue, des lunettes, de 1l'eau.

It is suggested that 7:86 also shows French inter-
ference. Some time after this tape was recorded it became
apparent that Jean-Marc thought that London was a country,
as he had never heard his parents referring to England or
Great Britain. Since French requires the definite article
with the name of a country, this may account for this error.
Spanish only requires the article with certain countries.

13:124 also shows French rather than Spanish inter-

ference. The French pattern {des cheveux Jjaunes) is

36
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different from the Spanish (pelo amarilio).

All the other examples show both French and Spanish
interference, as both languages follow the same patterns
in these cases. 3:66 shows the French and Spanish pattern
of the definite article uSed when making a statement of gen-
éral fact. The error in 4:28 is due probably to the fact
that he has not yet learned that at school is the equivalent

for 3 1'€cole/en la escuela. In 5:60 he has part of it

'right, but still inserts the before school. A similar er-
ror is found in 6:53, which also involves the wrong preposi;

tion. On television has not yet been learned as the equi-

valent of & la t&l&vision/en la televisi®n. 12:7 clearly

shows the influence of the French and Spanish patterns,

toute 1la semaine/toda la semana.

Examples of errors involving the use of one for a:

4:20 T have on one sweater and this shirt.
4:83 Me and one girl.
5:83 Make one book. (Response to, "what do

you have to do [for homework]?")

6:92 ...and I shoot on one box.

10:85 One boy who is name[d] Clay...

11:77 ...one boy he sometimes can be scareld].
15:109 Oh, because we were playing outside and

one guy trip me.

(None after Tape 15)
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All are clearly due to interference from both French and
Spanﬁsh, whose indefinite article&gg/gg areAused to denote
one of a quaptity. He associates them with the English one
rather than with a, an.

" The is used with constructions naming parts of the
body and cleothes in the following examples:

| 1:61 It is in the stomach.
5:9 Because the pants [were] short?

7:3117 No, with the teeth.

8:112 ...we cross the eyes...

15:33 So the people have to select fouch the
hand.

16:8 Tt (referring to arrow shot at a bird)

went to the wings.
(None after Tape 16).
All of these follow both the French and the Spanish pétterns
of using the definite article rather than the possessive
pronoun with parts of the body and articles of clothing.

A similar type of interference occurs in the follow-—

ing:
7:99 I am the boyfriend. (for her bcecyfriend.)
A for the and the for a were used in the following
cases:
3:29 £his is the teacher... (Response to, "Was

it a teacher?")
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. 10:66 It's a name of the man who work in desert.
11:38 Do a French drive a bicycle?
11:39 ...you don't have to ride a bicycle of

the other children.

18:25 The glacier is falling down the hill slow,

slow, slow, like the turtle.

19:186: A tower - it's a radio control in airport.
21:83 This [Means it] is a name of a city. -
21:9¢6 It's a name of a city?

With one exception, these mistakes do not seem to be due to
interference, but rather to non-mastery of the definite/
indefinite concept. The exception is 18:25, which follows

the French and Spanish patterns, comme la tortue/como la

"tortuga.

A for an occurred three times, énd was attributed
to non-mastery: |
10:66 ...play a instrument
16:70, 71 ...a Arab'

The remaining article errors occurred once each:

4:120 And cookies the dessert. (for with dessert)

10:66 ...play a instrument.
12:51 ...Bight thirty the night. (for at night)
14:138 So she was surprised because she found some

boy [referring to himself] who speaks

French.
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The first and thirxd are likely due to non-mastery; the
second one shows interference from the French and Spanish

patterns du soir/de la noche; he has dropped the preposition

but still retains tne article.

h. Omission of Constituents
Omission of essential elements occurs throughout
the ta?es, contributing a telegraphic effect to Jean-Marc's
speech and constituting his major error. The rate of omis-
sion fluctuates, but decréases somewhat in the later tapes.

A total of 504 omissions were made, of these elerents:

Tapes ' Total
1-11 12-22 '
Omission of NP 165 123 288
Omission of VP : 151 65 216

Totals 316 188 504

The breakdown of NP omissions is as follows:

. Tapes Total
- I=11 12-22 —
Omission of it 96 S50 . 186
Omission of subject 43 16 59
Omission of dir. obj. 26 17 0 43
Totals 165 123 288

Of the NP omissions, about three fifths (186) were
of it as a subject or direct object. As this neuter pro-
noun does not exist in either French or Spanish, it is un-

derstandable that he has a good deal of difficulty in
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mas;ering its use. There was hardly any improvement in
use of it throughout the tapes.

Of other NP omissions, 59 were of the subiect and
43 of the direct object. It is suggested that this indi-
cates stronger interference from Spanish than from French,
as the Spanish subject pronoun is usually omitted, since
it is indicated by the verb ending. French, like English,
requires inclusion of subject pronoun replacing subject |
.noun, except in imperative constructions. Both of these
omissicns decreased substantially in.the later tapes.

The breakdown of VP omissions is as follows:

Tapes Total
T 1-11 1222
Omission of AUX - 66 28 94
Omission of Copula 37 17 54
Omission of Verb : 25 3 28
Omission of Verb PRT 23 X7 40
Totals 151 65 216

The large proportion of'AUX omissions is probably
due more to incomplete mastery of English than to.inter—
ference from the other languages. Many were omissions of
the empty carrier do in negétive and interrogative construc-
tions. Since these patterns are specific to English, it
is not surprising that they present difficulties for mastery.
Copula omissions occur mostly in the early tapes,

with the exception of Tape 20, which has five errors of
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this type. -These omissions do not seem to be due to inter-
ference, but rather to over concentration ofi other elements
in a sentence causing him to forget the insertion of the
copula in his transformations from deep to surface struc-
ture. Omission of the copula is, according to Richards
(;971),»a typical -error in English as a second language.
Verb omissions are almost all confined to the first

half of the tapes. It is c<lear that this error, probably

- due to non-mastery, has nearly been overcome.

The omission of vefb particles is the one error in
this categoxry which shows litfle improvement. It is likely
due to the-fact that this category does not exist in either
French or Spanish, which have different verbs to express
the meanings of English verb + particle combinations such

as look at, look for, look up, look like, etc.

i. Redundancy of Constituents

Repetition of redundant items is not a major problem

in the tapes. Types of redundancy and totals are:

Tapes Total
1-11 - 212=22
Redundant NP 71 24 S5
Redundant VP 13 6 19
Others 0 -0 3 T 3
Totals 84 ' 33 117

Of the redundant NP's, by far the greatest number
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(74) were of the type: Bobby he said...; the teacher she...

This is such a typical pattern for native speakers.of English
of elementary school age that it must ceﬁtainly be attri-
buted to lack of language mastery rather than interference,
and is probably the result of imitation of forms heard at

school.

Redundant VP's are few in number and occur infre-

quently. Typical examples are:

3:40 I don't knecw what is it is.
3:50 I don't know remember.
3:216 You said finish the ice cream, you said?

4:148 In my card is my birthday is five of

November.

11:160 There was everybody was with their feet
up and their head down.

13:185 ...S0 Mrs. Simpsop do [means tells ﬁs]
what do we have to do.

14:180 And we stay to see watch a movie about
the war.

15:323 So the people have to select touch the

hand.’
3:40 and 13:185 seem to indicate a confusion of in-
terrogative and relative clause word order, due perhaps to

the double function of what in both patterns. In the last

example, he seems to be making use cof the AUX do as empty
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carrier according to the interrogative pattern.

f 3:50 is repeated elsewhere in the same tape, but
never again. He either decided that ‘remember was prefer-
able to know or else was attempting to indicate that he
neither knew nor remembered.

3:236 Iindicates unfamiliarity with the tag pattern,

did you? will you? etc. Practice in this pattern is ini-

tiated later in this same tape (3:230 - §34) by the parents,
and is more ox less mastered from thast point omn.

4:148 is probabkly the vesuit of an incorrect trans-
formation process. The covwract sentence WOuld-be: Oon my

card, my birthdav is November 5th. If the intermediate

structure is: My birthday is on my card; my birthday is

Noveriber 5th, then perhaps Jean-Marc forgot to delete the

-second is in his final transformation.

11:160 seems to be due to a confusion about wdrd

order. He had probably heard both there was everybody and

there everybody was, and was unsure which was best in this

case.

In both 14:180 and 13:33 the difficulty seems to be
in verb selection; it seems as though the second verb in
each case was the one which he felt to be on second thought,
a better choice. |

Other redundancies were:

13:25 ...when you can go in your house when you
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15:1 - Today Mrs. Cashion was sick toaay.

15:107 We have to do with bat like
baseball?

These errors appear to be due to non-mastery.

. 205
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Errors in Sentence Formation
! Difficulty was encountered in English word order and

typi$al sentence patterns. 1In negative and interrogative

ransformations, errors were clearly due to interference
from Frernch and Spanish patterns. Most mistakes in minor
sentence patterns such as transitive receiver (indirect
cbject) were also attributable tc interference. Comple-
ment pattern errors also indicated'direcé translations

from French and Spanish. Other patterns involving embedded

sentences and subordination showed some interference..

a. Word Order

Simple assertions without subordination were ex-
amined for word order errors which made the sentence sound

un-English. In the 22 tapes there were 50 errors of this

type, which were further classified according to the kind

of error involved:

NP:subj follows VP ' 22
PREP phrase with for misplaced 5
NP:dir. obj. in initial position 8
Coordinate NP's misplaced 2
ADJ or ADV misplaced 8

5

Other
(None in Tapes 15, 16, and 21)
The most freguent error is in placing the subject

after the VP rather than before it. Examples:
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3:102 Is finished the chocolate.

/ 4:25 Mmm, delicious the corn.

|

' 4:153 Tomorrow is closed the [library].
5:61 Finishr[ed]l are we.
6:8 All I do. (Means, "I did all that.")
8:138 Is touching his stomach on the floor.
9:23 Is very hot the soup.

11:156  All break it. (Means, "It all broke.")
- 12:74 And like this it is done the coat room.
14:147 It's blue the color.
18:15 Well, it says the geography book...
22:122 Is not good,.prunes with the other things.
Influence from Spanish patterns which ﬁave a choice of word

order in the corresponding patterns can be detected in 3:102

“(se acabd el chocolate), 4:25 (deliciosio el mdiz), 4:135

(MaBara est?d cerrada la biblioteca), 6:8 (Todo hice), 8:138

(Esté tocando el pisc su estbmago), 9:23 (Estf muy caliente

" la'sopa), 12:74 (¥ asf se hizo el guardarropa), 14:147

(Es _azul el color), 18:15 (dice el libro) and 22:122 (no

" son buenas, ciruelas con...). All of these are typical

Spanish patterns, whereas the French pattern follows the
English one of NP:subj + VF. It has been observed that
Jean-Marc frequently makes the same error in French, that
is, C'est + (past participle) (adjective) + NP. Evidently

the influence of the Spanish word order is so strong that
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it affects his French as well as his English. It is pos-
siblé that 4:25 is a parenthetical expression, in which
case| it should not be counted as an error. The other two
examples, 5:61 and 11:156, are not normal word order for
any of the three languages; the context of the two utter-
ances was as follows:
(5:61) F: Did you play football today? (pause)
| Jean-Marc. .. |
J-M: After school?
s Yes.

J-M:  Finish are we. We don't have. Finish.

(11:156) J-M: But then Chuck he caught the ball,
touched the wool...
M: (correcting) The blanket.

J-M: The blanket, all voom! A1l break it.

And they (referring to the giris who
were practicing for a show in a sort
of tent of blankets) say, "Sfop, we
don't want yvou see us." When it
touch, it get down all the blan...
the...I forgot...

M: The blanket?

J-M: The blanket;

Examples of misplaced prepositional phrase involving
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- 3:15 For the eraser hefgo.
3:206 For me two [scoops of ice cream].
4:2 It is for me big.
6:40 Fcr me a little more big.
17:81 I thin¥ for your mother we .have tc buy
watexrmelon. |

3:15 and 4:2 ha&e an unnatural conversational word order
in all three languages. 3:206, 6:40 and 17:81, however,
are possible as'parenthetic expressions in English and pexr-
haps probable in French and Spanish.
Examples in which the NP:dir. obj. was misplaced:
7:144 Rhubarb I am eating.
9:123 No, the girl it was.
13:88 So the paper I give to you.
18:46 So nobody won't get up early td me.
7:144 ahd 9:123 are possibie though not really conversa-
tionél in Spanish but impossible in French, therefore it
seems that the Spanish influence is again predominant, just
as it is in 13:88, which represents perfectly normél word
order in Spanish. In 18:46 the problem is probably compounded

by the presence of the verb particle up; get me up early is

a'sequence he has probably not heard, and therefore uses

the familiar get up early + the equally familiar transi-

tive receiver to me..

Misplacement of ADJ or ADV occurred in the following:

4:29 I first finishl[ed] the spelling book.
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(Meaning he was the first pérson in class
to finish it.)
11:225 I doa't want to get dirty the other.
17:67 Mamita, today I wen’: long time outside.
1¢:83 Is tomorrow going t.o rain?
20:3106 Because I like bettexr to paint.
22:83 Each week seven days?
4:29 réquires the same word order in Spanish as in English

(rerminé el libro de ortograffa primero) ; when rendering

the sentence in French, its real error becomes apparent:

J'ai fini le livre d'orthougraphe d'abord; but, J'€tais le

- premier ¥ -finir le lgvre d'orthographe. In both English

and Spanish first and primero can refer to order in either
time or in person; the second French pattern would be re-
quired in Spanish to give the meaning he seems to have in-

. )
tended from the context of the conversa on: Ful el primero

para terminar... English may also use this pattern for

maximum clarity (I was the first to finish), but in casual

conversation can also use the first French pattern without

necessarily changing the meaning (I finished first). In

the other example (11:225) he probably equated get dirfz

with salir or ensuciar and therefore treated it as an in-

seperable verb combination. The error in word order in
17:67 may be due to the fact that the equivalent of outside

'is not necessary in either French or Spanish, because the

verbs sortir and salir express the meaning of go outside.
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19:83 shows interference from Spanish and probably French,
which in similar construction could place maNana and demain
as he did. 20:106 contains an error similar to 17:67, that
is, the French and Spanish need only a single verb (Je

R SN .. . . .
prefere, prefiero), whereas English has the combination of

verb + particle in which the particle .follows the verb com-

piement rather than the finite verb. 22:83 follows the

French and Spanish word and is acceptable in English.
Coordination of NP's presented a problem twice:

14:80 ...so I walkl[ed] with her talking and two
girls we were talking.
14:134 Last..Monday Steve's grandmother went tc

schocl and Steve's mother.

Neither of these seems to be due to interference, but rather

to an afterthought; he decided to expand the sentence after

he had already started to say it. This is probably a normal cha-

aracteristic gf this age.
Other word order errors were:
8:113 ...to look that way we can.
10:61 ...write a word like sentences of desert.

(Means, "Write a sentence with the word

" desert.")
13:54 The teachers...were iooking out the door
_ at crying Kelly.
13:162 ...the one who look al[t] that book to [the]
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dictation copy...

In 8:113, part of the VP (look that way) has been placed

in initial position, similar to the other errors involving
placement of VP before NP:subj. It does not, however, seem
to be.due to interference. 10:61 indicates confusion, whether
éemantic or not is difficult to ascertain, betwsen the two

NP 's sentence and word. 13:54 represehts a mistake in em-

bedding: ' The teachers were looking...at Kelly; Kelly

‘was crying. In his transformation, Jean-Marc not only de-

letea Kelly was correctly,.but also changed the position
of <rying. AEnother possibility is that he intended to use
crving as an adjective. In both French and Spanis™ the em-
bedding is achieved by the relative clause transformation

ard gives a &ifferent pattern: ...Kelly, qui pleurait;

.--Keliy1 gue lloraba. This pattern is perfectly possible

in English also, but he did not choose to usé it. In.13:162
the error is contained in the complement; whose object pre-
cedes the verb. Both French and Spanish require the same
word order as English in this case, so the error is not

due to interference.

b. Negative Formation

It was expecfed that formation of English negative
sentences would prove difficult to master because of the
difference in these patterns in English and the other two

languages. In fact, there were 44 errors. involving negative
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usage in the first 19 tapes; none were made in Tapes 15

and ‘16, or after Tape 19. Ther errors were classified as
follows:

Use of no for AUX do + not 19

Use of no for be or will + not 10

Double negative 6

No for not 5

Not for no 2

Other 2

Examples of use of no in piace of AUX gg + not:

1:87 Me no put the milk in the floor.
Z:19 She no look [at] it.

3:140 I no remember.

4:35 I no like doctor.

5:44 I no know what is. it.

6:62 But I no have any book.

(none in Tapes 7-12 or 14-22)

13:203 But Mrs. Cashion no. (for But Mrs. C.

doesn't.)
All of these sentences follow the Spanish pattern, which
places the negative no before the verb. 'French requires

the addition of pas after the verb of AUX (Je ne me rappelle

pas). Both French and Spanish interference seem to have
made it difficult for him to learn the English negative

pattern, and pcssibly Spanish may have the strongest interference.
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In 13:203 the pattern is Spanish (Pexo la seflora C. no)

rather than French (Mais pas Madame C.). He has not yet

understood the difference in usage between no and not and
has not mastered the mechanism of the AUX do in negative

constructions in the early tapes.

Examples of use of no for be or will + not:

279 This no is chicken.

|-

1 Ske no looking.

N
)
N

W
)
]

10 No, I ro finishk. (Response to, "Are you
finished?™)

3:265 I wash not now.

4:136 I no have cake tomorrow?

4:173 Mommy, the tape no in the floor.

(None in Tapes 5-22) '
These errors are of the same kind as those described above,
and can be attributed to the same interference. The'fact
that they are less numerous than the first category and

disappear after the first four tapes probably indicates

. that this pattern is far easier to master than the one using

the AUX do. .-

Examples of use of double negative:

7:20 teve téo don't know nothing.
9:93  Because nobody do nothing to me.
12:48 I didn't said nothing because...
14:88 You can't see her never.
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18:46 So nobody won't get up early to me.

19:139 We can't never finish to study Science...
Y¥nterference is apprarent because all of. these follow French
and Spanish patterns of negativé construction. On the other
hand, this type of error is not unheard of in children who
are native speakers of English, so he may havé heard these
pétterns at school. The fact that none appear in the first
six tapes probably indicates unfamiliarity with negative

words such as nothing, nobody, never, etc.

" No for not was used in the following cases:
3:151 Not tkis Monday, today no, the next one
Momnday .
4:7C Tomorrow Ro.
7:169 No, no all, but some.
10:166 ...Mrs. Roberts she leave [lets] every-
body play aln] instrument, but in Mrs.
Hook['s class], no.
17:84 In Switzerland no.
The interference here secms to be mainly from.Spanish, which
has one negative word to express the Egglish no and not.
In the corresponding French: patterns, the use of pas would
be. egquivalent to the English not in the above exanmples.
' Not for no appeared twice:
4:48 Not, tomorrow [IT'11l be] twelve.

11:80 why (means when) is not car, nobody are
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scareld].

4:48 cannot be attributed to interference. 11:80 should

be is no car but could Jjust as easily be isn't a car, and
this error could therefore be due to an article omission.
The other errors in negative formation were:
1:151 You not touch me!
14:42 Is not there, I think.

In 1:i51 the error is due to the omission of the AUX did,
which has been seen to be the most common mistake in nega-
tivé patterns. t is intéresting that even as early as the
first tape he was aware of the existence of the English
negative not, though not able to use it correctly. 1In

14:42 he probably shows more influence from French word

order than from Spanish, as C'est ne pas 1%, je crois is

acceptable, whereas the more usual_Spanish pattern would ke

Creo gue no esta alll. a preferable English pattern would

havé been I don't think it's there.

c. Interrogative Formation

As could be expected, a great many errcrs in the
formation of guestions were'due to lack of mastery of the
English AUX do in the interrogative patfern. 2Another fre-
gquent error was use of declarative word order with an In-
terrogative intonaticen contour; this was clearly due to
both French and Spanish interference. Although English

allows gquestions to be indicated in this way, it is not
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as usual as it is in Frénch and Spanish. There were 64

interrogative errors of the following types:

Omission of AUX do ' 25
Declarative word order 22
NP not placed between AUX and V 7
Omission of AUX be, shall, will 3
Other 7

-Examples of omission of AUX do:
1:137 Where you put that?
6:46 Daddy wént [some]l?
7:56 Why yoﬁ speak French?
8:126 What you want? (/hwat yu want/, not

normal English 7hweéa want/)

10:381 -.."Why you do with small letters?"
11:64 ° What you said?

13:12 Why you went home?

14:.70 ..."Why you bring your bag?"

15:173 How many you think?

16:107 You think a lot of my idea last time?

18:82 How many second it take you to read a
page?

20:56 What you said?

21:44 If an airpiane.fall, it burn too?

All of these sthow the influence of French and Spanish, which

have nothing in their interrogative formation which corresponds

o 337




/70

to the obligatory use of the English AUX do in the above

/
examples.,

Examples of declarative word otrder:

1:97

3:276

4:55

7:133

8:9
10:118

12:83

14:70
17:19
19:43
20:23
21:2

22:89

Daddy, your homework is finished? (Intro-
duction of new topic after long conver-
sational pause).

You will finish washing the plates?

(A direct reguest to mother)

This is for petit pois, Mother?

This is French?

Trat's [al] good idea, Mamita?

Where I was?

You are going to call Omar "Ccat in the
Hat"?

... "Why you are not going home?”

In how many days it can?

This is like yes or no?

Daddy is going to stay all day here?
Tomorrow is Saturday?

—addy's going to find some gold?

2lthough many of these examples are acceptable patterns

in English, it was felt that in their contexts the more

usual word order would have been AUX + NP:subj + VP. In

both French and Spanish, nowever, the word order used in

the examples is not only acceptable but even preferable.
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The three WH-questions (10:118, 14:70, 17:12) may, however,
reflect non-mastery, as according to Richards (1971), a
typical error in first language acquisition is declarative
word order in WH-gquestions.

Examples of incorrect placement of ﬁPAin pattern
AUX + NP + V:

8:104 What does mean too bad?

12:55 Daddy what time is going to come Lome?

15:44 What is called that?

16:80 Mamita, how I can finish this if I...?
(interrupted)

These errors in NP placement refiect French and Spanish
patterns, which do not separate AUX and V in interrogative

vatterns. The pattern of 8:104 What does mean...? was re-

peated with variations bnly in the NP, in Tapes 10 and 11;

in Tape 15 this pattern is given as What is means...? This
seeﬁs to show some understandipg of the use of the AUX do
(énd be) in English questions, though not any sure mastery.
Examples of omission of AUX be, shall:

3:192 She washing the plates?

3:263 Mother,_ygu washing the plates?

3:264 I wash?
This appears to be a minor problem, as it does not occur
after Pape 3. The omission of the AUX in the first two

examples could be found in careless speech of a native

EE



2

speake; of English, but the last example more clearly shows
inteéference. Both French and Spanish reguire the simple
present for these and do not require an AUX. Jean-Marc
seems to have realized in tl.2 first two that English needs
the progressive present (AUX + ING), but has not yet
mastered its complete formation. .
Other interrogative errors were found in the following:
6:89 Mother, is in this box big one red one
(has) a gun?
7:140 ~ Explain, what is?
15:183 Because you know Jeff has [a bicyclel like

Bobby's bicycle, is so?

19:35 Is the airplane fall down yesterday?
21:84 A tower, is [it] the name of?
22:110 If we are not? (Response to: "You always

have to go to school.")
Besides the errors in 6:89 involving use of the indefinite
" there is and adjectives in series, he has also used a word

order which may reflect Spanish influence: Hay en esta

' caja roja grande una pistola? It is probable, however,

that due +to the series of adjectives in this sentence,

Spanish would probably use the same order as English or
French in saying this sentence. 1In 7:140 the NP is out
of place in a WH question. French and Spanish could use

this word order, but then neither has an equivalent of
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the English it which would have to.be added at the end of
the sentence to have it make sense in English. 15:183
indicates that he has not yet learned the English tag gques-—

tion formula doesn't he?-isn’t it? etc. Spanish in this

case would use the interrogative no? as a tag and French

would use n'est-ce pas?. In 19:35 and 22:110, the ccpula

has been used instead of the AUX do; again this may be due
to difficulty in mastering the usage of the English empty
carrier do. 21:84 seems to be due to non-masteryv, as it

does not follow either Ffench or Spanish word orcer.

d. Complement Pattern Formation

Since the complement pattern is an extremely firegquent
one in English which features various kinds of nominal-
ized verb phrases embedded in. sentences,; it has been consi-
dered as a separate type of sentence for purposes of error
analysis in sentence formation. As the equivalent French
and Spanish patterns are formed differently, it was expected
that difficulties would be encountered in this typically
English pattern.

30 complement pattern sentencés contained a total
of 42 errors and were classified as follows: |
| Omission of to befors V:non-finite 29

Omission of to and wrong form or use of

personal pronoun - 7

Omission of to and its following verb 4
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Omission of Eé and use of ING instead of
V:non—-finite: i
Other ' 1
Examples of omission of to before the V:non-finite:
6:35 I want drink my milk.

7:150 After school I come wor. with Bobby.

- 8:22 Bobby doesn't like come here.
9:75 ..."You may go in there work."
10:83 ...he wantl[ed] give me a bicycle...

' i3:201 If I don't know spell a word, she said

how spell.
1&:96 ... think I want help some children.
15:54 I want Mrs. Cashion come tomorrow.
17:62 So ao you want I plug my eyes for the
dessert?
18:76 I would like you read that book, Mamita.
19:58 I don't know what you want me say.

All of these show the interference of French and Spanish,
which use the pattern V:finite + V:non-finite when the sub-
ject of both verbs is identical, and V:finite + gue +
V:subjunctive when thz verbs have different subjects as in
15:54. Introduction of the English to to precede the non-
finite verb is apparently a difficuit habit to master, al-

though one micht assume that in constructions where the to

means in order to (as in 7:150 and 9:75), he would be less
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likely to omit it as the corresponding French and Spanish

patterns require‘é.and a, respectively.

Examples of omission of to (as above) plus wrong

form or use of personal pronoun:

6:108 ...you don't want I drink water.
7:81 I don't know what I do. (means to do)
9:26 What do you want I say?

13:110 Do you want I finish, Mamita?
&o308, 9:26 and 13:110 have different subjects for each
wverb, and therefore in either French or Spanish would have
the pattern NP + VP + gue + PRON + V:subjunctive. The
szcond verb being in the subjunctive would call for a sub-
i#2ct pronoun, rather than the object pronoun called for
i the English pattern NP + VP + PRON + to + v:non—finite.
¥t is apparent that the French and Spanish pattern has
influenced his formation of the English pattern. 7:81,
howe&er, has the same subject for both verbs, so that his
inéertion of the subject pronoﬁn I may in fact indicate
not a complement pattern but rather subordination.' Since
from the context it is apparent that he does not mean what
he 1i. —rally says in 7:81, éerhaps the error is in the omis-

sicz of an AUX such as shouléd - I don‘t know what I should

do.

Examples of omission of to (as above) plus its fol-

lowing V:neun—finite:
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*

2:61 He said for first will [Will to be first?],

me second.

I no like [to be a] doctor. (Response to,

i3
"

W
un

"What will you be when you grow up, a
doctoxr?")
This type of error did not occur after Tape 4. It seems
more likely to be due to non-mastery than to any specific
interference. 2:61 and 4:35 may reflect the difficulty of
learning the be paradigm; the number and difference of its
forms present a more complicated learning task than most
other English verbs and it is possible that the non-finite
form is not yet part of his vocabulary.
Example of omission of to plus substitution of ING
for V:non-fin.: .
6:74 For the teachers talking. (Response to,
"What are ﬁhey going to sit in a circle
for?2")
Here again the error appears to be a guestion of non-mastery
of verb forms rather than interierence.

The other error was:

19:118 ...and Mrs. Cashion let us to have two
hour play period.
In this example he has used the complement pattern to where
it is not required, indicating perhaps that ne is becoming

more aware <f this pattern, even to the extent of over-using
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e. Minor Sentence Patterns
1) Traznsitive Receiver Forﬁatién
On”y 5 errors involving the transitive receiver or
indirect object pattern were found, and all were in *he

first 13 tapes. They were contained in the following examples:

3:21 He said me "black bugger."”
3:32 Ckay, this boy passi{ed] the center [the]l
. ball.
) 4:13 I give for somebody [a] lunch card.
13:88 So the paper I give to you.
13:116 He gave to somebody else a hammer to
play wiﬁh.

3:21 shows Spanish and French intexrference in its omission

of to: Me dijc...; Il m'a dit... 3:92, 13:88 and 13:116

are not un—-English, but in conversation would prokably be

expressed rather: he gave somebody elise...; passed the

ball to the center; I give you the paper. In French and

Spanish both 3:32 and 13:116 require é_and a:. la balle au

centre; di& a otrc. 13:88 _does not: je te donne; te doy.

4:13 has for for to, which is not necessary in this con-
structicn in English as it Zs in ei®t™er of the other two

~ -
languages: Jje donne a guelgqu'un; doy a alguien.

-——— L g

2) Indefinite Pattern Formation
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The indefinite pattern in English (there + be + NP)
is gquite different from Spanish (haber + NP), and somewhat

different from French (il vy + avoir). -Ten errors in this

pattern were made, nine of them involving the omission of
" there and six of them also omitting be. This is evidently
a difficult pattern for him to lezarn and he apparently
tends to avoid it, as these ten examples were the oﬁly oc-
casions in which he attempted an indefinite construction.

Examples of indefinite pattern errors:

11:60 But where [there] is not car, is easy.
. 131:175 So tomorrow [there is al show.
14:22 Today [there were] no problems with Mrs.
Cashion.

19:225 So the pilot thought there were a mountain.

3) Passive Formation
Only two passive constructions were attempted:
6:97 The red one gave me to me [by] Joe, Mark
and Christian.

18:6 You know what dc they call?
His complete unfamiliarity with passive construction may be
due to the fact that these are generally avoided in convex-
sétional French and Spanish and are not especially Zreguenz

in spoken English either.

f. Subordiration
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The formation of sentences involving subordination
and embedding, other than the complement type of sentence
described above, were analyzed for errors. 42 wzre counted

and were classified as follows:

Omission or misuse of what, that, who 20
Interrogative word order in embedded

questions | 14
Omission of subject, V and/or AUX of

one clause’ 3
‘Confusing word order 4
Omission of if/whether in embeddéd:

guestion 1

Examples of misuse or omission of relative pro-

nouns :
4:34 Astronaut is man [who] going in the
espace. ‘

5:73 I don't tell him what (means that) is

finishl[ed] the football.

6:93 No, the red one is [what] Joe he gave me.

7:61 I know what (who?) is Dr. Doolittle.

9:107 Mrs. Cashion dictate[d] something [that]
is not in the book.

11:111 I think is for children [who] don’t have
any money.

12:67 Daddy, do you like the salad what I &idz

14:53 ...John Murphy is a boy [who] gol[es] to

ERIC ) same class.h . -
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16:69 He wanted to visit, I think, to see that
president [who] is dead.
His confusion of what and that in 5:73 and 12:67 is probably
due to interference from both French and Spanish, which use
qgue to express both. 1In 7:61 the use of EEEE for who may
be due either to unfamiliarity with their different meanings

or else the reference is to the film Dr. Doolittle, a thing

rather than a person. The omission of relative pronouns in
the other six examples is more likely due to insufficient
mastery of the formation of relative clauses rather than to
interference, as both French and Spanish require equivalent
relative pronouns. ~

Examples of use of interrogative word order in em-

bedded guestions:

. 3:49 I don't know what is his name.

4:127 I don't know what does it mean, this.
5:44 I no know what is it.

7:31 I don't know-where is it my napkin.
9:125 I don't know what is her name. -
17:50 I don't know what's-W.
21:54 I don't khow what's the answer.

Aithough French uses the same word order as English in 5:44

(Je ne sais pas ce que c'est), the other examples would use

the word order that he used in English , just as would Span-

ish. These errors are thus apparently due to double interference.
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He has not yet learned that English regquires a transforma-
tion which changes the position of the VP. |
Examples of omission of subject, V and/or AUX in one
clause:
8:133 Surprise I am enjoy.
16:49 She couidn't unde:stand and [so had tol
copy over. '
11l:61 Is éar is difficult, you know, because
_ [they] go faster and you turn like <this.
It is difficult to be certain whether the difficulty lies
in basic sentence formation, or whether the fact that these
sentences contain more than a single clause has confused
him to the point where he has forgotten essenfial consti-—
tuents. |
| Examples of confusing word  order:
9:128 Because [somelone in movie says there in
Japan the children stay every (means all)
vear I think [in] the schocl.
13:155 Mary Jo I said had four.
19:123 So I think Friday that was the last day
of play period.
20:119 For big people, playing outside wastels]
a lot of time,-because when you study you
don't waste time, but when you play out-

side or do(ing) something bad that you
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don't like to do, is not interesting to
do, is wasting time.
These are awkward constructions but are nevertheless under-
standable. In either French or Spanish this word order

would be somewhat awkward as well, so interferenc= does

‘not seem to be orerating in these instances.. Probably he

Spoke before mentally formulating the complete sentence,
which seems a common enough occurence in any spoken lan-
guage. |
Example of omission of Ef/Yhether in embedded guestion:
1:80 I don't know is girl oxr boy.
f;ack of mastery seems to be the problem here, as both French

and Spanish reguire si to introcduce the second clause.
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3. Discussion of Errors
E, Mopphology and Syntax
(1) Description of Tables 1, 2;,=—= 3a .and 3b
Table 1 summarizes the percentages of
errors in morphology and syntax and their dis-
tribution in the 22 tapes. These percentages
were obtained by counting the number of each
tyge of error and then the ﬁumber of utterances
in which each type could be found. A ratio be-
tween the two amounté gave the percentage of
- _ errors. For example, all items under a and e
- involved verbs, so the total number of utter-
ances per tape was equal to the number of uttef—
ancés having a VP; that is, utterances classi-

fied as yes/no, exclamation/formula and NP were

excluded. On the other hand, since items under
b, ¢, 4, £, g, h, and i did not necessarily con-
tain verbs, only utterances classified@ as yes/no

and exclamation/formula were excluded.

In order to obtain a rank order of all
errors in morphology and syntax for the tapes,
a numerical value was assigned to each percen-
tage group. Thus, no errors = 0; (.1-4% errors
= 1; 5-9% errors = 2; 10-14% errors = 3; 15-19%

errors = 4; 20-24% errors = 5; and 25-30% errors

Q | ‘ Iﬁli
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= 6. No item had an error percentage larger than 30%

in'any tape. The numerical value for each item a through

. i1 was ascertained for each tape and then all 22 values

of eaéh item added to give a total numerical error value,
termed Error Score. The complete rank order for all items
in the Tapes is given in Table 2.

Tables 3a and 3b examine: the nine most freguent
types of error as they occur at approximately monthiy
intervals, from October 1968 through June 1969. These
graphs give'a picture of monthly progress or lack of it

in mastering the grammatical items causing most difficulty.

Interpretation of Tables 1, 2, and 3a and 3b

The comparison of errors in morphology and syntax
(Table 1) shows that most errors have a low'perCentage
of occurrence and are maintained at a fairly steady rate,
with improvement in most categories apparent in the later
tabes.

Thus, a-3, a-4 and a-5 (Verb Form errors involving
~-ING, Non-Finite, and Noun for Verb) present a pfoblem
only occasionally. Verb form (a-2) "errors involving Past

occur s-mewhat more freguently. Verb Forms involving use

of Person (a-6) present a problem only after Tape 3, and

increase somewhat from Tapes 10 to. 15 and again in Tapes
18 and 20. The most acute problem in verb forms is the

use of Present for other tenses (a-1l). This one item

- | . 432
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TABLE 1
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ERRORS IN MORPHOLOGY AND SYNTAX
KEY TO ERRORS */.Errors 0 01-¢ % | 5-9 % | 10-120 %} 15-19% |20-2¢%|25-30%
Num Value 0 1 2 3 &4 5 6
c-4,5,61a-23 c~-1 h
Tapel [p-3,25{b-1,2
.€ c.tg,:
c-2456 jJc-3 c-1 h
Tape2 |, 1345 |b-3 )
def.qgi
c-4,5 c-2,36 | g c=1 h
a Verb Forms Tape 3 b-3,5 |b-1,2,4 f
-1 Present for other tenses i e:d :
. 2 Past lor other tenses c-4,5 c-1,3,6 {i a-1 h
_3ING far other tenses Taped& b-2345 b-1 f
-& Non Fin. for hiatte c.ce 3
SN forV 0-245,6 Jo-3 f <] a-1
_6 Persan Tape5 |[b-23¢5 [b-1 h
e c.d.1
c-4,5 ¢-2,36 |f h c-1
Tapeb -lb.3¢5 l6-172 |g
. e c.d i
b Noun Forms Tape? :- 3‘45 %-21'35 9 [ -1
-1 Number -3, =12,
-2 Genitwe c . d,e, £ 1
-3 Vfr N . 0-2,3,4 a-5,86 c-1 h
-& Compounds Tape 8 b-2345]cifgn b-1
_5 Mass/Count d- e
c-3,45 |(o-26 f h c-1
TapeS 5-2,3,4,5( b1 g
d c.e H
Pronoun Form -
€ onoun Fo s [ 0 c-3,5 c-2,4 c-1.6 <]
ape b-3,5 b=2,4 b-1 h
d ADJ Usage . e:def |i
e V Usage ’ 0-23,45 1b-12,345|c-6 c-1 h
AD 9 Tapell defi |g
{ PREP Usage c-
Tape 12 c-2,34,5{c-1 c-6 g {
ape b-35 b-12,2 h
g ART Usage 2Ta%s
h OmiSS_iOn of Tape 13 b-4,5 1:2],'32,‘4,5 ?-6 " o-!
Constituents cde i 9
T 1 c-3,4,5 a- ‘2 c-'6 o-1 h
i Redundancy of apeld 1b-24.5 b-3 b g
Constituents il
c-5 0-2,34 | o-6 £ c-1
.| Tapel5 | b_2345] b-1 i h
c.deg
° 6-2,3,{5| o-b6 b4 c-1
Tape16 | b-345 | b-12 g
c e‘rf_vi h
c-2,3,4,5} o-1,6 f.g h
Tape 17 § »-2,z b-3,5 |{b-1
d c;e;i
0-2,5 c-13,, {c-6 h i
Tapel8 | v 33s5]c.dies | b-1
g
c-5 c-234,6} a-1
Tape19 | b-2,5 b-1,3,4 | f.g:h
c:d e;i
a-4,.5 a-2,3 a-1 c-6
Tape20 | b23,45) b1 h
c.d e . g:t
a-12345] o-6 g -
Tape 21 b-23,45) e t.i b-1
- h
c-2,4,5 {0-3,5 a-1
Tape22 {b-23.5 [b-1.¢ f.h
c.i d.e.g .
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accounts ‘for some of the largest error percentages in
ne%rly every tape. It reaches its peak error percentage
(2#—30%) in Tape 5, and subsequently fluctuates between
10-14% and 20-24% through Tape 9. IL{ drops as low as
5-9% in Tapes 10, 19, 20 and 22 only. 1Its lowest inci-
dence (0.1-4%)is found in Tapes 17 and 18.
| Noun forms present far fewer problems and most of
these are due to errors involving number. The error per-
centage remains fairly consfant at about 0.1-4%, except
for Tapes 8,. 10, 14, 17, 18 and 21,‘where it increages
to 5-9%. Errors involving genitive (b-2) occur at the
0.1-4% rate in just over half of the tapes, with no er-
rors of this type after Tape 16. The other noun form

. errors occurred very infreguently.
4

oo

Errors in pronoun forms (c) occurred at the 0.1-

rate in 13 of the 22 tapes, with none occurring after

Tape 18.

Both adjective and adverb erroré (d and e) reﬁéined
at-.-a fairly steady and low rate, with only e rising as
high as the 5-9% error rate in Tape 8. Adjective usage
shows more improvement than adverb usage, as there are no
adjective errors in Tapes 19-21.

Exrrors in use of prepositions (f) become especially
noticeable in Tapes 3 through 6 and again in Tapes 12

through 22. The improvement apparent in Taves 7-11 i=s
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is not permanent, and in the last_six Lapes the error
raié is rather niigh, from 5-9% to 15-19%, except in
Tape 21 (0.1-4%). |
Errors in use of article (g) also become most
apparent from Tape 3 on, and fluctuate mostly from 5-9%

to 10-14%. No improvement can be seen, exéept in Tapes

20 and 22, in which this error is down to 0.1-4%. -

Omission of constituents (h) accounts for by far .
the largest percentages of errors in almost every tape.
A fluctuating but fair-ly clear pattern of improvement
can be seen, however, as the error percentage is reduced
in the final tapes.

Redundar~v of constituehts'(i) remains at a low
to moderate rate (0.1-4% and 5-9%) throughout and shows
little sign of improvement until the- final tape.

Table 2 ranks all erfors for the tapes. It gives

some idea of the order of learning difficulty and/or

.strength of interference from other languages in these

items. It is immediately apparent that omission of

constituents is the greatest single problem. A closer

examination reveals that 36.9% of omissions were of it

~and 9.1% of the AUX do.  Both of these items are peculiar

to English and have no counterparts in either French or

Spanish; therefore it seems that zero interference is

operating, that is, new patterns must be acgquired which

23
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Rank Order of Errors in Morphology and Syntax

Type of Error =

Error Score

h.
a.-1

g.

f.

Omission of Constituents

Verb

Forms: Pres. for Past, -ING, P. Part.

Article Usage

Preposition Usage

Redundancy of Constituents

Verb

Noun

Forms: Person

Forms: Number

Adverb Usage

Adjective Usage

Proncun Forms

Verb
Verb
Noun
Verb
Noun

Verb

Forms: Fast for Pres., P.'Part., —-ING
Forms: -ING for Pres., Past, NF
Forms: Genitive

for Noun

Compounds

Forms: NF for Pres., P. Part., -ING

Mass/Count Noun Confusion

Noun

for verb

86
62
46
45
28
28
27
13
14
13
12

12

N Wy W
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are affected neither by positive nor by negative inter-
ference from the other two languages. 74.Z% of omission
errors are attributed to interference, and 25.8% to non-
mastery. According to Vildomec (1963), confusion is
found ecspecially in categories which do not exist in the
" mother language. ‘

The next highest error incidence is in the use of
present where other tenses are called for. In most cases
this can be attributed to lack of mastexry of verb forms;
oniy in the case of use 6f present for -ING is interfer-
ence from French and Spanish likely, as these languages
use simple present in many situations calling for pro;
gressive present in English. Use of present for -ING
accounted for only 7.9% of errors with present.

Article usage accounted for the third highest rate
of errors. More than half of the errors (67.4%) were
due to the omission of the article.' Many omissions of a,
ég, some were due to interference from French and/or
Spanish; omissions of the (about 34.4%), on the other
hand, could not be attributed to interference. Use of
redundant the, a, an, use of one for a, use of Egg_with
parts of body and clothes, acccunted for nearly a fourth
(22.3%) of all article errors and gould be traced to in-
terference from one or both of the other languages. The
remaining proportion of errors was small and due in some

cases to non-mastery and in others to interference.

£37
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Preposition usége had hearly as high a rate of
errors as article usage. Errors involving use of the
wrong preposition accounted for about 60% of the errors
and were about evenly divided between those due to non-
mastery and those due to interference. Redundant preposi-

tions (about 12%) were due to interference, and omitted
prepositions (about 28%) seemed'to be due to non-méstery.

Although redundancy of constituents ranks next in
percentage of errors, examination reveals that most of
these (63.2%) were of a pronoun following the noun it

referred to, such as, Mrs. Cashion she..., Bobby he...,

the kids they..., etc. It was felt that these were not

especially significant as they appear to be a fairly
typical construction for native speakers of English at
thié age. Other kinds of redundant items appeared'to be
due to non-mastery also. 7

| Errors involving pexrson (Verb Forms) and number
-(Noun Forms) were about egqual. Most of the errors in
person were felt to be due to non-mastery. Errors in num-
ber were almost all due to use of singular for plural,

and this was felt to be due to phonological interference

from French and possibly Spanish.
' for

According to Berko—Gleason_(1971),Achi1dren who
are native speakers of English, - . the rule for the

formation of the third person singular and the possessive
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i; better or earlier learned than the same rule for the
formation of noun plurals. This would indicate that
Jean-Marc's difficulty with noun plurals may be develop-
mental as well. '
Adverb and adjective usage were ranked next in

percentage of errors. Almost all adverb errors could be
attributed to interference, and the same was true.for
adjective érrors.

. About half of the errors in pronoun forms couid

be attributed to interference, the rest almost certainly

to non-mastery.

Use of past for other verb forms occurred mostly
in the middle tapes and seemed to be due to non-mastery
and possibly tc over—-use of recently acquifed past forms.

Errors in genitive (Noun Formé) were due mostly
to interference. | .

None of the errors in verb forms in which -ING was

‘used for other forms could be attributed to interference.

Errors involving use of verb for noun seemed to
be due to non-mastery. Those involving noun compounds
were clearly due to interference. Most errors in which

"the non~finite verb forﬁ was used for other forms were
attributed to interference. Errors involving use of noun

for verb and confusion between mass and count nouns seemed

to be due to non-mastery.
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Tables 3a and 3b show the monthly progress made
fr@m October, 1968 to June, 1969, in mastering the most
£ Fquent errors. Fluctuation is evident in incidence of

all types of errors, but general trends appear to be as

follows:
Items showing improvement h omission of constituents
a—-1l verb forms-present
Items fluctuating, little g article usage
imprcvement : £ preposition usage
Items with stable low er- a-6 verb forms—-person
rors, little or no im- b-1 noun forms-—number
provenent d adjective usage
. e adverb usage
i redundancy

Although clearly defined improvement is perhaps
not as great as might be expected in a nine month period;
it should be_femembered that vocabulary and sentence forma-
tion were being acquired at the same time as morphology
and syntax, and that the learning situation was not struc-
tured for the specific needs of the non-English speaker.

. Tables 3a and 3b could be looked on és a chart of "natural"”
progress in learning English as a third language. It
represents what a ten year:o0ld child speaking French and
Spanish was able to do as a result of exposure to an Eng-
lish-speaking environment, rathexr than what he might have
done had he had special teaching in areas of expected dif-
ficulties. The jitems with stable low errors which showed

little or no improvement are areas in which incorrect
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TABLE 3a

MONTHLY PROGRESS IN
MASTERY OF MORPHOLOGY AND SYNTAX

h - Omission of Constituents

7_
_ a-1 VerbForms—Pres. for Others -
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. 3 ’
= 97 E 5+
= 4] 4+
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TA BLE 3b
'MONTHLY PROGRESS' IN |
MASTERY OF MORPHOLOGY AND SYNTAX

i —Redundancy of Constituents

_/\_/\\

Num. Error Value
PO . 0N (!d &~ oo

8 12 15 18 21 22

b -1 Noun Forms ~ Number
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5 6 & 12 15 18 21 22

Verb Forms - Person
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habits seem to be particularly strong.

f.

b. Errors in Sentence Formation- -
(1) Description of Tables 4, 5 and 6.
Table 4 summarizes the percentages of errors in

sentence formation and their distribution in the - --
i%"tapes. These percentages were found by counting the
number of each type of error and then the number of each
type of sentence:; for errors listed under Word Order the
total number of utterances excludiﬁg yes/no and formula/

" exclamation was used for each tape. The ratio between

number of errors and number  of sentences gave the error
percentage. In some cases, however, only a few examples'
of a given .sentence pattern existed in a single tape

and therefore the error percentage was based on an ex-
tremely small sample. This was especially true in Minor
Patterns (Transitive Receiver, Indefinite and Passive),

. so these error percentages "are not félt to be very valid.
The sample of sentences involving subordination and em-
bedding was also fairly small in the first seven tapes:;
from Tapes 8 on, however, the sample is larger énd the
error percentages more valid. There is a great deal of
fluctuation in number of complement pattern sentences,‘
and the samples are largest from Tape 8 on also. There
was a fair number of negative and interrogative utter-

ances in each tape, and the sample for word order errors
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was the lérgest of all.

In order to obtain the overall rank order of sen-
tence formation errors in Table 5, a numerical valuae was
assigned to each error pe-scentage interval in Table 4.

The numerical value for each item on each tape was added,

" giving an Error Score. This rank order is given in Table 5.

Here again, the Error Score for minor patterns is not as
valid as if it were based on a }arger sample, and the
same is true though in lesser degree for complement pat-
tern and subordination/embedding. The Adjusted Error
Score discounts the tapes ccntaining very small samples.
Table 6 shows graphs for the six types of sentences

examined, taken at approximately monthly intervals from
October, 1968 to June, 1969, in order to show progress

in mastery of each.v The size of the samplz for each
sentence type is also indicated énd should be taken in-

to acCount in interpreting the results.

Interpretation of Tables 4, 5 and 6.

Table 4 compares sentence formation errors in
each tape. The lowest percentage of errors is consis-
tently in word order, which never rises above 0.1-9%

This does not seem to be a problem area. No conclusions

"can be made at this point about error percentages in mi-

nor sentence patterns, as the sample was too small.

Although there is a fluctuation in negative errors,
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TABLE 4

IN

SENTENCE

FORMATION

). Errors 0 01-8 % [10-19%]20-29%| 30-35%|40-4 8% | 50-59%{60-55% | 70-73%[80-89% 90 89% 100% |
NumValug O 1 2 3 4 5 6 7 8 9 10 | N1
Tape 1 word Ordar Inter, Neg. Sub.
{Ne Compt_P.3 Minot
Tape 2 Word Qrdar Neg. Compl.
[Ne Sub. or Minlf tater. *
Weré Order linter. Neg. Minor
Jape 3 Compl.
Sub.
Werd Order Compl. Neg. Sub.
Tape 4 Inter. Minor
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Tape16 [%oraorasr Sub. Inter.
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a gradual overall impfovement is apparent. In the first
six tapes most negative errors were due to use of no for
not and the omission of the AUX (in most cases the AUX
Qg). From Tape 7 on, the errors were fa; lJess frequent
and involved double negatives, confusion between no and
not, and some omissicn of the AUX do. Since there were
no negative errors in the last three tapes, it appears
that this pattern is probably mastered. |

_ Interrogative errors fluctuate in the first eleven
tapes, then show an increase in Tapes 12-16, a decrease
in Tapes 17-20, and another increase in the~last two tapes.
The most frequent problem in the early tapes is use of
declarative word order in questions; the incidence of this
error decreases from Tape 1l on. from Tape 7 on, the largest
numbér of errors is due to the omission of the AUX do.

In comparing negative and interrogative errors, it
appears that the negative pattern requiring the AUX do
-was learned far sooner than the similar interrogative
pattern.

Complement pattern errors fluctuated considerably
but seem to have been mastered in the last three tapes.
Tapes 1, 2 and 5 had too small a sample of complement
pattern sentences for the errof percentage to have much
significance. All except one involved omission of to in

the construction VP:finite + to + VP:non-finite. 1In the
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later tapes this was the ouly error.

Sentences having subordination or emﬁedding showed
an overall improvement wi£hvsome flhctuation from tape to
tape. The sample in Tapeé 1 and 2 is too small to be
meaningful. The sample from Tape 3 on increases fairly
éteadily, so that the error percentage in the later tapes
is probably fairly valid. If this is so, then the im-
provement noted is significant. In the first nine tapes
most of the errors are due to use of interrogative word
order in relative clauses, with some errors involving
relative pronouns. From Tapes 10 tc 16, ho%ever, there
are no word order errors, bu£ instead an increase in
relative pronoun €rrors.

Table 5 ranks all sentence formation errors in the
first 16 tapes. 1Lt shows both the original Error Score
;and the adjusted Error Score, which discounts tapes with
small samples. For the latter, Tapes 1 and 2 were not
Eounted for errors in subordinate formation as they con-
tained only one subordinate sentence. Tapes 1, 2 and 5
were nbt counted for errors in complement pattern forma-
tion because they contained only two constructions of
this type. Minor patterns occurred so infregquently that
probably this whole category should be left out of the

rank order; however, by discounting tapes containing one

or no minor patterns, only the errors in Tapes 3, 4, 6,
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| TABLE 5

RANK ORDER OF ERRORS IN SENTENCE FORMATION

Type of Sentence Error Score 2djusted
Error Score

‘Subordination and Embedding 69 58
gomplement Pattern , 53 43
Interrogative 43 | 43
Minor Patterns (Transitive Re-

- ceiver, Indefinite, and Passive 72% 39%
Negative - ‘ 38 38
Wora Order in Simple Assertions i7 17

*Not very valid
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9, 10, 11, 12, 14, 19 and 20 can be counted and this re-
suit is included in‘the column headed Adjusted Error Score.
It|is apparent that the problem contributing to the largest
amount of errors is in subordination and embedding, while
the fewest problems are encountered in word order of sim-
ple assertions. Complement, negative and interrogative
patterns showed substantial errors of approximately egual
amount.

In errors in subordination/embedding, interference
from both Spanish and French was found in use of interro-
gative word order in relative clauses, which‘accounted
for 33.3% of subordinate errors. Omission of relative
pronouns (38.1% of total errors) was attributed to non-
mastery, whereés confusion between what and that (9.5% of
total errors) was felt to be due to interference from
both other languages. The remaining errors (19.1%)

‘were probably caused by non-mastery.

Complement pattern errors involving omission of to
before a non-finite verb and wrong use or form of personal
pronoun were all attributed to interference from both
French and Spanish. Other errors in this pattern were
few in number and probably due to non-mastery (14.3% of
total complement errors).

All interrogative pattern errors could be traced

to interference from French and/or Spanish. Omission of

jgéfy’
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the AUX do and use of declarative word order accounted
for 73.4% of interrogative errors.

Almost all negative errors were found to be due to
interference, and it seemed probable that Spanish inter-
ference was stronger than French. Nearly 66% of negative
.errors were due to use of’gé for AUX + not, and almost
two-thirds of these involved the AUX do.

The number of minor patterns used was extremely
small. Errors in the transitive receiver pattern (indi-
rect object) were all attributed to interference from both
other languages. Errors in the indefinite pattern (there +
~be + NP) consisted of cmission bf there and usually be as
well; it was not ascertained whether these were due to
interference or non~mastery. The errors ccntained in the
two péssive patterns in these tabes wér-"é.probebly due_ to
non-mastery.

Word orderxr errofs in simple assertions showed the
iowest percentage of errors. 442 of these errors were
due to the NP:subject following the VP instead of pre-
ceding it; nearly all of these were attributed to inter-
ference from Spanish rather than French. 15% of the er-
rors were in sentences in which the NP:direct object had
been misplaced; it was felt thaf these were due to in-
terference from Spanish rather than French. Misplaced.

adjectives and adverbs also accounted for 15% of the
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er;érs, and in most cases were found to be due to inter-
fegence. 10% of the errors were contained in prepositional
ph#ases in which for was misplacedi oﬁiy half could be
attributed to interferencé. Almost all of the othexr worxd
order errors were due to non-mastery.

Table 6-.2 shows progress made in sentence forma-
tion at approximately monthly intervals. Tapes with very
few utterances of the pattern charted were not used, with
the result that each chart has a slightly different series
of tapes at as nearly equal intervals as possible.’ Fluc-
tuations were apparent in most sentence pattérns, but

the following trends were apparent:

Patterns showing improvement Subordination/embedding
' Complement pattern
Negative
Patterns not showing consis-
tent improvement Woxrd orxrder
Interrxogative

T Minoxr patterns

As stated previously, the sample of minor patterns
was extremely small and therefore no conclusions'about
progress in this area can be made.

" Lack of progress in interrogative patterns indi;
cates not only that this is a difficult pattern probably
because of the English AUX do, but also because the habit
of using declarative word orxrder with an interrogative
intonation contour is sufficiently close to the bordexr-

line of acceptable English that it is readily understood
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" TABLE 6

MONTHLY PROGRESS IN
MASTERY OF SENTENCE FORMATION

Subordination/Embedding

¥ Complement Patterns

Sample Size &

3 3 2 3 & 2

,

Sample Size 16
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and therefore infrequently corrected by teacﬁers and’par-
enés. Word order fluctuated between no errors and a low
eréor percentage, with no consisternit imprpvement.
| Substantial improvement was made in the formation
" of subordinate and complement pattern seniences. The im-
provement in negative patterns was less dramatic, but

caused fewer problems to begin with.

Cc. Remarks

The value of the tables discussed in this section
. (Tables 1 tﬁrough 6) liés in the picture they give ‘of the
principal problems faced by.a 10 year old French- and
Spanish-speaking child learning Engiish as a third lan-
guage. They show what progress can be expected in a nine
month period when the child is able to live and study in
an English-speaking environment. Insofar as Jean—-Marc is
. typical of a child with a bilingual background, the record
of his acquisition of English provides information which
.might be useful to the teacher of English as a sécond or
third language.
| Areas of special difficulty obviously need more
intensive work than is provided in an ordinary classroom
where the non-English-speaking child is expected to pick
up Eng;ish through exposure alone. Problems caused by
interference from other languages need especially careful

attention, as they are not as likely to improve through
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exposure to the new language as much as problems due
merely to non-mastery. In the case of the child bilin-
gual in two related languages such as French and Spanish,
areas of double interference will probably be more aiffi—
cult to overcome than areas in which one of the languages
.1has patterns equivalent to English.

. In these tapes, over twice as many errors were

seen to be caused by interference as by non-mastery. The

breakdown between the two types of errors follows:

. % Due to ' ¢ Due to
Interference Non-Mastery
Omission of constituents 74% 26%
: Verb Forms: Present for
\ : others 8% 923
' Article usage . 60% 40%
Preposition usage 42% 58%
Verb Forms: Person 5% 95%
Noun Forms: Number 100%
Adjective usage : . 95% 5%
Adverb usage 95% 5%
Subordination/embedding 43% 57%
Complement Pattern ' 86% l4s
Interrogative 100%
Negative a5g 5%
Word order 79% 0 21%
Totals 882 418

(only major errors -listed)

In terms of teaching strategy,-speéial drills and
pattern practice could be used to help the child internali:e
the English habits which'appeaf most difficult to acquire.
Since a large proportion of the single most frequent error,

omission of constituents, was due to omission of it and

o . 154




- 474

the AUX do, drills employing these two typically English
pétterns would be profitable. Errors in verb forms (Pre-
sent for other tenses and wrong person) while frequent,
seem to be due mostly to non-mastery and therefore would
probably gradually be overcome as more mastery is acguired.
- Errors in number were felt to be due to the background of
French and a particular dialect of Spanish; this problem
might not be as acute for a child with a different lan-
guage background. Correct use of articles, prepositions,
adjectives and adverbs, however, would probably be 4dif-
ficult for most learners of English and extensive drills
appear necessary.

In sentence.formafion, subordination and embedding
show the most freqﬁent errors, but many of these seem to
be due to non-mastery rather théh interference. This
may be due to the fact that use of subordination increases
with chronological age in native speakers of English
(Loban, 1963), and hence non-mastery errors can be ex-
pected at the elementary school level. The errors attri-
buted to interference weré use of interrogative word or-
der in relative clauses and confusion-between that and

what. Intensive pattern practice would probably help

establish correct habits in forming this type of sentence.
A great deal of attention should be given to cor-

recting the formation of complement pattern sentences,
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as/these are extremely frequent in English and the pat-
tegn is considerably different from its Frehch and Spanish
equivalents. ’
Many of the errors in negative and interrogative -
constructioné were due to omission of the AUX do, as men-
~tioned above in omission of constituents. Difficulty was
also encountered in using not for negative constructions.
Transformational drills going back and.forth from affirma-
tive to negative, statement to question, arnd eventually
to négative questions, would help establish the correct
patterns. |
The word order errors due to interference were al-
! most all caused by Spanish rather than French. Extra
- practice is cailed for in patterns of normal English word
order in simple assertions.
Many of the problems identified would show ﬁore
‘rapid mastery if specific help were provided in the class-
‘room. Althocugh it is feasible for a ten year old child
to acquire English through exposure alone, it is appar-
ent that the process is quite a long one and that unfor-
tunately incorrectlhabits can be acquired along the way
which are difficult to overcome later.
The ideal situation for learning English as a second
or third language would be the combination of living in an

English-speaking environment and provision of a learning

il:’eﬁ_'
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situation tailored to the specific needs of the child

/
learning English as 2 new language.
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CHAPTER IV
‘ PHONOLOGICAL ANALYSIS
1.-So§nd Systems 6f English, French and Spanish

The individual embarking on his third language may have a
certain phonological advantage in that he already possesses two
sound systems and therefore a larger phonological repertoire.
Although the new language will almost certainly have new sounds
to.master, there may be soundé in the first two languages which
are very similar to some in the third. On the other hand, hav-
ing a larger phonological repertoire may merely increase the
amount of intereference that will operate on the third language,
so it is difficult to tell whether a student learning a third -
or fourth language will find his multilingualism an advantage
or a disadvantage. According to Vildomec (1963), simplifica-
tion of a sound system due to the influence of another language
occurs more frequently than does enrichment.

Looking at a chart of the.consonants of English, French
and Spanish (Table 7), it can be seen.that there are many near
equivalences in at least two of the "languages, and even some
in all three. Logically, the most difficult consonants to mas-
ter by the French-Spanish speaker would be the ones exclusive
to English, that is: the alveolar /t/, /d/ and /n/; [51, [e],
[#], [p]; English 1's (alveolar /1/ and dark /%/); and the Eng-
lish /r/. Since Jean-Marc's first language was French, one |
would expect the consonants that do not exist in French though
they do in Spanish, [¥] and /h/, to be next in order of diffi-
cultf. Finally would be the consonantswhich exist in French but

not in Spanish, [8], [v], [z] and [£]. Some interference could

ERic«be expected from exclusively French or Spanish consonants

o | 138
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- TABLE 7

THE CONSONANTS OF ENGLISH, FRENCH AND SPANISH

Labio- Alveo-
Bilabial |Dental;DentallAlveolar|palatal|Palatal|Velar|Uvular |Glottal
v1i vda|vl wvdivl v4a|vl vda|vli vdaivl vd|vl vd(vl v4|vil vd
Stops P b t d |t d k g
Affricates : & 3
Fricatives gl v e 8 |s z |3 4 x h
Nasals m n n n 3
Laterals, 1 1 A =
Semi-
Vowels w r b
Trills r R
Flaps c

Consonants exclusive to English arz underlined in re@. .
Consonants exclusive to French or Spanish are underlined in green. .
Fnglish consonants having Fr: nch and/or Spanish counterparts are not underlined.

5 559
ERIC | | -

Aruitoxt provided by Eic:



152

such as [g], [R], trill /r/and flap /f/, [pl, [A]l; and the

{
{

dentalized /t/, /d/, /n/, and /1/. The consonantal analysis
ﬁhat follows shows that some of these sﬁppositions are
borne out while others are not.

On the other hand, predicted vowel difficulties do
in fact materialize. As can be seen from Table 8, English
vowels are very different from FreQCh and Spanish ones;
only two, /a/ and /o/ are fairly close in ail three languages,
and /o/ rarely occurs in the dialect of English to which
Jean-Marc was exposed. By far the greatest number of
vowels are peculiar to English, and it could be eﬁpected
that these would present serious difficulties. Three French
vowels very similar to their English counterparts, /g/, /®/
and />5/, should give him an advéntage over an exclusively
Spanish language background. But.the three vowels common
to French and Spanish which do not exist in English, /i/,
/e/ and /u/, could produce especially strong interference.

‘Because stress and pitch are considerably different
in the three languages, some difficulty could be expected
with English suprasegmentals. French has a fixed stress
falling always on the last syllable of the phonetic group,
whereas English is a free stress language and the stress
~ can vary according to the meaning (Malmberg, 1963). Eng-

lish and French both have three to four levels of stress,
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TABLE 8

THE VOWELS AND GLIDES OF

ENGLISH, FRENCH AND SPANISH

Front Central Back
— z
S .
el vy Yw
s
1 L
=3 ow
2 24 ° ©
€
z 2 ay aw > oy
'-q. —— L ——
a

Vowels and glides exclusive to English are under-

lined in red.

Vowels exclusive to French and Spanish are under-

lined in green.

English vowels having French and/or Spanish counter-

parts are not underlined.
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and ir this feature they differ markedly from Spanish,
which has only strong and weak stress. In pitch, insofar
as it can be considered separately from stress, English
intonation contours are more similar to French than to
Spanish, as both have four levels of pitch (though Eng-
‘lish employs the fourth highest level for exclamatory
purposes only). Spanish, however, has only three; and
many frequeht intonation patterns employ only two. A
comparison of typical patterns for the three languages

in Tablé 9 gives an idea of some of the differences.

The phonological analysis is based on three-
minute selections from each of the 22 tapes. These
selections were then transcribed phonetically using the
International Phonetic Alphabet, with alteration of a
few symbols as indicated in Tables 7 and 8.

Sounds which are similar though not identical in
two or all three of the languages are enclosed in strokes
-/ /: sounds exclusive to one of the languages or identi-
cal in two cof them are written phohetically rather than
phonemically, that is, enclosed in brackets{]. Certain
differences between sounds were not easily distinguish-
‘able on the tapes, mainiy those dentalized in French and
Spanish and alveolar in English; therefore, /t/, /4/,

/n/ and /1,/ are written phonemically only. Since the

English /r/ occurred more frequently than any other

152 Y
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TABLE 9

TYPICAL PITCH PATTERNS FOR ENGLISH, FRENCH AND SPANISH?*

Statements

WH-Questions

-2 3 1

-~ L 4

It's twelve twenty+

b ¢ 2 3 % 1
- -~

- -

Il est.midi vingt +

-~

2 ' 1 1

- ~ - W - v

Son las doce y veinte¢

2 3 1
- -~

-~ -~

What time is it+

1 2 31
- -~

-~

Quelle heure est-il+

2 1

L4 - o

Qué hora es+

Yes/no Questions

Two clauses

2 3 3

-~ -~ -

Have you finished+t

12 < &
- L4 - -~ ”

Avez-vous fini+

1. ' z 2

- -~ L 4 -~ o

Ha terminado#

2 3 2 2

-~ -~ -~ -

He worked 3 days - and then

s i
leftd

1 2 3 2 2

-~ -~ - -~ -~ - -

Il a travaillé 3 jours =+ et

3 1
-~ - -~ -~ -~ -

aprés il est parti+¥

1 2 2 2 1

-
X
- ] - L 4 L¥ 4 -

v s v
Trabajé 3 dias - y luege se fuéd

*Adapted from Stockwell and Bowen, The Sounds of English

‘and Spanish,
1963, p. 84.

1965, pp. 28-29 and Malmberg, Phonetics,
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variety, it is written /r/ for convenience. The vowels
are all written phonemically and identified as to lan-
guage because of the differences between even closely

similar vowels in the three languages. The English glides

" are indicated by the addition of /y/ or /w/ to the simple

. vowels, thus: /zy/, /€y/, /ay/, /aw/, [>¥/., [owl, /O¥/.

Other phonqlogical markings include: aspiration (/ph/,
/th/, /kh/); terminal junctures (falling ¥, rising %, i
continuing ) ; stress (strong or primary °, secondary ”,
tertiary =, weak ~); and pitch (' = low, 2 S mid, 7 = high,
*= very high).

Because the author's speech was Jean—-Marc's most
constant model, it served as a standard for "correctness".
However, any item known to be typical for nétive English
speakers of Central Texas was considéred correct.

Sintce the actual number of words per taped selec-

tion varied considerably in spite of the fact that each

was of three minutes duration, an error percentage based

on the ratio of errors to number of words in *he selec-
tion was calculated for all major errors. These error

percentages were used to show what if any improvement

occurred.

Phonological Errors

Q. Consonants

Consonantal errors were not nearly so fregquent as
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those involving vowels, and were confined to a relatively
few phonemes. Many expected difficulties did not mater-
‘jalize; some errors were so deeply entrenched that little

improvement was apparent. The errors were classified as

follows:
Tapes
‘ ©1-11 12-22 - Total
/d/ for [3] 83 86 169
[s] for [z] | 78 73 151
Non-aspiration where required
' atter /p/. Jt/. JK/ 87 38 125
errors involving English /x/ 7 11 lé~
/t/ for [©] 2 1 3
[B] for [v] 2 1 3
[£] for [v] 0 3 3
[%] for [&] | 2 0 2
[£1 for [£] 2 0 2
[Al for /1/ 1 0 0
omission~of /h/ 1 0 1
Omission of /y/ 0 1 1

From this it appears that ‘there are éssentially only three
areas-of serious problems with consonants. Error percen-

tages in the different tapes had these characteristics:
non-aspiration - extreme fluctuation of error per-
centages in Tapes 1-9; but defin-

ite improvement from Tape 10 on.

£55
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/d/ for [?1] ° = fairly steady error percentage
- throughout; little éiqn of im~
. T provement.
7“[s] for [z] - fluctuation in first 20 tapes;
improvement in Tapes 21 and 22.
errors with /x/ - fairly steady error percentage
and occurrence only in Tapes 1,
2, 4, 16, 18, 19.
other errors - infreguent occurrence.
Aspiration after.initial voiceless stops presented a
serious problem at first, but began to be mastered in the
later tapes. The English [3] seems to be much harder to

master, in spite of the fact that it does exist in Spanish

as an allophone of /d/. In English, however, it is encoun-

tered in initial position as in_then,'this,‘the, whereas
in Spanish [3] occurs internally only. .

In many cases of use of [s] for [z] the difficulty
"lay in non—ﬁastery of the English plural morpheme. In-
terference from Spanish, which has no [z] phoneme, appears
very strong; there may also be some'effect from English
orthography.

It was expected that the English /r/ would cause
considerable difficulty, as it is so unlike the French [R]
and the two Spanish ones, the trill [r] and flap [¢]. It

was surprising, therefore, to f£ind that in fact there were

e
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relatively few errors with this phoneme. ' -
The other consonantal errors were infrequént.
[5] for [&] was due to French interference; [l for [v]
and [f] for [v] to Spanish interference. Mastery of the
English [B] seems to have been achieved éfter Tape 12; it
:is‘interesting that this voiceless fricative was so much
easier to leafn that its voiced counterpart.
Two English phonemes which do not exist in either
French or Spanish, [f] and [n], were expected to cause
. some difficulties but in fact did not. No errors involving
these occurred.
Several English phonemes are very similar to their
French and/or Spanish counterparts, differing only in .
point of articulation. The guality of the recording was
not good enough to distinguish whether the /t/, /4/, /wv/,
and /1/ were dentalized as in French and Spanish, or al-
veolar as in English. In some cases it was difficult to
.tell if the English dark /i/ was used correctly,.but in

most cases words such as milk, Will, girl, ball, etc.

were clear enough to hear the dark /t/. An exception

was goal (3:94, 3:95), which was pronounced as in Spanish

'/90}/-
Examples of non-aspiration:
1:87 /mi no gut damtalk (n deflor/
2:57  /pok aen bin/ | |
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3:08 /ai gut wen aen.hi put tuvw/

4*70 /tumdrow no/ .

5:47 /bikawz daina 1y tuk - daina thuk mit/
6:59 /nau ai kaent/

7;57 /dty kaepital av teksas  is astin/

8:66 /di kaengaru kaen ron nainti/

9:87 /@ n hi tol mi/
10:87  /nobadty kaen rid t/

11:99 /ay gat tuw gow/
12:56 /aet hwot tlaim :z dsediy kamrzyy howm/
13:90 /tudsy ay heed fan tPuw skuwl/

14:91 /81yz gowiyn thuw sz 9 nu tiyder/
15:122 /biykas radiy zs-zn may tiym/
17:56 /bat yvw s&d 1s gruwns/
18:85 /1 smdl t teyks abawt fayv minats/
19:70 /biykaz 1t waz kowld/ '
20:87 /sty win tuw taym wn wen dgy/

21:92 /dizneylaend iz 92 ngym 3v & tawn/

(None in Tapes 16 and 22)
Interference from both French and Spanish appears to be
especially strong, making it difficult for him to produce
the aspirated /p/, /t/ and /kX/ where reguired by English.
When he uses aspiration correctly for the first time. in
Tape 3 in the words /thwzlv/, /phut/ and kheé‘/, it by

no means represents any sort of mastery. ~Through Tape 9

£58
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he continues to not aspirate more often than to aspirate,
and even to forget aspiration in a frequent word- such as
- put after having earlier used it correctly in the same
word. 5:47 is a goqd example of this kind of fluctuaﬁion;
- both /tuk/ and /thuk/ are produced in the same sentence.
~One instance of aspiration was always produced correctly,
the /kh/ beginning the name of his teacher. This.ﬁas
probably bécause of constant classrdom repetition by
the other children, all of them native speakers of Eng-
lish. From 10 on, he aspirates more frequently than not,
but continues to make a few errors of this type in all
tapes except 16 and 22. These failures to éspirate where
necessary are almost all in words which he does produce
with correct aspiration at other times in the same tapes.

Examples of use of /d/ for [3j:

1:85 /de m12lk/

2:55 /dats gud/

3:85 /moder/

4:73 /ai laik dis mit/

8:58 /2en dei teik of may haenpgri®/
9:91 /en den/

10:113 /for boi haef tuw sit der/
14:100 /so dity 8d3rs ruwm hasv e ¢y helpsr
thzyéar/

18:92 /¢vriybadty ar op dsen mi/
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18:93 /faxdax/
(Tapes 5-7, 11-13, 15-17 and 19-22 have repeti-
tions of previous errorsy
More than half (8B) of the 169 errors of this type were
contained in the word the. Probably the high frequency

of this word and of others such as this, that, there, then,

they, was responsible for the large number of errors in
this category. Strong interference from both French and
Spahish has made it difficult for him to master the Eng-
liéh [81. However, eveﬁ as early as the first tape, there
are some instances of [3], as in 1:98 and l:iOO /moder/.
But even- this word is by no means mastered, as twice in
Tape 3 ne produces /moder/. In the same tape he produces
/3ei/, but in Tape 8, /dei/. Tape 9 has /3zs/ énd /dos/,
but Tape 10 has no instances of .[8] at all. Tape 11 has
only two, /fads3r/ and /meaer/. Aside from‘six occﬁrrenées
of [2] in Tape 16, this phoneme is produced qguite infre-
‘quently until the last three tapes. Tape 20 has /%3/,
/3en/, /3zy/, /3dsr/ and /gaets/, but it has more fre-
quently /d3/, /dty/, /dén/. and /dey/. Tape 21 has five
correct utterances of /Z5/ and one of /dsr/, while Tape 22
has two each of /38/ and /32y/, and one of /3aets/. In
spite of some improvement in cérrect use of this phoneme
in fhe final tapes, it is apparent that [3] is very far
from being mastered and in fact constitutes one of his
major phonological éroblems.

i??éy
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Exémples of use of /t/ for [0]:

4:61 /tri aend for/
4:63 /ar wi w@rkig tri nsmbers end for/
12:60 /natiygy/

These were the only three instances of this error, as

* except from these, [B] was always produéed correctly.

t is difficult to understand why the voiceless inter-
dental fricative should be relatively easy to master when
its voiced counterpart is a serious problem, since neither
exists as an. independent phoneme in French or Spanish.
The reason may.lie in the area of perceptipn rather than
productian. Since [%] is an allophone of the Spanish
/4/, perhaps he hears.[g] as /d/, as these phones are in
complementary distribution in Spanish, not distinctive
phonemes as in English. Because he mastered [01 fairly
easily, it seems safe to conclude that pefception is the
main reason for his difficulty with [d].

Examples of use of [s] for [z]:

1:89 /s gol/

2:61 /for Ourvsdei/

3:90 /hwer bois fowr paes dsbal/
4:76 /rais aend pis/

5:53 /piesas/

6:65  /bat misis kPgy¥en sed/
7:74 /sneils fayant/

8:65 /nain siro/
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9:100 /ditktévt tu miy dasfnénsis/

{ 10:85 /wan boi hus neim klei/
{ 10:115 /it was Vvirty fanty/
12:63 /ask miy 3 xPwes&an plis/
13:97 /hiy wdsant wn skuwl/
14:77 /bikas ay mvayt him for zy fow/
15:110 /w:® his fiyt/
17:60 /bat wib phrUWn§/
18:99  /s¢kon kioms aliyv/
20:97 /aR1. J3 hvw meyk biynggow sapowi_tﬁuw

khal diy nambsr/

22:94  /t"ww handrid dalers/

(None in Tape Z21; Tapes 11, 16 and 19 have

repefitions of previous errors)
Of the 151 errors in this category, 59 involved the word
is, and a large proportion of the remainder were foﬁnd in
the plural morpheme.

The phoneme [z] does not exist in Spanish, though
it does in French. Since the letter z in his dialect of
Spanish has the sound /s/, he probably transfers this
habit to English. In this case the interference from
Spanish is stronger than any transfer from the French
[2z]. His first production of the phoneme [z] does not
occur until Tape 5, which has /zz/-andv/bikawz/; Tape 7
has /bardz/; Tape 1l has /1z/ and th= French /fRambwaz/.

The fregquently occurring word because uses [z] as its
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fiqal phoneme only eight times. /1z/ begins to occur
wigh some regularity from Tape 12 on, and in the last
three tapes it is always broduced éorreczly. Although
he continues to substitute [s] for [z] in a variety of
other words, the phoneme [z] does seem to be nearly mas-
tered by the last two tapes, which contain only one er-
ror of this type.
Errors involving the English /r/:

1:89, 90  /gal/

1:97, 98 /homwak/

1:98 /mo?e&/

2:57 /pok/

4:69 /Semembar/

16:70 /hiy s> &y =fab ov %/
18:88 /histoEi owrxr stowity/
18:97 /bivkas from a££n§ ay nu/

"19:79 /wil thumeEOW réyn/
(None in Tapes 3, 5-15, 17,and 20-22)

There were relatively few errors of this kind, which indi-
cates that the English /r/ was not as difficuit to master
ag had been anticipated. Errors in the first two tapes
are due to omission or reduction of the full value of /x/,
which indicates pexhaps that in the beginning he did not
always perceive /r/ in penultimate position in a word.

The cases of interference are all from the Spanish flap
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/g(._ There seem to be no instances of the Spanish trill
/;/, or of the French [R], except in totally French words.
©18:88 probably shows interference from the Spanish /istofia/
in /histofi/; four repetitions of /stowily/ in the same
‘utterance increased ihe number of errorsiinvolving Eng-
1lish /r/, but not their type. Since this error did not
recur after Tape 19, it appears that the English /f/ is
mastered in-the final taves-
Instances of 81 for [&1:
3:101, 102 /Pkolat/
The interference here is from French rather than from
Spanish, which has the same initial phoneme as English
for this word.
Instances of [§] for [Z]:
2:65 /taliv1§an/ and /taiavzéan/
[¥] exists in French but not in Spanish. It is difficult

to tell if this error is significant or not, because in

the first 11 tapes there is ohly one other word in which
this phoneme is required: 11:96 /%an maRk/. He'prénounced
his own name in French, naturally. .-
Instances of [B] fdi [vl and of [A] for /1/:
3:104 [ﬁainiﬁa/
5:45 /Biriy/
18:91 /s 3a ﬁar‘ly farst wen/

These show interference from Spanish. 3:104 is in fact
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the Spanish word rather than its English equivalent. Al-
though [vl does not exist in Spanish, it does form part
cf hié French phonemic repertoire and probably for this
reason does nct preseht-a learning problem in English.
Instances of use of [f] for [v]: _
13:88 /sow daphzypar ay g1f thvw vuw/
13:102 /1s not @ histcriy of gvd/ ‘
21:83 /av gy siti owr éf;Zy thazwar/
13:102 and 21:83 may show the influence of English spel-
ling, aﬁd all three errors are probably due to inter-
ference from Spanish, which, unlike French, has [f] but
no [v].
Instance of omission of English /h/:
8:52 /is/ for /hiz/
The interference here seems t0 ke frém French, which lacks
this phoneme. Aside from this one instance, the Eﬁglish
/h/ does not present a problem, even though it is dif-
‘ferent from its Spanish counﬁerpart in poipt and man-
ner of articulation.
Instance of omission of semivowel /v/:
22:87 /Janvwsrzy/ for /Janyuweriy/
This error seems to be dﬁe to the effect of English ortho-
graphy, as both janvier and enero are sufficiently unlike
their English counterpart as to make specific interfer-

ence doubtful in this particuiar error.
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b. Vowels and Glides

1

By far the largest proporticn of phohological er-
rors was due to inaccurate production of English vowels

and gilides. These errors were classified as follows:

1) Major Errofs ' Tapes 1-11 Tapes 12-22 Total
/i/ for /iv/ ' 163 35 198
/o) for Jowu/ 119 | a5 164
/i/ for /i/ 86 55 141
. /ai/ for /ay/ 80 28 . 108
/u/ for Sfuw/ 67 20 87
/a/ for [a/ 40 11 51
Jei/ for /sy/ 42 | 8 50
/e/ for‘/é/ 35 , 2 37
/e/ for /3/ -0 | 20 20
/&/ foxr [/3/ 12 1 . 13
/o/ for /9/ 11 , 2 13
/a/ for /2/ 5 5 : 10

2) Minor Errors

/a/ for [/ae/ 6 2 8
/o/ for /a/ 6 2 . 8
/Jau/ for /3/ 4 3 7
/oi/ for /[ay/ 6 0 6
/u/ for Jv/ 5 0 5
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/1/ for /1y/
‘iou/ for /ow/
/e/ for Jae/
/e/ for /&/
/a/ for [ow/
/e/ for /ey/
/au/ for /aw/

NN W
N N O H O O NN
N N W W W

o = N

omission /i1y/

?) Single Efrors
/ie/ for [1y/
/is/ for /1/
/i/ for /a/
/e/ for /1/
/a/ for /[u/
/s/ for /[fe/
/o/ for [ow/
/a/ for /¢/
/a/ for /[aw/

redundant /u/

TR = N S S Sy W

[

O O R O H W O e
| B & o R i = I o B S S con B cov RN o}

N

Of the total of 954 errors, 629 were contained in English
~glides and the remaining 325 in simple vowels. The glides
| probably present more difficulties for mastery because they
are different from French and Spanish counterparts, long

rather than short glides.
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The last half of the tapes showed considerable improve-
{

I

ment in mastery of glides. Errors in simple vowels aiso

diminished .considerably, with the ekception of /i/ for

/%/, which after a steady.decrease in error percentage

in the first 18 tapes, showed a rise in errcrs in the

.last four tapes.

(1) Errors involving the English glide /:y/

(a) Examples of use of /i/ for /ty/:

1:87
2:54
3:88
4:63
5:47
6:54
7:55
-8:47
9:92
10:87
11:112
12:71
13:108
14:77
15:96

17:53

/mi no pvt ds molk/
/dats gvd iﬁig/
/fon marfi hi s d3 senlr/

/wi_w?rkig tri nambars/

/daina thuk mit/

/yu spik friné - yu si/

/oklahoma siti/

/wi dint si 3 kaengaru/

/dis marniyy in skul ay was haepi/
/nobadiy kaen rid it/

/dsy atv QrE_balz/

/ai gat ¢n aidia/

/ay 9zynk tvwmorow gvribadi he®s 2 phzrzyad/
/bikas ay invayt him for Zy %ow/

/bikoz w:y heae £ thuw drd in big phis oV
psypor/

/plis/
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18:88 /histofi owr stowity/

29:84 /biggo 1z fan tu/

21:69 /sow m 22 siti/ -

‘(None in Tapes 6, 19 and 22)

The‘Ffench and Spanish cardinal vowel /i/ is somewhat simi-
| lar to the English glide /1y/, so it is not surprising

that there is strong double interference. An interesting
feature of 9:92 and 10:87 is the appearance of both /i/

and /iyv/ in a single sentence. At this point he has learned
to producé /1y/ . but does not yet uéé it consistently.

The word because occurs frequently and almost al-
ways contains /i/ in the first syllable. Incorrect pro-
duction of this word seems to have been established as |
a habit at an éarly stage. 18:88 and 20:84 show influence
from the Spanish historia and bingo; the final glide of
histOEy was , however, produced correctly in 13:102, but
‘bingo was always prorounced in Spanish. Although the use
-of /i/ for /1y/ was extremely frequent in the first eie-
ven tapes, a very definite improvement occurred in the

last eleven tapes and there werzs no errors of this type

in the final tape.

(b) Instances of /i1/ for /i1v/:

10:103 /is a neim of ¢y &ip > huw d9 maen huw >
hyw = th2yks ksr ov §1p/

11:104, 108 /friy ays krim/
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In 10:103 he may have been thinking of the word ship for
the second sheep. The other error may be due to.inter-
. ference from the French créme, which -has a shorter /e/

than the Spanish crema.

{c) Instances of omissién of juv/:
T7:%12:65 /pleip/ for /pliyiyg/
' lG:fG /mustk/ for /mayvws:ik/
In 12:65 it is difficult to tell if in fac# /y/
was oritted, or whether /i/ was used for /i1y/ and /e/ for

. /fy/. In 16:76 there is interference from both the French

and Spanish counterparts to this word.

(2) Efrors involving English /t/
Examples of use of /i/ for /r/:
1:93 /hisr is/.
2:56 - /&ili/
3:77 /dis 1s mai frend/
4:64 /ai go fini¥/
6:65 /bat misis k'sy¥an sed/
7:62 /daktdr duwlitsl haes .big Jayont aenimel/
8:58 /bikaus "ay dint laik dis bin/
9:88 /ayam éoig tvw piX yvw 9p/
10:15 /it was verey fanzy/.
13:96 /vés b3t wil was sik/

14:90 /%1y gow tuw yuwnivarsitiy/
"4

“
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..15:109 /wen gay trip mi/
16:80 /haw ay khaen fint$ 3i§/
17:55 /3aets aen acnimal/
18:88 /aen dis histofi/

hlaes s£d now —>

20:81 /aendliﬁfdzfrant ov da k
hiy heev thuw sit dawn gggyn/

21:66 /b3t tt difikalt niyn/

22:84 /biyfowr 1t gets wintor/

kTapes 5, 11, 12 and 19 had repetitions of

above errorsj

In the majority of cases this error is contained in the

words is, it, this, didn't and finish, which occur fre-

quently in all the tapes. It is possible that this error
persists even after he has learned the English /7/, be-
cause of habit established with .these particular words at
the beginning of his acéuisition of English. |

Words containing this error which could be attri-
‘buted to direct transfer from their French and/or Spanish

counterparts were: chili, university, animal, history and

difficult. 2lthough use of the English /7/ shows steady
improvement for most of the tape this error increases

| again in Tapes 19-22. In these last four tapes most of
the instances of use of /i/ for /t/ occur in words

such as is, it, difficult and this, which had previously

been produced correctly.
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(3) Errors involving English glide /gy/
(a) Examples of use of /ei/ fér /ev/:

2:61 /for Burvsdei/ |
3:82 /mai greid/

4:65 /mei ai itig/

6:64 /yest¥dei owr tudei/
7:65 /a&n ﬁayant sneiks/
8:61 /ai dint teik/ y
S:87 /stgi dsxr/

10:103 /1s a neim 9f gy 3ip/

11:99 /den wi plei/

12:65 /ay was pleiy laik frplgiyn/
15:107 /laik diseim ov bgisb?l/
21:74 /W1y ar.gowyy thvw s1y walt disnei/
(None in Tapes 1, 5, 14, 16, 17, 19, 20 and 22;
repetition of previous errors in Tapes 13 and
18)

" These errors are caused by double interference from French
and Spanish, which have an /ei/ diphthong rather similar
to the English glide /fy/. The most frequent occurrence
of this error was in the word day and compounds contain-
ing it, but from Tape 10 on he seems to have mastered
)dgy/. In 12:65 he produced both-/ei/ and /¢y/ in the
same sentence, indicating incomplete mastery of the Eng-

lish glide. 15:107 may show influence from the Spanish

182



75

beisbol. This error occurs infreguently from Tape

12 on.

(b) Instances of /£&/ for /iy/:
11:103 /okg* okéy mamits/
12:60 /oke/
This error occurred only twice and both times in tae
word okay.
(4) Errors involving English /£/
- Examples of use of /e/ foxr /&/:
1:94 /ves/
2:61 /hi sed/
3:90 /dis is d& sensr/
4:69 /ai don not iemembar/
5:40  /aim no fren av/
7:68  /Jayant elefont/
8:51 /veri fe2t kaet/
9:83 /%2n den/
11:97 /ai sed weyt/
12:63 /tP¢1 miy e kwes&en/
(None in Tapes.6, 10, and 13-22)
Since /e/ and /£/ are two separate phénemes in French,
the interference here seems to be from the Spanish /e/.
Since he is in the habit of using'both e's, he has probably
not yet realized that the English variety is always /¢/.
English /¢/ seems to have been mastered from Tape 13 on,

as no further errors of this type occur.
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{5) Errors wiﬁh English /S/
(a) Examples of use of /a/ for /9/:
1:100 /hwat taim ls it/
2:59 /vea’ '
5:47 /bikawz daina &iy tuk/
6:61 /austraelya/
7:57 /Aty kapital 3v teksas is odstin/
9:93 /ai was/
10:85 /wan boi hus neim klei/
11:95  /mandéy/
12:71 /ai gat ¢n aidia/
16:71 /3¢r woz ¢y aegab/
18:85 /in smdl tt tgyks abawt fayv minats/
20:89 /81y was lakiy/
21:65  /tPuw ke lifowrniya/
22:97 /ar wiy rilzy gow lyy thuw e frika/
(None in Tapes 3, 8, 13-15, 17 and 19; «repeti-
tion of previous errors. . in Tape 4)
The interference here is probably from Spanish rather

than from French, which has a schwa similar to the English

/3/. In mény of these errors, English orthography may
also have had an effeci., that is, he pronounces the letter
a as the phoneme /a/. The word what is a fairly freguent

errcr of this sort, but seems to be nearly mastered by

Tape 11. ®ords such as 2rab, California and Africa probab-

1y have strong interference from the Spanish pronunciation
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of them. Althcugh this errors shows some improvement

from Tape 11 on, it still persists to some degree even in

the final tapes.

(b) Examples of use of /e/ for /3/:
1:98 /mogg;/
4£:69 /ai don not femembdr/
5:60 /2 fte skul/
6:55 /de bvk/
12:63 /thsl'mzy g_kweséan/
{(None in Tapes 2, 7-11, and 13-22; repetition
. of previous errors in Tape 3)
This error is contained mainly in the words mother and
the, and does not occur after Tape 12. It may be due to

English orthography, as above.

(c) Examples of use of /£/ for /3/:

12:67 /1f ay duw laik didray s& 19d hwat ay

did/

20:83 /Wity g&t abawt siven/

(None’'in Tapes 1-11, 13, 14 and 21; repetition

of previous errors in Tapes 15-19 and 22)
It is interesting that beginning in Tape 12, /&/ for /o/
supplants the error /e/ for /&/. At this point he has
mastered the English /g&£/, but still has not completely
learned that in many English words containing the letter

e, @ schwa is required for prorunciation. Use of either
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- Je/ or /€/ for /3/ remains at a fairly low but steady

error percentage throughout most of the tapes.

..(d) Examples of use of /6/ for /3/:
1:98 /mofer/
2:58  /nofiy/
4:67 /yu s¢d d3 mondei/
9:96' /fowr eror n spgliyn/
10:89 /bi1yk3ds somtaim is sametyg rawy/
10:103 /hyw tsyks kér ov ¥ip/ '
' 11:98 /ai s¢d k'om/ |
11:100 /1t fayv oklak/
12:102 /1s not 3 historiy af gud/
15:108 /ov hwat/
(None in Tapes 5-8, 12, 14 and 16-22: repeti-
tions of previous errors in Tape 3)
Here again the iﬁterferenqe is probably from Spanish and
some of the difficulties gay be caused by English spelling,
*hich he may equatse with its Spanish counterparts. 10:89
is interestirg in that both /o/ and /3/ are used in some,
in ﬁhe same sentence. This error doés not recur after

Tape 15 and appears to be mastered in the final tapes.

(6) Errors with English /a2/
Examples of /a/ for /=/; of /e/ for /a&/; and of

/¢/ for Jae/:
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1:85 /and mi/
2:55 /dats gud/
3:88 /hi pas/ '
3:99 /meiai hgf/
4:63 /tri nombers end for/
5:43 /sad/
5:45 /%1y not Biriy hapi/
12:54  /dedi/
12:63 /ask miy e khweséan/
13:101 /ai fém glad ai wosdSnt/
(None in Tapes 6-11 and 14-22)
In the cases where /a/ was substituted for /== /, English
spelling may have influenced his pronunciation. In the
cases wvhere /e/ or /€/ are used, it seems likely that in
trying to reach /ae/, which is fronter than /a/, he over-
shot his goal and went higher as well as fronter, thus
producing /e/ or /%5/. ‘
Even though the phoreme /2 / has no close counter-
part in eithexr French or Spanish, it does ﬁot appear to
be a serious learning problem. Most of the errors in-

volving the Tnglish vowel /2 / occur in the first five

-tapes, and none occur after Tape 13.

Errors with English glide /ay/
Examples of /ai/ for /ay/:
1:106 /hwat taim is it/
2:63 /wil ts mai fren/

3

95 /ai pvt d&bsl tn de gol/
4R'?
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4:62 /tumsrow faiv aend siks[
é
5:40 /aim no fren av -—-- &n daina/
7:56 /hwai yu spik frin&/
8:63 /di kaenguru ka€n ren nainti mails/
9:98 /bat Samgig is rait bikas ay noW/
10:85 - s/hiy du laik dis smol litar/
12:68 /ay drgii’ay draid/
13:106 /wiy ran ttnsaid/
14:80 /misis stmpsdn 1t wds viérty nais/
(None in Tapes 16, 17, 19, 21 and 22; repeti-
tions of previous errors in Tapes 6, 11, 15,
18 and 20)
Out of a total of 108 errors involving the glide /Jay/,
43 were contained in the word I. in the first seven tapes,
I was almost always pronounced /ai/, but after Tape 7
a consistent improvement was seen, ané after Tape 18,
/ay/ was alwéys prcduced. Another freguent word contain-
ing this error was like. It was almost always pronounced
/laik/, except for the £inal two tapes, which had only
/layk/. This error ZIs cleailf due to interference from
the diphthong /ai/ in French and Spanish, which is rather
similar to the Er -lish glide /ay/. Although this was one
of the most frequent errcrs in the early tapes, mastery
of this glide increased steadily from Tape 12 on, and no

errors of this type appeared in the last two tapes.
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(8) Errors with English /a/

(9)

Examples of use of /o/ for /a/:

3:77 /jon mIdrfi/

3:94 /ai go on lﬁ & gol/
4:69 /ai don not/

7:61 /doktdr duwlital/

13:102 /ts not 9 historiy 9f gud/

22:99 /kgggo/

(None in Tapes 1, 2, 5, 6, 8-12 and 14-21)
English‘orthography may have influenced his pronuncia-
tion in these examples. In the case of doctor, interfer-
ence from Spanish and French is probably responsible.
This error occurs only twice after Tape 7. 22:99 is the
French pronunciation of the word which differs from the
Spanish in stress (/KSggg/ Vs./kébgé/)

Errcrs with.Englisﬁ glide /aw/
Instances of use of /au for /aw/:
6:59 /nau ai keaent/
15:104 /nau wiy fin:i¥ plsy baesketbol/
The French and Spanish diphthongs /au/ are similar to
the English gliae Jaw/, ge it is suéprising that this er-

ror occurred only twice.

(10)Exrrors with English />/

(a) Examples of use of /a/ for /3/:

6:72 /thumgrow a etynk wi haev/
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9:90 /an may btd/

9:98 /bikas ay now/

15:103 /yuw now 1f wiy pléy saftbol/

18:90 /bifor ai was In arény/

(None in Tapes 1-5, 7, 8, 11-14, 16, 17 and 19-22)
The ﬁost freguent word containing this érror was be- |

" cause. Interference is probably_from Spanish,'as

French ﬁas a similar phoneme /5/. However, /a/ and
/2/ are very closely simi’ar phonemes for rany native
speakers-of English, so perhaps this error should be
discounted.
(b) Examples-of use of Jau/ for /O/:

5:46 /bikaus &1y tluk mit/

6:61 /wi haef tu du austree lya/

8:58 /bikgg; ay dint laik dis bin/
This error occurred also in Tapes 14, 16 and 18,
each time in the word because. None in Tapes 12, 13,
17, 19, 20-22. Here agcin the most freguent error
is in the word because; in this case, és in Australia,
English spelling of the words may have influenced his

pronunciation of them.

(11) Errors with English glide foy/
Example of use of /oi for /oy/:
1:20 /7s g®l1l o boi/
The phoneme /oy/ occurred mostly in the woxrds 992 and boys, -

which were consistently pronounced /boi/ and /bois/ in
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the first tapes. In Tape 15 he produced /boy/ correctly,
f
and also /phoynt/ in Tape 17. There were no further oc-

currences of this phoneme'.

(12) Errors with English glide /ow/
(a) Examples of use of /o/ for /ow/:
1:86 /ai don ng?
2:65 /or tivi/ |
3:94 /ai go on wn ds gol/
4:61 /tri aend for/
. 5:50 /ay dont rem¢mbor/
6:57 /hwat buk riyport/
7:53 /oklahoma/
8:53 /a dont want é¢ni mor tu/
9:87 7/dédi k21 mi dis ae ft¥nvwn bifor fowr/
10:113 /sté¢nd up laik hozxrs/
11:98 /ai gat tuw go/
12:64 /éxrpléyn motdr/
14:79 /o¥ wan -> okey/
16:75 /hway 1n :gkstko/
18:88 /&n dis histofri/
20:93 VATESY égy biggg/
T 22:99 /kongo/
{Repetitions of previous errors in Tapes 13, 15,
17, 19 and 21)

Interference from bcth French and Spanish has made it
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difficult for him to use the English /ow/ rather than

the similar cardinal vowel /o/. By Tape 9 (9:87

/bifor fowr/) he shows that he can produce the English
glide but that it is not yet méstered. The words no

and oh are very freguent sources of this error; even

in the later tapes he prefers the French and Spanish pro-
nunciations, but in Tapes 21 and 22 he does say /now/

and /ow/ fairly consistently. Strong French and/or Span-—
ish influence is probably reflected in words such as mo-

tor, history, bingo and Congo. This is one of his main

phonological problems, but there is a substantial im-
provement from Tape 12 on, at waich point there is a lower

though steady error percentage.

(b) Occurrenceé of /ou/ for /ow/ and of /a/ for /ow/:

4:71 /nou = no Paeyk yu/ | | |

5:3vy /dis marniyy/

7:61 /ai nou/

8:92 /dis mg:nzyg/.
The errors are confined to two words, no (and ité homo-
nym.gggy) and morning. /nou/ is a case of influence of
the longer French and Spanish glides, but it is diffi-
éult to understand why he produced /marntyy/, unless
there is interference from the first syllables of matin
and mahana. There are no other occurrences of morning

in these tapes.
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- (13) Exrc—zs with English Ai/

Examples of /u/ for /v/:

2:65 /lukat/
5:46 /bikaus &y tluk mit/
6:56 /tPugei/

'}Thié error in a vowel which is considerably different
from its French and Spanish counterparts actually pre-
sented very 1little learning difficulty. /u/ for /v/

did not recur after Tape 6.

(14) Errors with English glide /vsw/

Examples of /u/ for /uv«’/:

1:96 /no Qaegk yu/

3:84 /tudei ai;go intu Jim plei futbol/
4:70 /tumdrow no/

5:60  Jaefte skul/

6:61 /tumdrow wi hae f tu du austraglya/
8:50 /ai dint si 1t ¢ni kaaggarg/

15:100  /dei pleint wi€ blu/
11:104 /fraydey aeft¥nun/
14:99 /%1y &us hwat erm Y1y want/
1f:76 /sdm musik 2v toto/
(None in Tapes 2, 15, 17, 19, 21, and 22;
repetition of previous errors in Tapes 7, 9, 12,
13, 18 and 20)

Interference from the /u/ of French and Spanish is quite
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strong, probably because of its resemblence to the

! English glide /uw/. Frequently recurring wcrds
such as you, to, do, etc., account for a majority
of the errors. By Tape 11, however, /yvw/ seems to
have been mastered, as it is produced correctly
throughout this tape and all of the subsequent ones.
The incidence of this error fluctuates, but after

Tape 18 decreases to:'reach zero in Tapes 21 and 22.

Cc. Suprasegmentals
: Because English is a free stress language, it
was not possible to set up hard and fast criteria for

errors. Only patterns that sounded completely un?Eng—

]
/

lish were counted as wrong. In many cases untypical but
possible patterns were used for emphasis, and these were
considered correct if appropriate to the conversational

. situation in which they occurred.

Errors were classified as follows:

Tapes 1-11 Tapeé 12-22 Total
errors in stress 39 13 - 52
errors in pitch - 25 C 12 - 37
Totals 64 25 89

In the majority of cases, errors in pitch and stress
occurred together in a single phrase and are therefore dis-
cussed together. There were no conclusive errors in junc=—

ture or terminals, probably because these are very similar
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in all three languages, though with somewhat different

distribution.

Examples of errors in pitch and stress:

‘\ .’ \‘ \ A » 2/ ~ 3/ %4 ¢
3:84 /tudei ai go intu Y¥im plei futbo1lv/
2 2 2
A ~ - ' d
3:61 /£ini¥ ar wiz/
2 2 21
\ \ 7z v AN - 7 .
8:47 /wi dint si 9 kaengeruv/
. ? .2 3 2 _ 3 2
- AN LN \ VA v \ 4
9:90 /2en dén omar was sitiyny tn may bidw/
1 N \ 2‘\. 3/ 2 \ 3/ - !
10:85 /ht1y du laik dis smoal 1étardy/
2 L !
Vs N \ v v - \ 4 \ A
11:95 /mandsy ay dm gotyny tu si do j£€£f broard/
3 Z
2\' \ 3/ \ 2 /7 2\‘ \ 3‘1 2 \
12:65 /ay was wdkiyy > tvrniyp laik dis -> ay
3 /5' h Y 4 \ t

N
was pleig laik grplgyn¢7

2 2 2
3 v 3/ \ i

\ s \ .
13:111 /ay haev 1ot av ma3drvwm¥/

2 3 2»\' 3,2.

- R, Id
14:€5 /3. sow ay wok wif nhorsy

z 3, 2 . 3, . i

: \ \ \
15:104 snaw wly fini§ pliy baeskstboly/
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2 3 2 -3 2 3 % 3 i

o PR Y - (%) “ Vs s e v} Ve AN -

16:66 /dsj£n€ér3l v d3 gdl was dfr n wa¥ tgtandy

4 3 2 3 2

XY FAERY V4

18:97 /b;yk;s fxem.aiégj ;y nus/
3:84, 9:90 and 10:85 show French pitch patterns; the first
has the pattern of a typicél statement, and the last two
folow the French péttern of pitch 3 for tﬁe peak of each
of two groups in the sentences. French influence on
stress can also be seen in the words /t;déi/, /}5&/,
/gmgr/ and /dgg/, which have the stress on the last syl-
lable of a word or phonetic group. 5:61, 8:47 and 11:95
show Spanish pitch and stress patterns. 5:61 is the first
part of a two-phrase utteranc= and remains on pitch 2,
as is normal in Spanish. é§47 and 11:95 show typical
pitch patterns for statements in Spanish. The alterﬁa—
ting strong and weak stresses are also typical of Spanish.
Errors in word order in 5:61 and 10:85 may have had an
effect on pitch patterns. The examples from Tapes 12
through 18 all show interference from Spanish. &ll have
a pattern of alternating high and medium pitch synchron-
ized with strong and weaker stress,'whiqh is a typically
Spanish intonaticon pattern.

Error in pitch:
! 2 3
\ A e 4

20:85 /ay ngver win¢7

The sequence of pitch levels in this sentence follows a

typically French pattern; in this particular case, both
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the French and the English stress patterns are the same.

Examples of errors in stress:

3 2 : 3 ¥
V4 v 7/ - 7 - . /
1:87 /mi no put d3 mi3lk n d3 flor¥Y/
" 3/2\1.
2:65 /tiviz/
2 2
AN N AN - 0\
7:58 /teksas kaepitaly
2 31
A Y ~ \ - /7 N \ o. 7
8:50 /2i dint si 1t ¢ni keengsruV/
2 s 3
AIEEEN L \ \ A \ \ /
"14:77 /bikas ay wnvayt him for &y Zowd
g
2 3 }

kY N N

\ Ay 7 K4
15:103 /Yvw now ¢f wiy pléy saftbold/

2 ’ 3. i

\ ‘ U AR N
18:96 /ay k&& ¢vriybadiy nauV/

2 \ 3 '

\ v v n ° \ h/ \L’
20:88 /biykas Sy gét da sgym kiaerdV/

2\ hY % u;
22:87 /Januwerayt/

1:87 shows a typically Spanish pattern of alternating
strong and weak stresses. 2:65 is an error of stress
which does not appear to be caﬁsed by eithe; of his first
two languages. 7:58 aives even stress to all vowels ex-

cept /1/, following neither the French nor the Spanish
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pattern. 8:50 has three strong stresses, wherzas typi-

cal English would have only two at most: I didn't see

rd 7
any kangaroo, or only one of these. .The interference

here is probably from the Spanish stress pattern. 14:77

and 15:103 follow the French stress pattern, with the

strong stress on the last syllable of the éhrase.' 18:%6
.has incorrect stress in the word ;vegzb;aX, and 20:88

has a secondéry stress on the word ggé, which gives an un-
English sound to the whole sentence. It is difficult to
account for the error in stress in the word Janué%y, but

it is possible that influence from the French janvier cause&
him to stress the third syllable of the word in English,
Which correspbnds to its final syllable in French.

Of a total of 89 errors in suprasegmentals, more
than two-thirds (64) were found in the first eleven tapes;
the incideqce of this type of error decreased sharply in
the last half of the tapes, and in the final four-tapes
there were only three errors. It seems that the English
patterns of pitch and stress are very neariy mastered, in

spite of the effects of interference from French and

Spanish. -
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Discussion of Errors

a.

Consonants

(1) Description of Tables 10, 11 and 12

Table 10 summarizes the percentage of errors in-
volving consonants and their distribution in the 22 +tapes.
These percentages were obtained by counting the number of
errors of each type per taped selection and the nﬁmber of
words in each selection. A ratio between the two amounts
gave the error percentage.

In order to obtain a rank order of.all consonant.

errors, a numerical value was assigned to each error per-

centage group. Thus, 0 errors = 0; 0.1-2% errors = 1;
3-5% errors = 2; 6-8% = 3; 9-11% errors = 4; 12-14% errors
5; and 15-17% errdrs = 6. No consonant eriors had an er-

ror percentage larger than 17% in any tape. The numerical
error value for each consonant was computed for each tape,
and then all 22 values were added to give an Error Score,
or total numerical error value. The Error Scores for each -
kind of error were then ranked in Table 11.

Table 12 shows the monthly progress made in mas-
tering the four most freguent types of consonant errors.
The tapes chosen for these graphs were at approximately
monthly intervals, from October 1968 to Juhe 1968. The
numerical error wvalues used on tne vertical bar correspond

to those obtained for the error rercentages in Table 10.

199




172

(2) Interpretation of Tables 10, 11 and 12
The incidence of consonantal ~.rors (Table. 10} is
-confined to three principal errors, [%], non-asriration and
[z1. |
Use of /4/ for [9] £luctuates somewhat in the early
tapes, rising as high as 12-14% errors in Tape 3. From
Tape 5 on, howewer, this error stabilizes at an avérage
T error perceﬁtage of 3-5%, dropping to 0.1-2% in the last
two tapes. This méy represent a slight impirovement in the
productién of this phoneme, but on the whole it seesms clear
that the English [3] remains a persistent phonoclogical
problem.
Non-~aspiration showed wide fluctuation in the first
11 tapes, ranging from error percentages of 0.1-2% up to
15-17%. In the second half of the taées, hbwever, this er-
ror improved corsiderably and stabilized at an error per-
centage of about 0.1-2%.
Uée of [s] for [z] also showed considerable fluctua-
tion throughout, going from error percentages of D.1-2% up
to 9-11% in the first half of the tapes, and 0 to 6-8% in

the second half. Improvemént was apparent in the last

Y

three tapes.

Errors involving the English /r/ occurred only occa-
sionally, and always in the error percentage range of 0.1-2%

to 3-5%. Since this error appeared only in Tapes 1, 2, 4,
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TABLE 10
ERRORS IN CONSONANTS

*hErrors] .. 0 01-2 % | 3-5% | 6.8 %] 5-11"% | 12-14° | 15-17 7]
NumVate] © 1 2 3 4 5 6
woo (R | | # | W | #

Tape 2 | /1 ﬁ’/’/fj /a4 15/ asp

Tape 3 ﬁ //ey’/z/ /I Ve asp /3/

Tape 4 7/%/7/}/:‘,;/\'/ K lefid | asp | fal

Tape5 gf/f// //,i; /o v {ase/fd/

Tape 6 /é}?vﬁ;/% K [ asp

Tape 7 /4}//\/7//1/};/4 sl I2] asp
Tape & //2;/%///?// Inj ™ a . |/ asp

Tape 9 l/c/’/{,%/’f}/\/ aspfd |/2/

Tape10 /@’ﬁ/ﬁw asp A VY

Tape 11 C/;//w{‘};//f?n// Iz asp/3/
Tape 12 /{/r/ {lz/ %l asp fof |/

Tape 13 //;,T ﬁ// Zﬁ asp /v | /¥ /o

Tapels //g /‘ée/ /L//% ;| asp g /2

o [ B e T

Tape 16 /367/5///‘17'% /2 I [

Tape1? /6/7/\19:0;[//7’// asp /2 | /4

=i SACE T

TapelS ﬁ, ///lz;/ /{3/ asp/§[+/ 7/

Tape20 ,/’:/’ //%ﬁh/ [z asp /9

Tape 21 //g-,//é;/ii,‘%,;_’, asp. /3! v/

Tape 22 acs/p/‘;,"’i/ehz Py
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16, 18 and 19, >~ is difficult to tell whether its absence
in the last three tapes is due to chance or.to improvement
in lthe mastery of this phéneme. -
Other consonantal érrors occurred infrequentlyv and
at a low error percentage.. |
Table 11 fahks all errors in consonants for the 22
tapes. The three principal errors have nearly the same er-—
ror score, which is between five énd six times greater in
freguency than the next highest error score, that of errors
with the English /r/. All three main errors can be.attri-
buted to interference from his other languages rather than
to non-mastery, although one.might consider non-mastery of
[3] as a develqpmental error, in accordance with Leopold's
".finding (in Bar-adon, 1971), that fricatives are learned
after stops and nasals, though before affricates and liguids.
[ﬁ] does not exist as a phoneme in either French or
.Spanish. Although it does exist in Spanish as an allophone
of /4/, it always occurs internally, and this may have made
it difficult for him to mal.e any transfer to English, where
most of the errors involving [3] occurred in words having
this as their initial phoneme. Another reason for this
high error score was the fregquency of occurrence in English

of words such as the, this, that, they, etc.

Neither French nor Spanish has aspiration after ini-

tial /p/, /t/, and /k/, so that for this English peculiarity,
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/‘ RANK ORDER OF CONSONANT ERRORS.

. oo

Type of Error AA ‘ Error Score
/d/ for [3] f ' 49
non-~aspiration | ‘ 46

[s] for [z] ‘ 46
errors with English /x/ 8.
- [B] for [v] | 2

[£] for [v]
/t/ for [e]
[s] for [z]
[s] for [e]
[A] for /1/

omission of /h/

R OH RN NN

omission of /y/
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zero interference (neither positive nor negative) is ap-
parent.

{s] for [z] was as frequent an error as non-aspira-
tion. Here the interference seems to be exclusively ffom
Spanish, as French does possess the /z/ phoneme. His dia-
lect of Spanish proncunces the letter z as /s/. Although
/2/ exists in Spanish as an allophone of /s/, its éistri-
bution is.limited to the E;precedingi voiced consonants and
the semivowels /w/ and /y/. A majority of his errors with
the English /z/ were those in syllable final position,
such as in the words is, was, his, etc.

The English retroflex /r/ caused far less difficulty
thap‘had/been anticipated in view of its difference in
point and manner of articulation from the Frénch ard Span-
ish varieties. In almost all cases of errofs involving
this phoneme, interference from the Spanish alveolar flap
[Pl was obvious. The French uvular [R] occurred only in
totally French words. '

Occasional difficulties were encountered with the
English [v]. Here again the interference seemed to be from
Spanish, which, unlike Frehch, does not possess this phoneﬁe.
The phonemes which he uséd in place nf [v] were either its
unvoiced counterpart [f] or else the Spanish bilabial

fricative I[B]l.

Table 12 shows the degree of monthly fluctuation of
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TABLEI2

MONTHLY PROGRESS IN MASTERY OF CONSCONANTS

Non IAspiration o6l ' /d/ for/E{/
. : |

4

Y AN
£ . N

or Value

rr
]

. 3 -
Z 0 [] [} 1] k] 1 1 1 L) LY Z 0 { 1 i 1 L] ] ] T
Tape1 5 6 § 12 15 18 21 2 : Tape 1 5 6 8 12 15 18 21 22

a o
1 d

. Error Value

N W
1

Num

Q= 4
Num. E
/

¢ 13 | L i i

T
& 12 15 18 21 22

T i I 1 1 i T
Tapel 5 6 8-12 _15 18 21 22

-t
o
o)
m.
—
Ut -
o
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consonant errors. Of the four principal.érrors, non-aspira-
tién fluctuates most widely and also shows the most improve-
me$t. Use of the English [3] remains at a very steady level
of errors, with no improvement at all until the last two
tapes. There is some fluctuation in progress of mastery of
the [z] phoneme, and although there is a noticeable improve-
ment in Tape 21, in Tape 22 the error percentage has again
increased, so it is difficult to deterﬁine if in fact this
problem really shows much improvement. Errors involving
the English /r/ did not occur frequently enough to show any
tendency toward either improvement or otherwiée.

in conclusion, it seems that [3] and [z] are especially

hard to master and remain a serious phonological problem,

. while aspiration, though very difficult at the beginning,

shows definite signs of mastery towards the end. The Eng-

lish /r/ does not present much of a problem, nor do the

other corsonant errors encountered.

Vowels

(1) Description of Tables 13, 14 and 15a, 15b, 15c.

Table 13 summarizes the percentages of errors in
vowels and glides and their distribution in the 22 tapes.
These percentages were found in the same way as those for
the’consonants, that is, from a ratio of the number of
occurrences of an error and the nﬁmber of words in the

taped selection concerned.
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In order to find the rank order of all vowel errors,
a n&merical error value was ssigned to each error percen-—
tag? group. These were the same as "those assigned to the
conéonant error percentayges, with the addition of one more
group to accommodate higher error percentages in vowels.
The high group is for error percentages of 18-20% and the
numerical error value assigned is 7. This rank order is
given in Table 14.

Tables 15a, 15b and 15c¢ show the monthly progress

made in mastering the twelve most freguent errors involving

English vowels and glides.
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The tapes chosen for these tables were the same as those
for the consonant errors, and numerical error values from

Table 13 were used on the vertical bar to indicate fre-

guency of errors.

(2) interpretation of Table 13, 14 and 1l5a, 15b, 15c

. - Errors in vowels are far more numerous than those
in consonants. There is wide fluctuation at high percen-
tage levels in /i/ for /ty/ in the first ten tapes, and
Then this error stabilizes at an average error percentage
rate of 0.1-2%, dropping to 0 in the last tape. Thus,
production of the English /1y/ showed considerable im-—

. provement.

/i/ for/t1/ also had high percentage levels in the
first ten tapes, and then also stabilized at an average
error percentage rate of 0.1;2%. However,,this‘error rose
again to 6-8% and 3-5% in the last two tapes, casting
doubt on the permanence of the previous improvement.

/ei/ for /¢y/ fluctuated from 0 to 9-11% in the first ten
tapes, and then dropped to an error rate of 0 to 0.1-2%
for tﬁe remainder of the tapes. in ghe last four tapes,
only Tape 21 had this error, so it seems that this glide
was very nearly mastered.

/e/ for /&/ reached an error percentage as high as
9-11% in the first three tapes, then fluctuated from

0 to 3-5% through Tape 12, after which it did not recur.
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TABLE I3
ERRORS IN VOWELS AND GLIDES

Errors | 0 |o1-2%|3-5%] 6-8% |9-11%12-183}i5-17% 18-209]
L KEY TO ERRORS e
Nurm\Value 0 1 2 3 4 5 (5} 7
Tapel 3,710 | &4.5.8 1,6 | 8,12 2 11
Tape 2 [&73012] & 1,2 |58 {3¢ n
1 /‘/ '°'/”/ Tape3 |s.71012] 6,8 33 |1 24,1 A : .-
2/ ¢ E
/"/ °r /"/ Tape 4 7,10 3¢5,8 168 2,12 g, n 1
. o
3/°/ °'/€§/ Tape5 [37810] 8612 | 5 2 ]1,9 n
4 /'/ for /2/ Tape 6 *j4,28 5.9,10 {35 }2,1 i112
) 5 /’/ for /’/ Tape? [6.28:0[12 3,09 |1 2,1 s
6 /‘ll tor /°/ Tape8 |ss5,7810] 3 2 m e 1
£/ tor .
7 // ° /"/ Tape8 |s,7 348910025 |2 1
8 /o/for 5 . 23,5,
X H Tapel0 fe67 e oohe 1
9/ay '°'/”/ fapell |6.7,00 |%%A5 n
89,12
- t .
10 /a/ or /3/ TapeiZ { 8,10 73"'545' 1,2 -
’ 11,12
{
”/o/ for /owl Tape 13 |256,7.10 :,12,132,8,9
12 /u/ for /vw/
. Tapel4 {346.28W012591 1 1
' S {23289
Tapels [4,58,12 1011 1
Tape 6 [1345810(2578,12|n
Ta 345881y ,n |7
pel7 8,10,12 ‘
Tapel8 | 4,5,8 123571,
9,10,11
1,3,4.56
,,,,, 7 . 2n
Tapel? 8,8,10,12 ‘
1258,
Tape 20 |3.4.6.8,10 12
Tape2l [4.6.2.85]1,3 s n 2
10,12
L3346 1s7n1 |2
’ Tape22 8,9.10,12 .
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This'indicates that the English /g¢/ was fairly definitely

|
masTered.

/a/ for /2 / fluctuéted wideiy in the first ten
tapes, from an error percehtage of 0 up to 12-14%; then
it femained steady at from 0 to 0.1-2% for the remainder
"of the tapes. This:shows considerable improvement, but not
mastery.

/e/ for /a/ occurred almosﬁ exclﬁsively in the first
six tapes, occurring otherwise only in Tape 12. The error
percentage was rarely more than 0.1-2%. /&/ for /3/ did
not occur at all in the first eleven tapes, then ranged
from an error percentage of d to 0.1-2% in the last eleven
tapés. These two errors occurred together only in Tape 12;
‘it appears that as the English /¢/ was mastered;vit re-
placed the /e/ completely, even when used incorrectly for
the\schwa. | |

/o/ for /3/ fluctuated between an error percentage
of 0 and 0.1-2% for the first 16 tapes, then did not recur
again. Of the four phonemeé substituted for schwa, only
two stil_ caused errors in the final tapes. - These were
/a/ for /9/ and /¢/ for /8/. /o/ for /2/ and /e/ for /3/
ceased in the final tapes.

/ai/ for /ay/ had wide fluctuations of error per-—
centages, from 0.1-2% to 12-~14% in the first 12 tapes,

then stabilized at an average rate of 0.1-2%. Improvement

210



203

in Fhe mastery of this glide was clear, and the fact that
there were no.errors of this type in the last two- tapes:
may indicate mastery of the English /ay/. |

/a/ for /9/ occurred only in Tapes 6, 2, 10, 15
and 18, and always at an error percentage of 0.1-2%.

/o/ for /ow/ was a very frequent error and occurred
throughout the tapes. The error percentage was ;ery high
in the firs£ nine tapes, ranging from 6-8% to 18-20%.

From Tape 10 on, it stabilized at from 0.1-2% to 3-5%.
Although there was a definite improvement in this error
it still remained one of his main phonological problems.

/v/ for fow/ f£fluctuated widely in the first ten
tapes, ranging in erro>r percentages from 0 to 9-11%. From
Tape 11 through 20, this error stabilized at an average
rate of 0.1-2%, and there were none iﬁ Tapeé 21 and 22.
This indicates probable mastery of the English glidé VA : /4

Table 14 gives the rank order for all vowel errors
occurring more than once. Tt is immediately apparent that
most of the hignest error scores are for fivg Engiish‘glides,
/ty/, /€v/, /ay/, /ow/ and /uw/, and.three English simple
vowels, /t/, /&/, and /3/ .

Errors in English.glides are attributed to inter-
ference from both Spanish and French, which have longer

glides than English and in addition have three cardinal

vowels} /i/, /o/ and /u/, which are rather similar to the

<11




TABLE 14

RANK ORDER OF VOWEL ERRORS
{(occuring more than once)

/o/ for /Jow/ ' 60

/i/ for /iy/ | 53

NN
p R
AN
N

Hh th
0 O
R R
NN
o) ~
KON
N

W
\0 Xe]

~
e
N
h
0
H
g
~
NN
N

/a/ for /fa/
/ei/ for /[ey/
/e/ for /£/
/o/ for [3/
_/&/ for /a/
/e, for /&/
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English glides /ty/, /ow/ and ﬁyw/: Probebly this very
siﬁilarity has made it difficult for him to distinguish

the differences between these vowels and the English glides,
preventing early mastery of the latter. This is also per-—
‘haps an illustration of Vildomec's finding.(1963) that

» thefe is a tendency towards simplification of the ‘sound
system of an»Le (foreign language) under the influence of
the L™ (mother languagef. |

The three occurrences of /ou/ for /ow/ also showed
interference from the French and Spanish diphthongs /ou/.
No definite reason was found for the occurrence of /a/ for
/ow/. The two instances of omission of /ty/ were felt to
be due to French and Spanish interference.

The English glides /fz/ and /ag/ are simiiar to the
French and Spanish diphthongs /ei/ aha /ai/, and this has
Qrobably also caused interference. [€/ for /gy/ occurred
énce and was probably due to pon—mastery or a simple per-
formance error.

The English vowel /i/ has no counterpart in French
or Spanish, both of which have a single vowel /i/ in this
position. Therefore, ze;o~interference operated on this
Qowel, making it a totally new acquisition. /z/ was twice
used f£6r /ry/; this error was attributed to non-mastery.

The English schwa /&/ caused several different typés

of error, the principal one being the substitution of /a/
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for /3/. Although French does have a schwa, there was
evidently not a complete transfer into English.‘ In many
cases, English orthography probably affected his pronunci-
ation. Thus, English words spelled with the letters a, e
or- 6, but requiring /8/ in pronunciation, were frequently
.pronounced as they would be in Spanish, that is, giving
these vowels the values of the cardinal fal, Tel or [e].
Even when, in the last half of the tapes, he has learned
T that e in Engiish is /¢/ not /e/, he continues to use /¢/
for /38/ in many cases. ﬁse of /&/ for /e/ is due to Span-—
ish interference, as French possesses both /e/ and /g£/.
The English /¢ / caused three different types of
error: Ja/ for /=¢/, /€/ for /=%, and /e/ for /=2 /. These
errors were felt to be due to interference from Spanish
and french, which do not possess.this phoneme, but only
the cardinal /a/. English spelling may havé.had soﬁe'ef—
fect in the case of /a/ for /=¢/. A
English /3/ caused two errors: /au/ for /3/ and'’
/a/ for /2/. The interference was felt to be from Span-
ish, as French has a similar phoneme /5/. English ortho-
graphy may also have had a role in causing this error; it
was especially obvious in the frequently gxecurring word
n'because and in the word'Australia,_in both of which the
letters au were pronounced as the Spanish diphthong /au/.

Use of /o/ for /a/ seemed to be a clear case of
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influence of English spelling, as all of the errors were -

in words spelled with the letter o.

/u/ for /v/ was due to interference from both other
languages, as neither French nor Spanish has a phoneme
like the English /fv/, but rather the cardinal /u/.

/oi/ for /d>y/ was felt to be due to interference
from French and Spanish diphthongs.

The English glide /aw/ produced only two errors;
both in the word now, and both substituting the French
and Spanish diphthong/au).

Tables 15a, 15b and 15¢ show monthly progress and
degree of fluctuation of the twelve most frequent vowel
errors. Almost all showed a definite improvement during
the nine months period in which the tapes were made.

/i/ for /ty/ fluctuates widely at first; then begins
to improve steadily from Tape 12 on, and in the 1as£ tape
no errors of this type occur.

/o/ for /ow/ has an enormously high error percen-
tage rate in the early tapes, then improves dramaticailily,
but from Tapes 12 through 22 reméinS‘at a steady low rate
with no further improvement. |

/ai/ for /ay/ fluctuates widely in the beginning;
then improves steadily from Tapé 8 on; with no errors at

all in Tapes 21 and 22.
/u/ for fvw/ also fluctvates and does not show
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lasting improvement until after Tape 18. There were no
errors in Tapes 21 and 22.

/i/ for /¢/ started at a high percentage rate, then
improved steasily through Tape 18. In the last two tapes,
however, this error rose again;

/ei/ for /¢y/ was not a problem in the early tapes,
but in Tapes 6-.and 8 it became a moderate problem, then
fell to a low but steady error rate for the remainder of
the tapes, with the exception of Tape 22, which had no
errors of this kind.

/e/ for /&/ f£luctuated but never-had high error
percentages,. and did nci recur from Tape 15 on.

/a/ for /J/ occurred only occasionally, and not at
all in the last two tapes.

The English schwa /3/ caused four different types
of errors, and /a/ for /9/ was tﬁe most frequent. It
varied somewhat, but in the later tapes remained at a
low and steady error rate. o/ for /2/ occurred only
infgequently and not at all from Tape 18 on. /e/ for ,<i/
and /¢/ for /3/ should probably be considered tggether;
the first occurred only in the first 12 tapes; and the
second from Tépe_lz on. This indicates that as he mas-
tered the English /&/, he simply substituted it for the
previous /e/ in various words reqﬁiring /3/ .

In conclusion, the English g¢glides which showed the
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most improvement and péssible mastery at the end of the
tapes were /2y/, /¢y/. /ay/, and /fvw/. Jow/ impioved con-—
siderably, but was definitely not mastered. /aw/ and /oy/
never presented serious learning problems.

Errors in simple vowels which never occurred too

fregquently and seemed to be mastered by the last tapes

were /&/ and /9/. Of the four errors involving’ﬁﬁﬁwé, only
two were present at the end, /a/ and /&/ for /3/. /[z/
improved for most of the tapes, but in the last four caused
an increased number of errors, so that this'phoneme was

definitely not mastered.

c. Suprasegmentals
(1) Description of Tables 16, 17 and 18.

Table 16 giyes the distribution of error
percentages for suprasegﬁéntals in the 22 tapes.
These percentages were obtained in the same manner
as those for consonant and vowel errors.

A numerical value was assigned to each per-
centage group. These were the same as those used
for consonant and véwel errors, except that the
highest numerical error wvalue is 5; brecause there
were no error percentages higher than 12-14%.
Table 17 gives the Error Score, or sum of numerical
error values for errors in stress and pitch;

Table - 18 summarizes the monthly progress

made towards mastery of English stress and pitch.

220 -



2/[3

(2){Interpretation of Tables 16, 17 and 18
f The occurrence of errors in pitch and stress
’(Table.lG) shows a good deal of fluctuation in the
vfirst seven tapes, then settles to a low but steady
error percentage rate of about 0.1*2%; There were
higher error rates in stress than in pitch in almost
all the tapes.

A ranking of the two sﬁpraseémental errors
encountered (Table 17) shows that errors in stress
occurred more frequently than errors in pitch.  This
indicates that the overall intonation patﬁern.in Eng-
1lish was-easier for him to acquire than stress pat—
terns of specific phonological groups. These errors
were felt to be mostly due to interference from either
French or Spanish. Although there are typical pitch
patterns of both French and Spanish'which'have'been
carried over to English, Spanish pitch patterns were
somewhat more frequent. Spanish stress patterns of
alternating strong and weak stress were also a great
deal more freguent than the French pattern of strong
] stress on final syllables of phonetic groups.

Table 18 shows that errors of both stress and
pitch remained fairly steady from month to month. In
~both types, Tape 6 had a peak of errors; the rest of

the tapes until Tape 21 had identical low error percentages.
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TABLE I

ERRORS IN SUPRASEGMENTALS-
*/oErrors 01-2% |3-5 % . 6-8°« [9-1% [12-147
Num.Value 1 2 3 4 5
Japel Stress Piteh
Tape2 Pitch Stress
Tape3 Stress,Fiteh
"Taped lsiress, piteh
Tape 5 Stress, Pitch
Tape & Pitch Stress
Tape 7 Piteh Stress
Tape 8 Stress, Pitoss
Tape9 Stress, Pitch '
Tapeil Stress, Pitch
Tapel) Stress, Piteh
Tape12 Stress, Pitch
Jape 13 Stress, Pitoh
Tapel4 Stress, Pitch
Tapelb Stress,Pitch
Tapelt Stress,Pitch
Tape 17 |Stress,Pitch .
Tapel8 Strass, Pitch
Tape19 |[Stress,Pitch
Tape20 Stress, Pitch
Tape 21 [Stress,Pitch
Tape22 Pitch Stress.
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TABLE 17

RANK ORDER.OF SUPRASEGMENTAL ERRORS

Type of Error ' EBError Score
stress . 25
pitch ‘ _ 18
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There were no suprasegmental errcors in Tape 21, but this
does not seem to indicate mastery, for errors in stress
occur again in the final tape.

In conclusion, English stress patterns show improve-
ment but not mastery; while pitch patterns show a similar

‘improvement and possible mastery in the last two tapes.

d.' Remarks

The teacher of English as a second language to elemen;
téry age children has a unique opportunity for teaching phono-
togy, because yoﬁng children still retain a_greét deal of -
their early ability in accurate phoneme production which is
‘lost by.adoleécence (Deese, 1970). In this area, of course;
the importante of environment is crucial, for the child must
hear enoqgh natively spéken English to establish firm models
of the English-sound system. In addition; if the teacher is
aware of which English phonemes will probably prove most dif-
ficult to master,'listening and speaking exercises can be
planﬁed accordingly.

In the case of a Freénch and Spanish speaking child;_
problems of interference can be intensified because of vowels
in these two languyages which are nearly identical to each other,
but only similar to their Erglish'cpunterparts. Eﬁamples of
this type of double iﬁterference'would.be‘the cardinal vowels
of French and Spanish, /i/, /e/, /o/ and /u/, which Jean-Marc

frequently used in place of the English /ty/, /&/, /ow/ and /Yw/.
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Other English glides could also suffei interference from
French and Séahish'diphthongs similar to them. |

Another type of interference termed "zero interference"”
by Stockwell and Bowen (1965) is that in which a completely
new‘phoneme must be grafted onto an eiisting sound structure.
Tﬁis is not an easy procedure; even for a child as young as
ten, for by this age he has learned to perceive almost ex-
clusively the phonemes he has heard since infancy. However,
the acguisition of totally new phonemes can be successful, as
demonstrated by.Jean—Marc's near mastery'of [5], [z], and
aspiration after initial /p/, /t/ and /k/.

Six English phonemes which presented some learning
difficultiés were traced to interference from Spanish only.
These were [z], Eﬁglish retroflex /x/, [vl, [®1, [2], and
[€]. With the exception of the./r/, all of these phonemes
have vefy close counterparts in French, but it appears that
even so they were not completely transferred to English. 1In
these particular casés, his second language had a stronger
influence on his English than his first language. The teacher

- of English to the Spanish-speaking chilé'miéht find that these
six phonemes present special leafniné problems;
| Another form of interference which can probably be
traced to Spanish'rather than French is that of orthpgraphy;
At this particular time, Jean-Marc was far more literate in

Spanish than in French, and therefore accustomed to a language
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whose;graphemes are more closely related to.its phonemes
thanieither French or English. During the tiﬁe of the
stUdl, his best school subject,-in sﬁite of his difficul-
ties with reading, was in»féct Spelling, so it seems pro-
bable that his production of some English words was in-
fluenced by his famiiiarity with their printed form,
which he rendered with the Spaﬁish phonemes corresponding
to certain letters. This was found in some errors invol-
ving [a], [a]l, [e] and [o].

The typeé 6f phonological interference encountered

are summarized below:

French and/or Zero - Spanish Interference
Spanish Interference Interference Phonologic Orthographic
/y/ /8/ /z/ /=/
/ey/ /v/ /r/ /a/
Jee/ aspiration /v/ /2/
/ay/ /o7 /27
/aw/ | />/ '

/oy/ . /e/

/ow/

/v/ g

/ow/

stress

pitch

In addition to these errors czused by interference,
there ﬁere a few which could not Be attributéd to inter-
ference and - -were thought to be performance errors.

The acquisition of the English sound system has two
major elements, that of perc¢eption and production. The
student needs to be able to perceive English phonemes

accurately, rather than merely equate them with their

27
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nearest counterpart in his native languagel After being

{

! as o es s .
able to hear the dlfference between minimal pairs such as

’

bit| - beat, he needs to learn to préduce them well enough
to be easily understood by a native speaker of English.

For elementary age children, many phonological drills
" which might prove tiresome to older students can be used
profitably. Listening to pairs which they must classify
as "same" or “different", such.as'in thé'phonolpgical sub~

tests of Cervenka's Tests of Basic Language Competence in

‘Engiish and Spanish (1969), could be played as a game.

Minimal pair drills can also be used =n the pro-
duction of English'phonemes,'as well as a great deal of
imitation of the teacher's models. For some phonemes it
-might be advisable to provide some mechanical devices to
aid in their production. For instance, children can learn
to aspirate after initial /p/, /t/ and /k/ by holdiﬁg a

lighted candle in front of their mouths and making the

The same effect can be achieved less dramatically by hold-
ing a hand close to the mouth so that the puff cf air ac-
companying aspiration can actually be felt.

| A similar mechanical device can be used to help
children know the difference between voiced and unvoiced
rhonemes; by aétually touching their larynx while pro-

ducing pairs such as [s] - [z]l, [01 - [g]; [£f] - [V]; they
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can feel when their vocal cords are -ibrating. The three
phoéémes [z1, [gj; and [v] seem to be especially difficult
for |the Spanish speaking child; so that it might be help-
ful to pair them with their unvoiced counterparts as a
learning device. In the case of [V}; this would at least
_separate it from.identification with the Spanish bilabial
fricative [B].

In addition to work on single phdneﬁes;,it is im-
portant to work on phonological phrases and on whole sen-—
tences in order to teach English pitéh and streSs; In
this type of pattern practice, the tape recorder and’lana
guage laboratory can be of practical assistance to the
teacher. |

In the case of Jean-Marc, more rapid acquisition of
the English phonological system would probably have occurrec.
if he had received.special help in his areas of greatest
difficulty. Even though he had the advantage of being in
an environment of native speakers of Eﬁglish; and thus
had constant models for imitation; the phonological habits
of French and Spanish made: it difficult for him to mas-

ter some parts of the English sound system.
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CHAPTER V -

CONCLUSION

Rationale and Method

The purpose of this study has been to identify

" and explain the learning problems encountered by a French

and Spanish speaking child in acguiring English as his
third lénguage. The method of approach has been essen-
tia;ly an error-based one, leaning heavily on contras-
tive analysis of the three languages involved. This
has proved helpful in explaining errors due to inter-
ference, which accounted for about two-thirds of gram-—
matical errors and almost all phonological errors.

It was found, however, that not all errors which
ccald have been predicted on the basis of contrastive
analysis, did in fact occur. This is in 1line with
recent comments by Richards (1970 and 1971) and Wardhaugh
(1970) . 4

Richards (1970) distinguishes between intralingual
and develoPmentél errors, and interlanguage ones,
which are caused by interference. This is the szame
distinction made in.the present study between errois
due to interference and those due to non-mastery.
Richards feels that contrastive analysis focuses on

points where the languages differ, and that these may

-222-~
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not be the most frequenély occurring or significant
iters in the language being studied. 1In a subseduent
study (1971), he finds that many second language errors
are similar to first language acquisition ones. An
interesting feature in this study 1is his déséription of
how students who must communicate in a partially known
language invent learning strategies, such as using ‘
words like yesterday or tomorrow as tense markers,
rather than the appropriate verb forms.

. Wardhaugﬁ (1970) questions the value of.contrastiVé¢ ‘
anaiysis in prediction of difficulties and feels that

it is useful mainly in accounting for observed diffi-

culties 1in second language learning. This was how con-

trastive analysis was used in the present study.
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2. Summary of Findings

This study revealed that.during his first nine
fmonths of English acquisition, the subject's princi-
‘pal learning problemsiin order of freguency under each
heading'were:

Grammar

Omission of constituents
Verb forms - Present for other tenses
Sentence Formation - Subordination and embedding"
Article Usage
Preposition Usage
Sentence Formation - Interrogative
Sentence Formation - Negativé
Vexrb Forms - Person
‘Noun Forms - Number
Phonology
[o]l for /ow/
{i] for /Jty/
[i] for /t/
[d] for [9]
non-aspiration
[s] for [z]
[ai]l - for /ay/
[ul . for /uvw/

[al for /o/

23<
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stress

[eil for /ey/
[el for [g1
pitch

_About three fourths of omitted constituents were
found due to interference; the omission of iE_and the AUX
do accounted for the mejority of cases and were a result
of zero interference, as these categories do not exist in
either French or Spanish. There was some omission of the
copuia ée, attributed to non—mastery. Richards (1971) £inds
that omission of the copula is a typical error for learners
of English as a second language no matter what the first
language, and therefore this error cannof be attributed to
speacific interference. |

On the other hand, use of present for other tenses
was clearly a case of non-mastery, as.simplification of the
‘'grammatical categories seems to be a feature not only of
‘'second but also of first language acquisition, because,
as pointed out by Deese (1970), very young'children do not
use markers for tense. _ .

Errors in subordination and embedding were about

‘evenly divided between those caused by interference and those
caused by non-mastery. The most prevalent error due to in-
terference was tﬁe use of interrogative word order in

relative clauses; both French and Spanish patterns contributed

233 -



226

doubie interference. Omission of the relative pronoun,
.however, seemed to be due to non-mastery, and in this con-
nection Loban's finding (1963), that competence in.use of
sub[rdinatibn increases with age amongst native speakers,
may be relevant.
Redundant artlcles and omission of the indefinite ar-
ticle were found to be due to 1nterference while omission
of the definite article was not. Most preposition errors were
due to use of the wrong preposition, which could have been
expected, given the difference in usage and areas of meaning
. of equivalenf prepositions in the three languages. |
In the formation of interrogative sentences, the two
principal problems were omission of the AUX dc and decla--
rative word order. It was felt that both were due to'inter-
‘ference; in the case of the first because there is no empty
carrier like do in either French or Spanish, and in *he case
of the second because both other 1anguages cen express ques=
tions by intonation alone in many contexts where English re-
duires interrogative word order. Richards (1970) feels that
this partlcular error is an intral ngual and’ developmental
one because it is found in almost all students of Engllsh
whatever their first language background. It could be ar-
gued, however, that these are eXamples of zero ihterference,-
- where no similar category exists in the first language,
whatever it may be. He suggests that the English interroga-

tive transformation often remains unmastered simply because
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it is not necessary for effectiﬁe communication - a question
word‘plus a statement or even intonation alone is sufficient
to convey the meaning. Ihis argument, however, could be used
wifh many aspects of language, which is full of redﬁndancies
that aid comprehension and are considered essential éleﬁents
by native speakers.

Difficulties with negative sentence formation were also
attributed to interference. Most errors involved thé use of
no for AUX + égz, and in most cases the AUX omitted was gg}
There was some use of double negatives, but not nearly as much
as might have been expected given the French and Spanish patterns.

Errors in verb person were almost all the omission of s
in the third person singular, and were attributed to nbn—’
mastery. Here the reason seems to be simplification of the
new morphological system; since most verb peréons have identi-
cal present forms, he over—generalized‘this rule to make it
include even the third person singular, |

Errors in noun forms were almost all-due to use of the
singular for the plural, and it was felt that this was due to
phomnological interference from his other twollanguéges. This
view is contested, however, by Dufkovi, who made a study
of adult Czech learners of Ehglish (1969) and found this a
common error which was in ﬁo way related to Czech, thus
proving wrong, in her opinion, those French teachers who
c_aim that their stﬁdents of English do not produce Eng-

lish noun plurals because of the influence of spoken
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French. She-does not, however, find any other explanation
fof}this error, and classifies it as a performance error.

| It is assumed that most phonological errors were
due| to interference,because it was felt that the subject
had internaliéed the sound systems of French and Spanish to
such an extent that he heard English phonemes as their
nearest French or Spanish equivalents. This was especially
obvious in English glides which ir the beginning were pro-
duced as French and Spanish cardinal vowels or diphthongs.
Spanish seemed to have a stronger influence on phonoloéy
than.French,‘for several phonemes having close counterparts
in French (/a/; [£], [2]) were not at all easily mastered.
Zero interference operated on a few ifems, such as //, [3],
and aspiration after initial /p/, /t/, and /k/.

The subject seemed to have been young enough to be
able to imitate English intonation contours fairly well,
though there was a significant number of errors in pitch
.and stress which could be traced to either French or Spanish.

" Vildomec (1963) found that intonation and rhythm patterns
were persistently influenced by the L™ (mother language),
although he found that some multilingual speakers had an
"incorrect accent®” in all of their languages, including
‘their first language. In the case of the present study,
this seems to be only partially true, for the subject's
French (his mothe? language) has always been of a very high
phonoloéical standard, while his Spanish did show some

phonological interference from-French.
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In considering interference wheﬁ more than two lang-
uages a%e involved, it would be useful to be able to mea-
sure thF interlingual distance between them, as suggested
by Mackey (1971). The degree of felatedngss tetween lang-
- uages has a strong effect on amount on interference, ac-
cording to Vildomec (1963). Thus, the combined effect of
two related languages such as French and Spanish could

have a greater influence on a third language .such as Eng-

lish than might two unrelated languages.

3. Implications for Teaching

By understanding the nature. of interference, a tea-
cher of English as a second or third language can profit-
ably use contrastive analyéis in planning for and pre-
dicting students' learning problems, keeping in mind, how-
ever, that not all of these problems may materiali:ze.

- An idea of the hierarchy of difficulties can be use-
- ful in planning priorities of different learning activi-
ties. Both Vildomec (1963) and DuSkovd (1969) feel fhat
the most difficult items to acquire in a new language are
those categories which are non-existent in the first lang-
uage(s). Next in order of difficulty are items on which
interference between two related languages operates, though'
according to Vildomec, these errors may fall within the
"correct” range of the foreign language, unlike the inter-

ference from an unrelated language.-
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An awareness of the manner in which a child learns his
first ianguage can help ihe second ianguage teacher by re-
vealing which parts of the first language are the ﬁost dif-
ficult to acquire. The teacher of English as a second
language to elementary children can then defer the diffi-
cﬁlt structures until a later date, or else at least plan

to spend extra time in teaching them.

4: Afterword-
In considering the acquisition of a third language,
one is presented with the question of whether or not multi-
.lingualism is desirable for a child. It is this author's
feeling that the answer depends on the child and the cir-
cumstances.
When the. learning of a new language 1is accompaniéd
by frequent changes of school,_ianguage of instruction
and country of residence, the total effect can be emotionally
upsetting. In the case of Jean-Marc, this wés apparent in
his difficulty in making friends. ) |
Multilingualism contributed to this problem in that
it helped make him always a foreigner and therefore diffi-
cult for the other children to accept. In South America,

his Spanish had some French interference, enough to set

him apart from the other children. In the United States and
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later with American children overseas, his‘English was not
that 6f a native speakef, and therefore he was not quite
one of the group. He himself feels quite at home.in
Switzerland and his French is certainly that of a native
speaker, though less mature than that of French-speaking
Swiss children of similar educational background. If he
were to attend school in Switzerland, he would certainly
be hampered academically by the fact that.French has
never been his language of instruction.

It is probably too soon, however, to judge possible
advantages or disadvantages of multilingualism in fhe
case of Jean-Marc. Depending on his way of life as an
adult, knowing three languages and having an international
rather than a national 6utlook, could either help him ex-
perience a richer and more rewarding life, or it could
continue to contribute to a feeling.of alienation from a
monolignual'majority with Toots in a single culture. From
recent conversations, it appears that the first alternative
may be more likely, as Jean-Marc says that when he grows

up he would like to have a job that involves travelling

and living in other countries.

If this is the case, then multilingualism and mul-
ticulturalism will have given Jean-Marc advantages which
perhaps dutweigh disadvantages such as loss of a school

year, and the time and effort spent on acquiring languages
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which could have been used in perfecting a single language
and building-close group ‘ties. N

.In the time that has elapsed since this study was com-
pleted, Jean-Marc has continued to work at grade level.

He completed fifth and sixth grades at the American School
of Kinshasa, and entered Seaford College, a British secon-
dary school, in September, 1971.

He now speaks English with both parents and makes only
occasional errors in grammar and phonology.' As mastery of
-English has increased, it is interesting to note what has

.happehed to his other two ianguages. Spanish ‘is dormant, as
there has been little need for it since the family left

-~ South America. That it is not completely forgotten 1is

shown by the fact that he was able to understand and speak
it with Chilean friends in Kinshasa.

His year and a half in the Congo with constant exposure
to a French environment, as well as'frequent visits to rela-
tives in Switzerland and Belgium, have served to maintain
and.even improve his French. He does, however, speak Eng-
lish with his father now, except when they are in Switzer-
land. He is now a coordinate bilingual in French and English.
Whether his Spanish could be revived to the same level of
his other two languages would probably depend on environment
and motivation. }

The extent of his present mastefy of English may be judged

by this poem, written for an English assignment in October, 1971:
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The 014 Man

There sits an old man

Watching the glorious view,

Waiting for his death yet to come

And listening to the reindeers galloping away

The old man, waiting for his death yet to come,
Sees the sunset.

Yet thinking over his chlldhood days,

While the sunset is thlnly seen beyond the Horizon
Brings back his memories as clear as a child could
Have

The memories brings tears to his eyes

Like pieces of diamonds, dripping.

On the ground and vanishing gquietly.

Each chip of tears coming slowly as ever.
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He hears grandfather‘s call from the beautiful dark sky,

. Full of tinkling stars, unforgetable from
his childhood memories.
Shivering now he is, forced to close his memories.
He grips hold of the hands of his wife,
Shuts his eyes slowly his heart beat stors.
"His wife's scream is heard by the animals
Back from their Hunting nights.

—-—Jean-Marc <Thamot
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