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Abstract

The purpose of this project was to make a preliminary
investigation of the processes of second language acqguisition
by children, adolescents and adults, and to d-:zlop a
methodology appropriate to the study of seconu language
learning. In the development of the methodology, applicable
techniques from first language acquisition research were
incorporated and new technigques appropriate specifically to
second language acquisition were.devised.

The research examined the acquisition of English by six
Spanish-speaking subjects over a ten-month period ~=- two
subjects at each of three target ages: 4~6, 11-14 and over
18. Each subject was visited approximately every two weeks
and speech samples were recorded in three situations:
spontaneous speech recordings, elicitations and pre-planned
gocio-linguistic interactions. The subjects were "free"
second languade learners with very little or no prior or
current instruction in English. Thus they acquired their second
language mainly by exposure to the English-speaking
environment.

The analysis focused on the acquisition of the English
auxiliary and its related structures, the nhegative and
interrogative. A clear developmental pattern was found for
both the negative and interrogative. A highly variable order
of acquisition was found for the appearance of auxiliaries. -
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Introduction

This project, funded by the National Institute of
Education (Contract NE«G-00-3-0014) was designed to examine
the untutored acquisition of English in the United States by
native speakers of Spanish under the direction of Dr. Courtney
Cazden.* We undertook a naturalistic longitudinal study of
second Jlanguage acquisition by six subjects living in the
Bostoniéieq: two children, two adolescents, and two adults.
All the subjects had been here for four months or less when
the study was begun. The subjects were acquiring English
without instruction, merely by exposure to the English-~
speaking environment. This research examined ten months of
the subijects' .second language development.

This project attempts to provide a description of
selected aspects of the natural sequence of second-language
acquisition. This is important to American education for
the following reasons:

1. The description of the natural sequences of second-
language development provided by such studies will offer a
basis for thg/coﬁstruction of more effective English-as-a-
second language curricula. Since the subjects in this study
are all Spanish speakers, the sequences evidenced in the
research may have specific implications for the education of
Spanish-speaking students in American schools.

2. Because the project is cross-—-sectional as well as
longltudlnal, the results will contribute to knowledge of the
differences in second-language learning among children, .
adolescents and adults. This knowledge is important to
American education in order to determine the best age at
which to provide second language instruction, or the best
way to design language-learning environments for different
age learners.

, 3. This research will alsoc show similarities and
differences between first and second language learning that
are, in turn, relevant to issues of cognitive development,
learning strategies and language education in general.

) *the National Institute of Education grant was in my name

.and therefore my name appears as first author of this final
report. But the project was actually designed and carried out

by Cancino, Rosansky and Schumann -~ all doctoral students at
Harvard Graduate School of Education at the time. (Schumann's
address as of 9/75: English Department, U.C.L.A.) Responsibility
for any weaknesses are mine as project director and student:
advisor; but full credit for its contributions goes to them --
Courtney B. Cazden.
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Objectives

While bilingualism is certa;nly common in the world,
exposure to and instruction in a second language cannot guarantee
successful acquisition. Basic questions remain to be
answered about the second landuage learning process: ~ '
1. In what ways is second language learning like or :
' different from first language acquisition?
2, TIs the second lariguage learning process qualitatively
different when begun at different ages°
3. Is there a fundamental change in ohe's language I®arning
- - process at some point (or points) in the course o
maturation? If:so, what is the nature of that chlange?
To answer these questions, people in the process of acquiring
a second language must be studied. As has been done with
children learning their first language, careful longitudinal
analyses of the second language learning process must be mage.
This has been the aim of this research.

i1 B o
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Review of Related Research

. The following review of theoretical and empirical research
literature on second language acquisition is restricted to
.sequential second-language learning where the sécond language
1s acquired after the first; it does not include simultaneous
bilingualism in which both languages are learned at the same’
time. In addition 1t focuses on research on untutored learning.

Theoretical Literature Concerned with the Nature of the Second-
Language_Learning Process -

In recent years a hypothesis has developed that regards.
the speech 0of a second. language learner at any p01nt in the
acquisition process as the product of. the learner's systematic
attempt to deal with the target language data. The utterances
of such a learner are not considered mistakes or deviant
forms, but rather as parts of a separate but nevertheless
Some writers believe that the
acquisition process is essentially the same for both first
and second languages; others. allow that the two processes
may be different; but both groups assert that second language
learning, like first language learning, is systematic, and
that the goal of psycholinguistic research is to uncover the
nature of the sequential development of the learner's -
linguistic systems. . .

Corder (1967) proppsés that the process of language -
acquisition is essentially the same for both first and second
language learning. He helieves that while the biological
predisposition to acquire one's ‘native languade may be ’
replaced by some othetr force'.in the learning of second
language, the basic capacity for language acguisition and
the strategies employed in both processes are fundamentally
the same.

Within this framework a seéond language learner's errors
are seen to be similar to thoge of a child acquiring his first
language. The errors of poth‘axe systematic and as such .
give evidence of the system to ‘which they belong. Thus.
errors prodee the resedrcher with evidence of how a second
language is acquired, and they provide tqQ learner with
feedback on hypotheses he is forming and-testing on the nature
of the language he is learning.

In a further development -of this theory, Corder (1971a)
defines the spontaneous speech of a second language learner
as a Jlanguade._ having a.genuine. grammar,

. language an "idiosyncratic dialect". For Corder, the concept

: | 12 | .

He calls this learner .

U
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of ungrammaticality does not apply to the second language
learner. All utterances in the learner's idiosyncratic
3 dialec¢t (exclusive of performance errors) are therefore
acceptable expressions of his own linguistic system. He
asserts that longitudinal studies of the successive stages
in development of this learner language are necessary in order
to begin to understand the process of second langqsge acquis}tion.

Nemser (1971) identifies the learner language éskan
"approximative system" which is defined as a structurally
cohesive linguistic system distinct from both the source
language and the target language. It is by definition‘*transient
and is gradually restructured in successive stages from initial
through advanced learning. According to Nemser, the ultimate
goal of the study of such systems would be the "accurate
pro;ection of the approximative system throughout its

%uccegg;ve stages of development in each contact situation"”

p. 1

. Selinker (1972) suggests that there is a latent psychological
structure in the brain which is activated when one attempts
to learn a second language, i.e., whenever one tries to
produce a set of sentences in the second language using
meanings one may already have. When such an attempt is made,
the utterances which are realized are not identical to those
which would have been produced by a native speaker of the
target language.r Nor are they 1dentica1 to the sentences
having the same meaning in the learner s native language.

Thus a separate linguistic system is hypothesized to account
for the actual realized utterances. This system is called
"interlanguage”. According to Selinker, the evidence for
interlanguage is found in fossilizations which are forms,
phonological, morphological and syntactic, in the speech of

. a speaker of a second language that do not conform to the
target language norms even after years of imstruction in and’
exposure to the standard forms.

-Fossilizations are also those forms which, though absent
from a learner's speech under normal conditions, tend to.
reappear in his linguistic performance when he is forced to
deal with very difficult material, when he is in a state of
anxiety, or when he is extremely relaxed. This systematic
back-sliding of certain linguistic forms toward the interlanguage
norms leads Selinker to hypothesize the psychological reality
of fossilizatidns and interlanguages. The goal ‘of a theory
of second language learning, apcordlng to Selinker, would be
to describe the knowledge underlying interlingual behavior
and to predict the llngulstlc shapes (surface structures) of.
the utterances ‘produced in. the learver's successive interlingual
systens. '

13




All the theoretical work described above asserts that the
language which the learner speaks is systematic. However, a
weakness of this hypothesis is that it does not give a
clear definition of what 1s meant by systematic. It is
incumbent upon researchers in this field to evolve a workable
definition of what would constitute a systematic interlanguage.

Schumann (1973) views the process of pidginization and
creolization as models for adult second language acquisition.
When the function of language is analysed into three components =-
communication, affirmation of social identity, and expression
verbal skill -- pidgins are seen as being functionally
réstricted to the first component «-~ communication. As a
result, pidginization produces interlanguage which is simplified
and reduced. When the function of the language of a second
language learner is also restricted to communication (as is
the usual care¢ in the in the initial stages of learning),
we can expeci = learner's interlanguage to reflect some ©f the
simplifications and reductions that are found in pidgins. 1In
the process of creolization, the function of language extends
to the integrative and expressive uses. Concomitant with
this extension in function is the complication and expansion
of the language structure. In a parallel fashion, when a
second language learner attempts to mark his social identity
within the target culture or to use his.pidginized interlanguage
for expressive purposes, we can expect his interlanguage to
complicate and expand in ways similar to those fostered by
creolization. Thus Schumann hypothesizes that the second
language learning process will reflect the processes of
pidginization and creolization. As with the notion of
systematicity, the major problem with this hypothesis is
that there are varied notions of what constitutes pidginization
and creolization.

~ Dulay (1972), after reviewing the literatuxe on native
language interference in second language learning, proposes
the "first language acquisition = second language acquisition
hypothesis" (commonly referred to as the L1 = L2 hypothe31s)
This hypothesis asserts that children below the age of
puberty will make errors in second language syntax that are
similar to first language developmental errors and that they
will not make errors that reflect transfer of the structure
of their first language onto the second language they are
learning.

Rosansky (1973, 1975) uses the work of Chomsky, Lenneberg
and- Plaget to discuss maturational limitations on second
"language learning. She finds strong evidence that second
language acquisition after puberty may be qualitatively
different from first language acquisition and that these
differences may be related to the onset of Formal Operations,

14




the most advanced stage in Piaget's cognitive hierarchy

that begins around puberty. Although the acquisition of a second
language by older learners may be systematic and may even be
governed by universal second language learning strategies,

adults may well require specific instruction.

All of the literature described above is theoretical. It.
presents hypotheses about second language learning which are
derived largely from theoretical work in related fields.
Empirical research in second language acquisition that has
actually been done is described in the following section.

Research in Second Language Acquisition.

Under the influence of the research in first language
acquisition a few similar studies have been undertaken of
second language acquisition. Ravem (1968, 1970) presents
findings on the development of negation and wh-~. - questions
(what, "when, where, why, who and how) in two Norwegian children
acquiring English as a second language and relates them to
similar studies of first language acquisitior made by Roger
Brown and associates. His cenclusion is that there are some
striking similarities between both processes. Dato (1970)
studied the acquisition of Spanish by one four-year-old in a
pilot study and then by four six-year-olds in a follow-up study.
Eis findings indicate that second language learning follows
a systematic pattern of development, that the learning of a
second language may follow similar psycholinguistic rules
within certain broad age limits, and that second language
learning is similar to that of native language acquisition.
Milon (1972) has examined the acquisition of negation in a
six-month study of a seven~year-old Japanese child learning
English. He reports that the types of negative utterances his
subject produced were similar to those produced by children
acquiring English as a native language. He concludes that
children well below the age of puberty will acquire English
in the same developmental order that native speakers acquire
it, and he believes that these similarities in the
developmental system of first and second language acquisition
are due to language learning heuristics which may be universal.

Huang (1971) studied the acquisition of English syntax
by a five~year-cld Taiwanesé boy. He identified two language
learning strategies in his subject. The first involved
learning well-formed sentences as unanalyzed units (e.g.,
"get out of here") and using them in appropriate situations.
The second strategy involved joining two words with a pause
or juncture between them (e.g., "This ++ kite"): Eventually

15




the two strategies appeared to merge. The subject did not

appear to transfer his knowledge of Taiwanese syntax to the
learning of English. Thus his language acquisition appears
to support Dulay's L1 = L2 hypothesis.

Butterworth (1972) examined the acquisition of English
by a 13-year-0ld native speaker of Spanish. This was the
first study in the research literature of a learner older
than ten years of age. Using a combination of experimental
elicitation techniques arnd spontaneous speech collection, he
found that this adolescent learner tended to emplov two
strategies in the acquisition of English. The first was to
reduce English syntax to simpler structures; the second was
to draw on Spanish syntax for communications which exceeded
his knowledge of English syntax.

Rakuta (1973) in a one-year study of the acguisition of
English by a five-year-old Japanese girl has andlyzed the
acquisition of certain grammatical morphemes and compared
them with the acquisition order found by Brown (1973) in his
studies of children learning English as a native language.
Hakuta found that his subject's acquisition order differed
in several respects from that described by Brown and attributed
these differences to the advanced cognitive development of his

.subject and to the influence of her prior knowledge of Japanesc.

Dulay and Burt (1974) using an elicitation device, The
Bilingual Syntax Measure {BSM), conducted a large-scale cross-
sectional study of the acguisition of English grarmatical
moxrphemes by both Chinese- and Spanish-speaking elementary
school students. Their results showed a strikingly similar
acquigition order for both groups of subjects. Madden, Bailey.
and Krashen (1974),’ also using the BSM, found a difficulty
ordering for adult ESL students which was similar to that
found by Burt and Dulay for children. Since it has not yet
been shown that the BSM yields the same order of acquisition
of grammatical morphemes for first language learners as the
longitudinal studies of Roger Brown and others, it is unclear
tc what extent the similarities found among L2 learners from
different ages and native languages may be artifacts of the
BSM itself.* .

Swain, Dumas and Naiman (1974) have investigated the use
of elicited imitation and translation «s shorthand methcds of
collecting second language data. They dermonstrate that
imitation assesses both comprehension and production skills,

*Controversy over the validity of the BSM results for order
of acquisition of individual morphemes in second language-
acquisition studies do not imply questions about its more
widespread use in bilingual education programs as a global
index of language growth.

16




and that translation from L2 to L1 taps second language

comprehension skills while translation from Ll to L2 taps
production skills.

These studies do throw some significant light on the
second language learning process; however, except for the
Butterworth study and the Madden, Bailey and Krashen study,
they deal only with children and leave the guestions about

second language learning by adolescents and adults largely
untouched,

17




Subjects

Our most important initial task was to find six subjects
to find out criteria of age, current status as a recent
immigrant whose native language was Spanish and willingness
€0 learn English during the ten months study as a "free
learner”, i,e.,, from natural conversations without the
imposition of any structured English instruction.

Or. August 1, 1973 subject selection was begun. Our
initial approach involved three steps: 1) An individual or
organization was contacted by telephone and the project was
explained. 2) On the same day, after the phone-call, a
short descrtiption of the study (see Appendix A) Was sent to
the person who had been contacted. The description included
telephone numbers of two research team members, 3) If the
person contacted did not call back within ten days to two
weeks, we made a follow-up call to see~if they had been able
to locate any potential subjects.

The persons contacted during this stage ©f subiject search
were those working either in social orgahizations which serve
the Spanish-speaking communities,, or public school bilingual

programs
names of

This
a second
schools,

for the Spanish speaking.

See Appendix Bl for the

the people and organizations contacted.

approach did not yield sufficient results. Therefore,
approach was tried; personal visits were made to
cégencies for the Spanish speaking and factories

employing Spanish speaking workers.,

‘In this way, we were

able to get the names of potentlal subjects.

The names of

schools, factories and agencies contacted at this stage can
be found in Appendix B2. :

However, it soon became obvious that it would take a long
time to find six subjects in this way. Many people identified
were suited for the study in terms of surface qualifications --

Spanish speakers with no previous or current English 1nstruct10n.‘

But often they were so isolated from English speaking

. contacts that it was unlikely that they would have adequate

exposure to English during the ten~month period of our data
collection; some people had been here for more than a year
already without learning English. In addition, large families,
poor health and inadequate housing would have made our research
difficult. The lack of a telephone, for example, would have
made it difficult to arrange or change appointments; and lack
of space and privacy in the homes would make the collection

of adequate speech samples impossible. 1In addition, and Jjust
as important, our research would ha¥’e been an additional burden
on already troubled lives. {

!
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Since we were not committed by our proposal to any
social class criteria in subject selection, we began a third
approach in the academic community when colleges and universities -
opened in mid-September. Here we hoped to f£ind spouses and
children of Spanish-speaking students or faculty. Contacts
from this stage of the subject search can be found in Appendix B3.

From the second and third approaches, we found six
subjects: two adults, two adolescents and two children.

I. . ADULT #1 (Alberto)

Age: 33

Sex: Male. Marital status: Single

Country of Origin: Costa Rica

Time in U.S. at onset of study: Four months

Occupation: Polisher in a frame factory

Education: Through high school

Previous Exposure te English: Two Or three hours a week
. , while in high school

Instruction in English in U.S.: None :

Ability in English at the onset of study: Knowledge of

only a few words and phrases

II. - adult #2 (Dolores)

Age: 25 . .
Sex: Female. Marital status: Married, one child, 18
- , _ months old
Country of Origin: Peru ’
Time in U.S. at onset of study: Three months
Occupation: Housewife, babysitter; was an elementary
E school teacher in Peru
Education: University graduate, degree in public relations

=¥

Previous Exposure to English: Studied English- in high school

Instruction in English in U.S.: None

Ability in English at the onset of study: Some passive
knowledge of English, the residue. of formal
instructlon in English gr ammar

A

III. Adolescent #1 (Jorge)

Age: 12 .

Sex: Male. Son of a Harvard University Graduate Student

Country of Origin: Colombia i

Time in U.S. at onset of study: One month '/

Occupation: Junior high school student f

Previous Exposure to Englishs Had exposure to/English
through a tutor in Colombia who came
to his home and played games with him
and his brothers in English. No
formal instruction in English, however
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Instruction in English in U.S.: He attended an American
public school where the whole curriculum
was in English. He received only one hour
a week of ESL Instruction

Ability in English at onset of study: Knowledge of a few
words and phrases.

ADOLESCENT #2 (Juan)

Age: 10 (became 11 in January); brother of ADOLESCENT #1
Country of Origin: Colombia : \“\

Time in U.S. at onset of study: One month

Occupation: Junior high school student

Previous Exposure to'English: Had exposure to English through

a tutor in Colémbia who came to his home and
played games with him and his brothers in
English. No formal instruction in English,
however .

Instruction in English in U.S.: He attended an American
public school where the whole curriculum
was in English. He did, however, use a
Bell and Howell Language Master for ESL
practice in his classroom

Ability in English at the onset of Study: Knowledge of

. some words and phrases. Also, a limited

productive use of English. He could
translate some simple sentences from
Spanish to English.

CEILD #1 {(Marta)

Age: 4 1/2 '

Sex: Female. Daughter of a professional couple

Country of Origin: Puerto Rico

Time in U.S. at onset of study: "One month

Occupation: Attended an all English nursery school

Previous Exposure to English: a) Went to a nursery
school 1in Puerto Rico which was tuaght in
Spanish, but had English speakers attending:;
b) went to a summer camp (six weeks) which
was conducted in Spanish but which had
English speakers attending: campers
somstimes sang songs in English

Instruct;on in English in U,s. None .

Ability 1n English at the onset of study: ‘Her mother felt
that she had some limited, passive
comprehension of simple English phrases.
She also knew some English words, largely
nouns-
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VI. CHILD #2 {(Cheo)*

Age: 5

Sex: Male. Son of a medical school student
Country of Origin: Colombia

Time in U.S. at onset of study: Four months
Occupation: Attended kindergarten

Previous Exposure to English: Nensa
Instruction in English in U.s.:. None
Ability in English at Onset of Study: None

Herlinda Cancine, a native Spanish speaker, conducted ¢
the initial subject interviews. She explained fully and
completely what we intended to do and why. Each of these
subjects, or their parent in the case of the minors, signed a
consent form. The consent férm that was used for cur subjects
and its English translation can be found in Appendices C1 and C2.

7

Data Collection

Transcribers

The research project needed trahscribers who were native
speakers of Spanish and who could speak, read and write
both Spanish and English fluently. These abilitiés were
essential in order to catch and transcribe correctly any mixing
of Spanish and English that might occur in our subjects' speech,
and to draw on native Spanish intuitions about langtage in their
work. Since our subjects varied greatly in country or origin,
we did not restrict our selection of transcribers on this criterion.

In looking for transcribers, we advertised with the Harvard -
Student Employment Center, with the Harvard Work-Study Program
and with various Harvard sPanlsh—speaking associations. The
job descrlptlon circulated is givan in Appendix D.

In order\tp test whether applicants filled the b111ngual
requirements, we.gave them five mlnutes of a tape to transcribe.
If their bilingual abilities were’satisfactory, we then asked
whether their schedules met our needs, .

#*We initially started seeing two male children, Cheo and
ancother 5-year-old, in January and saw both once a month through
June. At that point we decided to remain with only one child,
Cheo, who seemed to be learning more rapidly.




We found three very capable persons, one from the
Harvard Student Employment Agency and two from the Harvard
Work-Study* Program. Two of the transcribers were female;
one a Chicana graduate gtudent enrolled in a Master's
program at the Harvard Graduate School of Education: and
the other, a junior from Radcliffe College whose parents
were from Spain and who had worked in Spanish Harlem. The
male transcriber was a Chicano junior at Harvard.

We paid the Work-Study people one~third of their
salary; the remainder was paid by the Work-Study Program.
The third transcriber was paid wholly on our budget. It
was the availability of Work-Study students that made it
possible for us to hire three transcribers for less than
the amount initially budgeted for two. This meant that
each transcriber wasg able to visit and then transcribe
the tape for one subject each week. Given the amount of
time needed for transcribing an hour of tape (approximately
six to seven hours) and the nature of students' schedules,
this was an excellent arrangement. :

Establishing Optimal Situations For Obtaining English
Speech Samples '

Research on first language acquisition has made it
clear that the most faithful transcription of a tape will
be done by a person who was preésent and taking notes when
that tape was made. Our transcribers, who were native
speakers of Spanish and fluent Spanish-English bilinguals,
were therefore assigned to accompany one of the investigators
on each recording session to take field notes consisting
of. verbatim renditions of the subject's speech and brief
descriptions of relevant non-verbal context and activities. =~

We perhaps naively assumed that it would be possible
to ensure that neither experimenter nor transcriber would
reveal that he or she spoke or comprehended the subjects'
native language, Spanish. As we explained in the proposal,
we were studying the acquisition of a second language, not
language switching. We assumed that our subjects would
occasionally use elements of Spanish in their speech and
we intended to analyze this phenomenon: But we wanted to
separate this as. a temporary and changing aspett of a qL
developmental process from language switching, which remaiins
a natural feature of the speech of bilingual speakers in
the presence of bilingual listeners. In other words,
we wanted to have as a resource the Spanish language
abilities of one of the co-investigators, Herlinda Cancino,
and all three transcribers, while at the same time we
wanted to maintain an all-English situation<for obtaining
speech samples from our subjects.
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= Thig turned out to be far from easy, especially with
the adolescent and adult subjects. Ms. Cancine conducted
all the initial interviews with the subjects in Spanish
and so was known to them as a Spanish speaker. When she
returnadd for the first taping session, she reminded

the subjects of the purpose of our visits and then explicitly
switched to English herself, refusifig to engage in any
Spanish for the duration of the taping session. The first
transcriber to go into the field had a harder time
controlling her verbal behavior and that taping session
contained an abnormal amount of Spanish. We realized °
that we needed to formalize more explicit rules for the
transcribers' behavior before inducting the remaining

two transcribers into their job, and sc discussed the
entire situation with our consultant, sociolinguist
Frederick Erickson. The result was the following set of
proceduress

1. The transcriber was introduced in English, and spoke
only Bnglish. If anything in his or her appearance, '
name, or more subtle aspects of non-verbal behavior made
the subject or a member of the fanmily ask "Do ydu speak
Spanish?", the transcriber was to answer "Yes, I do." in
English, and not to engage in any conversation in Spanish.

2. When the taping session began, the transcriber attended
completely to the tape recorder and his yellow pad for
field notes. He usually separated himself in distance :
and bodily orientation from the investigator and subject, g
who formed the conversational palr. When necessary, he
further separated himself from the conversation and attached
himself to the recorder, llterally, by wearing the ear plug
which monitors the recording as it's being made. Occasionally,
particularly during the pre-planned socio-linguistic
interaction (described below), the transcriber freely
participated in the conversation. Experience has shown

- that these procedures, while seemingly extreme, are both
necessary and effective. .

Ll

Data Collect:.on Techniques

We collected speech samples in, three situatlons.
fépontaneous conversatlons,ellc1tat10ns, and
pre-planned socio-linguistic interactions.

Spontaneous conversation. Spontaneous speech was
recorded as it occurred naturally in conversation, with
the experimenter as a participant observer. These s:g;;gn ’
oll,

which occurred approximately twice monthly, were
Sony TC=-45 cassette tape recorders while .2 third p

the transcribér, took field notes of the situation, noting
: - ) 2
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environment, simultaneously occuring events and the
subjects' attitude, emotions, ete., for later insertion
into the transcript.

Elicitations. Elicitations were of two kinds: elicited
conversations and experimental elicitations.- Elicited
conversations include speech generated through elicitation
instruments, pictures and games. TwQ elicitation instruments
were used: The Bilingual Syntax Measure {(Burt, Dulay,
Herandaz ChaVez, 1975) and the Llyin Oral Interview (Ilyin,
1972). Both these instruments elicit speech through a get
of pictures and a series of questions about the Pictures.
Elicited conversations were also denerated by showing
other pictures (e.g. from magazines) to the subjects and
asking them to talk about what was happening in the pictures.

In one of the games, conversation wag elicited by
having the experimenter and the subject sit across from
each other with a screen between them so that they could
not see each other. The subject had a picture in front
of him, and in front of the experimenter were all the
parts of the picture in a scrambled array. The subject
instructed the experimenter on how to construct the
picture from its component parts. Another game was "twenty
questions®, a good situation for eliciting y/mr questions,
especially from adolescents. The experimenter thinks of
a person, place or thing and writes it down. The subject

“then has twenty questions to determine the correct answer.

Then,- roles are reversed and the subjects' speech becomes
declarative clues to the experimenter rather than questions.

« Another procedure for eliciting conversations was to have

the: experimenter direct the subject to interact with
transcriber (T) by asking the subject certain questions
such as :

Can you tell me T's age?

Can you tell me T's salary?

Can you tell me where T lives?

Can you tell me if T is marrlea?

Do you know what T does’

N

r

Experimental elicitations were techniques designed to
get the subject to produce certain linguistic structures.
The methodology for this type of data collection has been
developed for the study of first language acguisition by
Brown and Berko (1960}, Slobin {(1967) and others, and for
other second language learning studies (Dato, 1971). Most
of these techniques have been used extensively with young
children. However, adaptations of these £first language
methodologies have also been devdloped for both adolescents
and adults {Butterworth, 1972, .
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The experimental techniques we have used are:

1. Imitation.

The experimenter (E) offers a model utterance and the
subject (s) attempts to repeat it.

E. THE BOY IS HERE.
S. The boy is here.

2. Elicited negatives.

The experimenter'effers a model utterance and the subject
is asked to negate it. _ ’

E. HE SPEAKS FOUR- LANGUAGES.
S. He doesn't speak four languages.

3. Elicited tags.

This task is demonstrated for the subject by having the
experimenter utter the statement and the transcriber provide
the appropriate tag ending. The the experimenter offers a
model utterance to the subject and the subject supplies the tag.

E. SHE IS GOING TO PARIS -
S. isn't she?

4, Elicited plurals.

The experimenter shows the subject a picture of one
item and asks "What's in this picture?” . The subject replies
"An X". ' The experimenter then shows the subject a picture
with two of the items and asks the same question. If the
subject can form the plural he replies "Two X's".

5. Elicited prepositions.

1) pPicture task. Experimenter shows subject a picture
of a dog sitting on the hood of a car. He then asks "Where
is the dog?" The subject answers "On the car".

. 2) Object task. Experiménter places an object under a

‘table and asks the subject “Where is x?" The subject replies

"Under the tablz".
6. Elicited intuitions.
. The experimenter offers the subject a2 model ut*erance

(usually one which the subject has produced himself in
spontaneous speech) and asks the subject whether o¥ not the sentence
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is correct. If the subject answers that it isn't, he or
she is asked to Lorﬁgct it.

E. I8 A BOY. 8. Incorrect.
E. Correct it. 8. He is a boy.

7. Elicited translations.

The subject is asked to translate from English to
Spanish to assess his comprehension, and from Spanish to
English to assess his production.

8. Elicited passives. _ .
This task is demonstrated for the subject by having the

experimenter utter the active sentence and the transcriber
change it to,the passive.. When the procedure is clear, the.

rSubject beglns to-form the passive. _ g

-

E. THE BOY CHASED THE DOG.
S. The dog was chased by the boy

This s;me technique can be used to elicit:

9. Wh- guestions.

o4

E. HE W?LL SEE WHAT?
S. What will he see?

10. Particle movement.

‘E. HE PUT ON HIS COAT. :
5. He put his coat on. - v %

11. Elicited subordiﬁétion and coordination.

‘The subject is asked to combine two simple sentences
and the experimenter observes what kind of subordlnatlon
nad/or coordination techniques he employs.

tl

E. THE MAN OWNS THE STCRE.
THAT SAME MAN IS TALL.

5. The tall man owns the store, or
The man who is tall owns the store, or -
The man owns the store .and that same man 13 tall, etc.

o




12. Elicited reflexives.

.The subject is shown two pictures., In one, a boy is
wastinc himself; in the other he is washing a dog. The
researcher verbally labels the pictures: "The boy washes
the dog" ‘and "The boy washes himself”. With a new set of
pictures, similarly constructed, the subject is asked to
supply the reflexive form.: - .

Pre-planned socio—linguistic interactions. A new
technique for collecting speech samples that we worked on
specifically for this research is the pre—planned socio-
linguistic interaction (PPSI).

Examples are pre-arranged situations "in which the subject
agrees, for example, to’'come to a party or ga out for )
dinner at a restaurant. The situation 4is natural although
Pre—~arranged, and provides the opportunity for collecting-
gpecialized language (e.g., language related to ordering
food in a restaurant). .PPSIs facilitate questions and .
answers in the context of relaxed and congen1a1 discussions.
They differ from spontaneous conversations in being more .
structuired by both the situation and the experimenter, yet
are not as highly structured or specific as the experimental
elicitations. .Examples are:

1. Dinner at a restaurant. Ideally a third party accompanies
the experimenter and subject and serves as a catalyst by

" asking questions and leading the general discussion. We

tried this with most of our subjects and found it fruitful

as a stimulator of conversation. Partlculgrly;with the -
adults, after a glass of wine or. beer. With one of our

adult subjects, a lunch at a French restayrant provoked a
considerable number of questlons -- a linguistic feature

. with which we were particularly concerned. o

2. - An afternoon at a museum with. the subject, experimenter
and a third party. Topics of discussicen are built into

the museum itself. Discussions are often directed toward

the dlsplays which are of interest to the subject.. The
subject is asked to explain certain exhibits to the experimenter
or to the transcriber who accompanies the experlmenter to

the museum. In one particularly successful PPSI, onhe of

the adolescents was taken to an aquarium. He knew ‘a good 3
deal about fish and gave quite an.instructive lesson over -
ice cream following thls vieit.

i

e <  See Table 1 below for'the~tape sessions which were PPSIs.

All speech samﬁles were recor&ed by éudio-tapes and
field notes written on the scene and, less. frequently, hy
video-tape recordings. Video-tapes are especially-valuable
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for collecting information on non-verbal aspects of second
language learning. They yield such information as "talking
with the hands", evidence of greater ease during subject's
conversation in his native language, with other members of
the familv, etc., and information about the non-verbal
"interaction” or subject and experimenter. Once into the
study, however, we realized that video-tape analysis would
be too time consuming and so, beyond the initial video-taped
sessions, we used audio tapes only, and relied on the
bilingual transcribers to make notes on situational varilables
and non-verbal aspects of the interaction.

i Testing

The problem of testing is complicated, especially in

bilingual settings. Particularly where attempts have been

. made to assess "intelligence” in bilinguals, much controversy
has arisen. 1In spite of this, we had two reasons for
wanting to test our subjects:
1., We wished to assess their cognitive development for
the sake of cross-comparisons with their later languagde
development because Rosansky (1972,19%75) has hypothesized
that second language acquisition will be different after
adolescence and the onset of formal operations, regardless
of whether there is neurOphysiological evidence to support
a critical period theory. Through David Pillemer we found
a Plabetlan test that is appropriate for all the cognitive
stages (Feldman et al., 1974) .
2. We wanted to”a asgess the initial level of English
competencg of our subjects so that if onge subject varied
considerably from the others in his second language progress,
we might be able to account for this variability.

Although we had attempted to obtain subjeets who had

not studied ,English formally, who were not currently

Teceiving formal ESL instruction, and who .were.of similar

background important differences did exist among our
_ subjects in their khnowledge of English. None of the subjects
4 was receiving formal instruction except the two adolescents,
Juan and Jorge, who received an hour a week (which we
considered to be minimal) consisting of reading second
grade textbooks. However, at least one of the subjects,
Dolores, was an avid reader. In particular, she enjoyed
studying English grammar books! When selecting our subjects
we inguired as to previous formal instruction and excluded
many potential 'subjects-who had had prior instruction. Nonetheless,
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one of our subjects (Dolores) revealed only later, that

she had read English grammar bocks, and received some formal
instruction. We administered a then experimental version

of the Bilingual Syntax Measure (BSM ~ Burt, Dulay and
Hernandez Chavez, .1975) to the four older subjects.
Unfortunately, the two children were not available when

the BSM testing and scoring could be done,

The sessions when the Piaget test and the BsSM were
administered to each subject can be found in Table 1.

Piaget Test

The Colored Blocks Test (Feldman et al., 1974) was
administered to five of the subjects for the purpose of
assessing their cognitive "stage". The test was developed
as a set of non-verbal procedures and materials to test for
the presence of cognitive abilities central to each of the
Plagetlan stages. It was designed to capture in test format
Piaget's description of the guality of thought characteristic
of each stage. There are three advantages to Feldman's
format:

1. The test env1ronment ig one where the materials
are familiar; .

2. The experimenter does not have to give complex *
verbal instructicns; and :

3. The subject does not have to respond verbally in
major portions of the test.

The test consists of colored blocks inh two sizes and,
for one part of the test, a piece of cardboard with wvarious
combinations of the blocks represented on it. The subjects
are first familiarized with the sizes, shapes, and colors
of the blocks and then presentéd with a series of test
items based on various combinations of the blocks. According
to the authors, the test was developed to assess a number
of operational abilities including:

A. the ability to infer a relationship from examples
ofsthat relationship:

2. .- the ability to construct another example of a
relatlonshlp which isg known: '

3.+ the ability to evaluate and compare objects in terms
‘of their dimensicons:; and
' 4, the ability to select a most appropriate object or

response when the best object for responding is neot available.

The test, while containing stages {Set I: pre-<operations;
Sets II and III: concrete operations; and Sets IV and V: '
formal operations), was not designed for the purpose of
individual assessment. Heretofore the test has been used

-
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only to make inferences about pcpulations, and not the
abilities of particular individuals. & precise criterion
for whether an individual has attained a particular stage

{in terms of the number of correct answers in a test section)
has not been established. Therefore, the performance of
each subject will be discussed in some detail.

The test was administered in English to all subijects
but Cheo who was not available when the testing was done.
The only person familiar with the test, David Pillemer,
one of its developers, does not speak 3panishi. We had to
choose between taking advantage of his expertise with the
test or trying to produce a Spanish translation and then
train an inexperienced person to administer the test. Because
the languadge in the test is simple and limited in scope,
and the instructions are largely based on the blocks
themselves, we retained the English version and: the
experienced tester. Each subject's test performance
should therefore be considered a minimum ability level."

Subject 1, Marta (age 4 1/2)

Subject completed all the questions of set I correctly.
She responded incorrectly to all the guestions of section II.
She responded correctly on the first question of set IV
{which can be solved correctly by a non-rule-generated
response and onEn is answered ocrrectly by subjects who
answered sectionlI questions ahd all subsequent questions
incorrectly). She then responded incorrectly to the two
training questions and thé operational task (question 2,
set IV) which followed. The test was discontinued at
this point, since the remaining tasks require the ability .
to correctly answer preceding questions. Subject 1 demonstrated
pre=operational abilities, but her performance on sections
IT and IV did not suggest that she has attained the stage
of concrete operations.

Subject 2, Jorge (age 12)

Subdject completed sections I and II without error.
Subject missed all the questions of set IIT, which, like
set II, is a concrete operational task. However, set III
involves referring to a chart, the use of which requires
a verbal explanation. Thus his poor performance on get III
may be attributable to communication problems, Subject
answered the set IV guestions correctly, but when guestioned
about hils response strateqgy appeared to be performing
concretely. (Section IV tasks are ambiguous -- there is
a possible concrete operational as well as formal operational
strategy, both of which can result in a correct response).
Finally, S responded incorrectly to all the set V tasks

E]
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(pure formal operational tasks). Subject demonstrated
pre-operational and concrete operational abilities, and

may be approaching the onset of formal operations (since

he was successful on set IV tasks). However, his performance
did not demonstrate the presence of complete formal
operational ability.

Subject 3, Juan (age 11)

Subject performed correctly ©N ¢he questions of sets I,
IT and IV. He answered three of the four set III guestions
correctly; his success on this task (the one that requires
a verbal explanation) in comparison to subject 2 may be
attributable to the fact that he seemed more proficient in
speaking and understanding English rather than to more
advanced cognitive development. In fact Juan was rated
at Proficiency Level 4 and Jorge at Level 3 on the BSM
wWhich was administered at about the same time to both boys.
Finally, subject answered only one of the three set V
questions correctly. Subject demonstrated pre-operational
and concrete operational abilities, and may be approaching
the onset of formal operations (since he was successful on
set IV questions). However, his performance did not
demonstrate the presence of complete formal operational ability.

A

Subject 4, Dolores (age 25)

Subject answered every question on the test correctly
with the exception of the last question of get IV (which
she finally answered correctly after some confusion =--
probably due to some extraneous factoX such as lack of
attention) and the last question of get V. Since the
subject answered two of the three pure furmal guestions
correctly, the experimenter followed set V by engaging
the subject in a non-specific discussion concerning the
nature of the set V questions. Three additional problems
(structurally identical to the set V tasks) were then
presented. Subject answered all correctly. Subject demonstrated
mastery of pre-operational and concrete operational tasks.
In addition, her performance on set V and additional
similar questions suggested that she has formal operational
abilities as well. :

Subject 5, alberto (age 33)

' Subject answered every test question correctly with the
exception of the last two questions of set V. Unlike Subject 4,
Subject S5's ability to communicate in English was very much
limited; thus, his failure- onh set V questions may be due
to a lack of understanding of the task. Subject demonstrated
pre-operational and concretelabilities and appears to be
at the onset of formal operations. However, his performance
on set V did not demonstrate complete formal operational ability.
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Bilingual Syntax Measure (Description and Rationale)
i

The Bilingual Syntax Measure (BSM) was designed to
determine the level of structural language development of
the child. It was prepared for ch.ldren in preschool
through the third grade who have been exposed to English
either at home or at school. Although }t was designed
for use with children. after discussions with the developers,
we administered it to our adult and adolescent subjects,

The test has 22 syntax produstion items which are
elicited through the use of six pictures, The decision to
measure production and not comprehension is based on the
assumption that the ability to produce a language follows
the ability to comprehend that language. Thus if the child
can produce an utterance appropriately, he must certainly
be able to comprehend that-.structure. To elicit responses
that are as spontaneous as possibler the test uses cartoon
type pictures and the tester asks Questions that requlre
the subject to give thoughtful answers.

There are no "correct" answers to any gquestion in terms
of the content of the response. As long as the response
is appropriate, the response is accepted and ooded. For
example, to the question "Why 1s he so fat?", either of
the following responses are appropriate:s "Because he eats
too much"™ or "Because he doesn't exercise". Although the

.. content of responses varies from child te child, certain

grammatical features tend to. remain constant (2 third person
present singular verb form in tinese examples). The responses
are scored only for the presence or absence of these features.

In addition to a simple scoring procedure usable by
teachers, one designed for more technical research use is
available. The scoring counts the semcntic features that
were expressed grammatically where and when they should be,
depending on the child's response., Semantic features v
include agent, action, object,-recipier . time, case,
gender, number, etc.. One point is scc:z31 for each feature
expressed:

Actual Child Response | Response Value |Well-Formed or DE§910Ped Value
, . 1 "Developed”
‘|Version
because he too fat because he is
1 2 1 1 5 1 2 1 6
too fat
1 1
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A ratio is then computed of the semantic features that were
grammatically expressed (Response Value) and the semantic
features that would be obligatory in the well-formed version
of the structure (Developed Value). This ratio; 5/6 in the
example above, is:termed the Proficiency Score. This Process
is repeated for-each appropriate response that the child
gives. Finally the Proficiency Scores are converted to
percentages and a range established in order to determine

the Proficiency Level {from 1-5) of each subject. Appendix E
details the Summary of Scores and Functor Ratios for each
subject tested.

Dolores was tested at Tape 3. Her Proficiency Score
was 89% and her Proficiency.level was 5.

Juan was tested at Tape 2. His Proficiency Score was’
74% and his Proficiency Level was 4.

Jorge was tested at Tape 2. Hisg Proficiency Score was
62% with a Proficiency Level of 3.

Alberto was tested at Tape 2. His Proficiency Score
was 63% and his Proficiency Level was also level 3.

Thus, €early in our study, according to this measure, »

Dolores was at the highest level, Juan next, and Alberto and
Jorge third.
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Table 1

Preplanned sociolinguistic interaction sessions and'testing,sessions

BSM Plaget Test PPSY I PPSI I PPSY 11X
. (School) (Restaurant) (Museum) .
- Marta Tape 1 Tape 4 Tape S Tape 7 Tape 9,
(Museum)
Cheo Tape 10
. : (Restaurant)| (Restaurant)
Juan Tape 2 Tape 7 Tape 8 Tape 16 -
(Car & (Aguarium & | (Office &
Restaurant)| Restaurant)|Ice cream Shop)
Jorge Tape 2 Tape 4 Tape 10 Tape 14 Tape 19
. (Restaurant)| (Restaurant)
Alberto | Tape 2 Tape 10 Tape 9 Tape 14
(Italian N‘ﬂgzggchb
. Restaurant){ Re rant)*
Dolores ; Tape 3 Tape 6 Tape S - Tape 9 )
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Data Analysis

After the transcripts of the tape~recorded sessions were
typed, the process of analysis was begun.  Our method for
analysis grew as we explored new linguistic features. The’
first step was tqg; go through the transcripts session by
session, "and find the relevant utterances, e.9. negative
utterances, and collect these in a notebook for each subject
organized by tape session. An utterance would be recorded
as follows: :

T " 1312325 He don't go.

This indlcates Tape Number 1, page 12 of the transcript, and
.1ine 25 on that page. ‘
We then categorized and classified the utterances, often
based on language analyses in first language acquisition research

on these same features. For example, the work of Klima and .
Bellugi (1966) suggests a stage in the acqulsitlon of the negative
which they described as

3

No + (Nucleus). ‘ -

In analyzing our data we also looked for evidence of this
stage. Similarly, it has been suggested by Klima and Bellugi
(1963)" for first language learners that there is a stage in
the acqulsltlon of the English interrogative by children where
the auxiliary is inverted in yes/na questions {Can he open the
door?) but not yet inverted in wh-_questifns (Where he can go?).
We examined our interrogative .data for th¢ inversions in

aes/no and wh- guestions, looking at the percentage of
inversions of each auxiliary for each question type over time,
to determine whether or not there is such a developmental stage
among Spanish speakers learning English. .

A general problem in the analysis is how to quantify
and how to‘represent or display the data. - Since our "data"
is speech, it does not lend itself easily to gquantification.
One could ostensibly look at the linguistic features and assign
welghted points for different utterances based on the "degree
of correctness®, i.e., whether the word is terised properly and
whether there 1ls subject agreement. A major problem with this
method is the arbitrariness of the weightings. Furthermore,
it is not clear how significant the resulting score would be.

We wanted to establish a developmental sequence for the
acguisition of the auxiliary system in general, and the auxiliaries -
within the negative and interrogative in particular. Thus’
our goal was to display the data so that one could clearly

e T -~
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see the nature of the linguistic behavior and any changes in -
the Behavior over time. Roger Brown in his study of the
acquisition of English morphemes by first language learners

(1973) devised a method for establishing criteria for acquisition
of these linguistic features. The feature must be correct in

90% of all obligatory contexts in.each transcript where five or
more obligatory contexts exist, and the 90% correct performance
must be maintained for three consecutive sessions. We made an :
attempt to adapt these extremely stringent criteria to our data -
but found that L2 speech is far more limited than L1 speech
-data. Often, we did not find five obligatoryY contexts even

though the subject was performing 100% ¢orrectly on a particular
lingyuistic feature. In addition, Brown applied his 90%

criteria to morphemes while we, were 1nvestlgat1ng the auxiliary
system. We decided, therefore, that Brown's criteria would

not yield an accurate picture of our subjects' linguistic
development.

nstead, we havé displayed our data in terms of percent
supplié r inverted in the case of the interrogative) relative
to the total number of possibilities for that feature in each

transcript.

Wwe have such small numbers,

are given.

So as not to be misleading, particularly because
absolute numhers as well as percents
The method we have opted to use in describing our

data is not as elegant as Brown's criteria-nor as sophisticated

as a weighting system. Our method has the advantage of

simplicity, and it gives an accurate gauge of linguistic

developmént and of variability from session to session without :

burying any of .the data. - It shows not only when the.subjects

performed correctly, but also the extent to which they did n»=.

This raises an important issue in the field of second

language acguisition reseapch. In examining second language
acquisition data one wants not only to consider correct
utterances, but .also the incorrect utterances. It is equally

- important to a theory of second language acguisition to know
about the instances of non-occurrence and "wrong" occurrences
of a linguistic feature. From the steady decline Or stable
continuing of errors, much can be learned. about how the learner
approaches the acquisition process.

There are other issues which are critical to the field of
fecond language acquisition research, although-thils report is
not the place to pursue their theoretical implications. One
issue in particular arises from a small corpus of linguistic
features: = How reliable is such data? How does -one deal
with single instances to the contrary? Can we look at trends
and disregard counter examples? Hopefully, from these
questions and the experience of other researchers, a flrmer
methodology for future analysis will develop ' ‘
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Results

Presentation of results is divided into the negative,
interrogative and au¥iliarys —— —

T e

—_—

The Negative

Acquisition of the negative has been treated extensively
in the first language acquisition literature. Klima and
Bellugl (1966) found three stages in the development of
the negative in a study of three children, Adam, Eve and Saral.
In ¢he first stage the negative particle is sentence=-external:
no singing song, ho the sun shining. In the second stage the
negative 1s pLaced within tne sentence. and don't .and .can't
appear: He not little, he big; He no bite you; I don't want it;
We can't talk. The thizd stage 1s characterized by full ‘
realization of the auxiliary. Auxiliaries begin to appear in
declaratives and interrogatives and therefore are no longer
simply part of the negative element in the sentence: WNo, it
isn't; That was not me; Paul didn't laugh; I am not a doctor.

Most discussion concerning the development bf the
negative eenters around whether or not Klima and Bellugl 8
stage one exists. Bloom (1970) in. a study of three subjects
found that the negative element occupied the first position in’
the early negative utterances of her subjects, but she asserted
that this structure was the result of the deletion of sentence
subjects. Hence, she did not find Klima and Bellugi's stage
one. Lord (1974) also failed to find evidence for stage one=-
type utterances in a study of the acqui31tion of the negative
by her daughter.

In the second language acquisition 11terature Milon
(1974) in a study of the acquisition of English by a 7-year-old -
Japanese boy found a developmental pattern similar to that
described by Klima and Bellugi for first language learners.
Gillis (1975) studied the acquisition of English by two
Japanese children ajesgs seven and eight and found that her
subjects showed a duvelopmental pattern that corresponds. only
to Klima and Bellugi's stages two and three. One of the
subjects had-utterances which appeared to be a residue 6f
Klima and Bellugi's stage one, but the other had no utterances
representing this stage. In a preliminary analysis (Cancino,
Rosnasky and Schumann, 1974) of negatives in three of our
subjects (Marta, Jorge,. Alberto) over a three month period we
did not find convincing'evidence for the stages described yﬂ
Klima and Bellugi. . / .
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In describing our data, we did not write grammars per se.
Brown and Fraser (1963) indicated the difficulties in writing
traditional grammars: for child speech. The concept of writing
grammars derives from linguistics which uses grammar writing
ag ‘a descriptive tool for presumably static grammars, Writing
"grammars" for a dynamic system, however, is not only difficult,
but is also not suitable as a developmental descriptive technigue.

We did, however, think that perhaps traditional
grammatical descriptions in the form of rules could be made
of such lingquisti¢ subsystems as negative, interrogative or
auxiliary. OQur attempts to write rules for the negative
proved fruitless. The constant development and concomitant
- variation in our subjects' speech at any one point made the
task impossible. The technique to which we turned was to
catalogue the various negating devices (no, don't, can't,
isn't, etc.) and for each sample to determine the proportion
of each negating device to total number of negatives (including
negated adjectives, nouns, adverbs, etc.) used by our subjects.
We limited our analysis, however, to proposition negating
utterances. By this we' mean the negative of a verb within an
utterance.  Thus we are concerned with the use of the negative
particle and its relation te the auxiliary system. but not with
the indefinite and indeterminate forms of the negative.

For all subjects, we have eliminated the expression
"I don't know”, which seemed to be a memorized whole (or, using
Evelyn Hatch's term, a "routine formula")}. In -addition and
for the same reason, "I don't think so" is excluded from the
. tally of Marta's don't V comstructions.

The "cataloguing approach produced the following result%
1. <The subjects began negating by using no v constructions. ‘

Marta: I no can see. _ ’
Carolina no go to play.

Cheo: . You no walk on this.
‘ You, no tell- your mother.

- Juan: Today I no do that. .
- No, I no usge television.
Jorge: They no have water. “ _
: But no is mine is my brother. {=It's not mine;.
it's my brother's.) '

Albherto: I no understand. :
No 1like coffee. (subject deletion)

]

9
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This form is found in the early speech of English speaking
children. It is also very similar to the way the negative
is formed in Spanish (e.g., (yo} no entiendo, (yol no tengo

P

k]

agual . , . .
2. At the same time or shortly after the no V..constructions o (ﬂq
appear, the subjects began to negate using E n't Vv constructions.

Examples of don't V utterances are:

Marta: ’I don't hear. .o -
‘ He don't like it. .. y
. ~ . LTy
Cheo: I don't understand. | .
I don't see qpthing mop . -
Jjan: - I don't look the clock at this time. ’ ' :
/u Don't have any monies. (subject deletign) ' : '

‘Jorge: My brother and I don t have morxe class.
That don't say anything. - .
Alberto: I don't can explain. - ' . . T
I don't have a woman. , e

s 3. Ngxt the subjects used the aux-neg constructions in which
‘ the npgative is placed after the auxi%iarya In general the
first auxiliaries to be negated 4in t?is way were 1s and can. ° .

. o3 | Marta: Soﬁebody is not cqming'ina‘*%EN);
S You can't tell her.
f Cheo: It's not danger. Jﬁ'
He can't see. - R .
Juan: I haven't seen all of it. . 2 ')'

It wasn't so big.

Jorge:. - No, he's not skinny.
d But we couldn't do anything.

Alberto:r <]

-
P
'

.4. Finally, they learned the analyzed forms of don't (do not,
doesn't, does not, didn't, aia not) ) .

Marta: . Tt dpesn't spin. . 6
One night I didnt't have the light. .
’ . Cheo: - I didn't even know, ' T
Because you didn't bring. - ] ’
S * : *
: , - -~ “ Y
o " , ? .

o)
o
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‘silent period and did not begin to speak English until tHe

_don't V is the dominant negatiocn strategy.

-3 1— -' Q ]
&
Juan: _ We didn't have a study period.’ -
It doesn't fnake any difference:
Jorge: She didn't believe me.
He doesn't laugh like us.
Alberto: # '

H

Dolores: My father dida‘t let me.
It doesn't matter. )

The relative frequencies of these negating devices can
be seen in figures 1-6.  The vertical "axes indicate the
percent of each negating device supplied and the horizontal
axes indicate each taping session. In interpreting these
graphs it is necessary to consider tHe span and height of each
curve in relation tao,the other:curves. In this way.ope can
determine when each negating device is first used and to what
extent it is used in kelation to the othHer negating devices.
The orders in which the curves appear and/or peak on the
graphs indicate the learners' successive interim hypotheses
about the construction of the English negative. &an analysis
of the curves also indicates when negated do-forms begin to be
inflected& ' :

Marta (fig.bl) has a clear no V negating system until
tape 6. The slight don't v and aux—=neg peaks at tape 3 ate

accounted for by four utterances out of a relatively small total',

hegative sample (14). At tape 6 don't.V becomes the dominant
negating strategy and no V is radically diminished. At tape 8’
Marta begins to use the aux-neg, and by tape 9 it reaches the
game level as don't V. &ATIso at tape 9 analyzed donr't begins
to appear and after some fluctuation it seéms to be ingreasing
by tape 15.. ' Co

Cheo (f£ig. 2), as was mentioned éarlier, went through a

third tape. At that point his negation strategy was no V. At
tape four he adopted-don't V and used it, similtaneously with,
no V until tape 8, where aux-neg seems to be an additional
firmly established nedation strategy. At tape 9 he begins
using the ‘analyzed forms of don't and by tape 10 he appears
to have abandoned no-V. S '

Although at tape 1 Juan (fig. 3) appears to have all
four negating strategies, no V is clearly attenuating and
: It would appear
that no V is dropping off in Juan's. speech at the point Wwhere -
we begin our data collection. DPop't V continues in the dominant
role until tape 3, when auk-neg ex ts a sharp increase in’
frequency. Analyzed don't seems established by tape.5. In

u .
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general, Juan progressed through the interim hypotheses rapidly
and by tape 7 his negative is fully formed.

Jorge (fig. 4) clearly exhibits the o V, don't V, aux-neg,
analyzed don't developmental sequence. Although no V and don't V
appear simultaneously at tape 1, by tape 3 no V clearly
dominates and is replaced by don't V in tape 7. Aux-ne
becomes firmly established in tape 9 followed by analyzed don't
in tape 12.

-

Alberto (fig. 5). seems to have two competing negation
strategies throughout: no V and don't V. However, no V is
obviously the more dominant of the two and consistently
achieves a higher frequency until the last sample. His interlanguage
can be characterized as-pidginized (see Schumann, 1974, 1975).

Dolores (fig. 6) knew more English than the other subjects
at the beginning of the study and therefore her graphs do not
digplay early development. All that can be said is that her
negatives are well formed. :

The no V, don't V, aux-neg, analyzed don' t sequence
exhibited in our subjects' speech suggests t that Spanish speakers'
first hypothesis is that negation in English is like negation _
in Spanish, hence the learners place no in front of the verb.

The learners' next hypothesis appears “to be that the negator

in English ig not no, but don't, and don't is placed before the
verb. At this point, one can argue that don't is simply an
allomorph of no and that dun't verb constructions are still
essentially Spanish negation but with the negator slightly

more anglicized. Then when the learners begin using aux-neq,

and the analyzed forms of don't it would appear that they have
learned that English negatives are formed by putting the

negative article (n't, not) after the first auxiliary element.
Interestingly, in Marta, Cheo, Juan and Jorge, the two children
and two adolescents, no V is not only the’ first negating strategy
but it does not disappear completely unti ihe time that aﬁalyzed
don't becomes firmly established.

It has been observed {Clyne 1975) that worker immigrants
to Australia from various parts of Europe use no V conStructions
in English negation. It is not clear how long théy retain
this strategy, but the extent of its duration in the English
of Spanish-speakers may be due to two factors:

1. &all learners of English, we theorize, quickly come to know
that no is .the general English negator.

2. Since no is the only Spanish negator, this form is transferred
to the English of Spanish speakers.

Hence, it is only when a Spanish speaker's English is well
developed that he will abandon this strategy entirely.

44
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Summarizing, the preceding analysis yields a developmental
sequence of negating devices:

1. no V
don't Vv
3. aux-neg
4. analyzed don't; disappearance of po V

48




The Interrogative

Interest in the development of the interrogative in studies ’
of first language acquisition was initially motivated by the
desire to see whether the acquisition sequence reflected the
rules, presented in a transformational analysis of adult
English grammar. For our purposes here, the transformational
rules for wt ﬁ_gpestions (who, What, Where, When, How) can be
summarized as follows: -

1. Base (or what we'll call the base), can be exemplified by
by the sentence:

He - is - going - where ' (soméplace)
.2, PRﬁPOSIﬂG: Where - he - 1is - going _
| {(Wh- word ig‘moved to the front of the string)
3. INVERSION: Where - is - he - going?
(Aux is moved in front of the subject)

Brown (1968) hypothesized the exXistence of both the base form
and the preposed form in the early development of children's
interrogatives. . Whereas he found no evidence for the base in
his subjects' speech, he did find realizations of the second
derivation involving preposing without inversion. In addition,
Klima and Bellugl (1966) in an . analysis of some of the same
-data describe a stage (C) in which children are inverting in
ves/no questions but not in wh- questions. Ingram (1973) in
a study involving 21 children questions Klima and Bellugi's
result. He found a gradual increase in inversions in yes/no
and wh- estions, but found no evidence for a period in
which subjects invert in yes/no but not wh- questions.

In tha second language acquisition llterature Ravem
(1970) studied the acquisition of English by two Norwegian
children. He found preposzng without inversion in wh- questions,
thus reflecting Brown's (1968) results. Hatch (1974) examining
the data from fifteen studies of 40 second language learners,
found: wh- gquestions begin with wh-fronting without inversion
{frequently before the copula has developed); modal inversion
{can) is prior to inversion with other auxiliaries; and be
inversion occurs before do inverszon

- with this literature in mind we examined our interfogative
data by asking the following questions:
I. Do wh- qﬁestions -appear in the uninverted form?

2. Do uninverted wh- questions appear prior to inverted whn_

ggestions?

49




Do y/n questions appear in the uninverted form?

Do uninverted v/n questions appear prior to transposed
y/n questions?
5. Does Klima and Bellugi's "Stage C" exist for our second
6

e LD
. Ll

language learners?
. Is there a stage for our second language learners which

is the exact opposite of "Stage C", i.e., where wh~ guestions

are inverted and y/n gquestions are not?

-

Our interrogative data is displayed in Tables 2-7. The
total columns show for each subject the percent inversion for
all auxiliaries in each-sample, the actual number of inversions
and the total number of possibilities .for inversion. The other
columns give the same information for each auxiliary separately.
When we examined each auxiliary separately, no clear pattern
emerged in answer to the above questions. However, when we |
looked at the auxiliaries in total, there does appear to be
some clear answers.

1. Wh~ questions appear in the uninverted form for all subjects.

2. Uninverted wh- gquestions do not necessarily appear prior
- to 1nverted wh- guestions.

3. All subjects use uninverted y/p quéstions.

4. Uninverted y/n guestions consistently appear prior to
inverted v/n fuestions.

5. There is no evidence for Klima an. Bellugi's "Stage C"
for our second language learners.

6. With the exception of Jorge, there is no stage for our
subjects where wh= questions are inverted and v/n questions
are not.

o :
The development of the interrogative seems to unfold in the

following manner: Both y/n and wh- questlons appear.in the

uninverted form, but there is no stage in which the uninverted

form consistently appears and the inverted is not present.

Inverted y/n guestions do not precede. inverted wh- gquestions

or vice versa. .

Order of appearance of inverted auxiliary. In wh- guestions
inversion 1s always obligatory: wnat are you doing? *what you
are doing?. However, this is not the case with y/n questions:
Are you going? You're going?. Thergfore, in order to determine R
the order of appearance of inverted auxiliaries, only the :
auxiliaries in wh- guestions were considered. Is-copula is
inverted at 100% from the very beginning for most of the subjects:
What is it?. However, there are a number of reasons for questioning

4 L
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. Table 2
Subject/auxiliary inversion in Marta's interrogatives
MARTA
" tih=Questions
R wh o can _ IS (coP) oID
U, BIrv MNodow Foss. ZDw. NoTv Bas. Bl Nolwv. Poss Wl NoLiw. Ress. FoDn. Mo Thv. Poss.
2 - - - - - - - - - - - - - - - -
3 - - - - - - - - - _- - - - - -
¥ 3 1.00 (2) (2) - - - - - - 1.00  (2) (2) - - -
5 - - - - - - . - - - .- - - - - -
& .71 {5) (71" o (o) {1) - - - 1.40 (5) (5) - - -
7 57 4y (M| e (@ (2 ‘- - - | 100 3 (3 - - -
8 .50 {5} (10} 0 (o) (1} - - - 1.00 4y (4 o] (0)y . (1)
2 .91 (30) (33} 50 (1) (2 - - - 1.00 (28) (28) - - -
10 1.00 (4) 1) - - - 1.00 (2} (2) - - - - - -
11. 70 (14)  (20) .29 (2) (7} 1.00 . (6) (6} | 1.00 (4) (4) | 1L.00 (1) (1)
! 12 .77 (23} (300 .33 (2) (6) - - - 1.00 (170 (17). - - -
\ 13 .83 (10) (12 50 (1) (2) - - - 1.00 (5) (%) - - -
14 .76 (13) (17} .33 (1) (3) - - - 1.00 N 7 - - ‘-
1s .66 (4) (6) 0 [{J] (1) | 1.00 (1) ()| 1.00 (23 . (2) - - -
ARE (AUX). ARE (COP DOES IS (AUX) "
%- - - L -
1 - - - - - - - - - I--- - -
2 - L} - - - - - L L} L] - -
.i 3 Ed el Ed - - 'ﬂ -_ L} el - - -
; 4 Ed - Ed - L} " - L - " - -_
A -} 0 (0} (1} - - - - - - - - . =
7 ] (0) (1) - - - - - - 1.00 (1} (1)
8 - - - 1.00 (1) {1) - - - o ()] (3)
‘g o (0} (1} - - - - - - .50 (1) (2} :
10 - - - 1.00 (1) (1) - - - 1.00 (1) (1)
.11 0 (0) (1} - - - - - - 1.00 (1) (1}
12 0 (0) (1) - - - .50 (1) (2) | 1.00 3 (3 “
13 0., (0} (1} | 1.00 (3} Nl - - - 1.00 - (1) (1)
14 ] 0 @ ] 0y (1} | 1.00 (1) (1) | 1.00 (4) (4}
15 « 50 {y Lz) - - - - - - . - - - -
:’}

o ————— ¢
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Table" 2 (cont.)
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ca : Subject/auxiliary inversion in Marta's interrogatives
MARTA
Yes/ Mo
757)!& yzS/Nﬂ E ﬂ 1s (cop)

e %Iy oL Bis. B NoDw. s, 95 Tme Ab.Jow Foss. Bl NoTw. Bss.
1 0 0 2y - - - - - - 0 0 (2r
. : .53 (L) {3 0 (0} (1) - . - 0 0 (1)
4| 20 Q) (5 00 @) (L) - - - .25,y (@)
5 .50 @y (@) 00 (1) (1 0 (M (1) - - -
6 1 .so (L (2) - - - 1.00 (1) (1) 0 [(4)] (1)

ST 20 (2 o 20 (2) (10) - - - - .- -
8 0 @ (5 0 (M (@) - - - 0 (0} (1)
9 .45 (22)  (49) A8 (4 (29) .94 @s) (16) 0o * 0 (1)
10 .08 (20 (24} .0 0y (221 l.00 (2 (2) - - -
11 87 (8 am .66  (3) (8) 66 “(4)  (6) - - -
12 .33 () (15) A0 (1) Ao 1.00 (3 () - m =
13 .29 {11}  (42) | 0 0 (28)] 1.00 (10) (10) 0 ()
14 77 (24)  (31) TL74 (14). (19) | 1.00 (5} (S} 1.00 (1) (1)
15 |»- .68 (17) (25) A2 (1) (8) .99 (9)  (10) - - -

bID _BARE (AUX) ARE (cOP) ; WILL

T -
-3
1 - - - - - - - - - - - -
2 - - - - - - 1.00 (1) (1) - - -
3 - - - - - - - - - - - -
4 - - - - - - —— - - - - -yt
s - - - - - - - - - - - -
6 N - - - - - - - - - - - -:‘
7 - - - - - - - - - - - -‘.‘
8 - - - - - - - - -] = - -

-9 - - -1 100 (@ (@ - - -~ | L00 (2 (2
10 - - - - = . - - - - - -
n - - - - - - - - - - - -
12 - - - .00 (1} (1) - - - 1.00 {1) (1)
13 - - - 0 (@ () - - - | 1.00 @ (@
I} 1.00 (3} (3) 50 T (1Y (2) 0 0y (13} = - T-
15 1.00 (1) (1) - - - - - - 1,00 (1) (1) "

¥

EA
N




~-35¢c-
L - Table 3

Q) R
[}

Subject/auxiliary inversion in Cheo's interrogatives

CHEO
. Wh-Questions
Torie. o4, T o ' can s (com
Tpehs HTmstd NeZr Recle %I No.Tnertd Rss Blhotd poTiv. Rosible %Iy Ao Tnerlid Rissible,
1 - - - - - - - - - - -— - -—
-2 - - - - - - - - - - "- ‘a-
3 frad — - - - -~ - - -— - - -
s .75 (3) (4) - - - - L. - 1.00 (3) (3)
6 1.00 (11)  (11) - - - - - - 1.00 (11) ' (11)
n * 7 .17 (2) (12) v] (0} {S) v] {0) {2) 1.00 (2) . (2)
g .27 (3 {11 0 {0y  {3) .50 7 {1} {2) L.00 (2) {2)
9 .59 Aoy (an ] o @ S50 (1) () 1.007 (&) (B
10 .51 (10 (32} d ()] (3) 0 (- @) .83 (10) (12)
\ DID “ARE (AOX) pogs . IS (AUX)
Tape Ao \ .
1 v~ - - - - P - - - - - -
* 2 L - - " L - - L L - Ed .- - :
3 - - - - - ; - - - L - -
4- - - ‘- - - - - - - - - - -
1 s - - - - - - - - - - - - - .
- 6 - - ‘- - - - - - - - - - L
P 7 - - - - - - 0 (0) (3) - - -
W 8 o @ (1), - - - ] (9 (1 - - = ’
9 - - - 0 {0} 1 0 (0) (1) .50 {1y (2)
10 0 Q) (8) 0 (0} (1) 0 . (O (3) 0 (0) {2)
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Table 3 {wont.)
Sub)ject./auxiliary. inversion in Cheo's interrogatives
o .

Yes/No
Do ' CAN

Toracr VES/mD

IS’ (COP)

% Dvetd_phIw  Rmsble

Tepe Mo o Lrerts Mbinerbd R ToTmtid_poinoGe fssile niwotid wosw. Bssible

: 1 - - o - - - - -

o 2 - - - - - - - - - - - -
3 - - - - - - - - - - - -
4 L33 (@ 8} .40 (20 (B - - - - - -
S | -.10- (1F 00 0 (0) (4) - - - 0 (0 (1)
6. 0 (0) (14) 0 (0 (12) - .- - L0 (o) (1)
¥ A4 () @&} 1o (D (0] .67 (2 (3 - - -
8 .18 (8} (3 0 (0 (21 .67 (4) @®& | .33 @) (3
9 31 (10} (32)| 31 (2 (9 | .00 (7} (T 0 (0) L
10-f .23 (7 (30| .14 (2> (4) | .67 (2) (3| .25 (2) - (8)

pip T ARE (AUX) ARE (COPY - -, . DOBS

Tghs . | _
1 -. - - - - - - - - - - -
2 B - - - - - - - - - - - -
3 o - - - - - - - - - - -
4 0 (0 (1) - - = - - - - - -
-1 0 (0) (&) - - - - - - - - -
6 - - - - . -_ - - - - ‘- . b d b d
7: - =~ 0 (0) ) - - - Q 0 (1)
8| 2" |0 @ g2} - - - s - -
9 0 0y - (1) .30 (1) &2} - - - 0 o (2)
10 0 (o) 2) - -~ 4a .50 (1) (2) 0 0 1
! » / ‘ W '
;»“’(
i, \',‘
< -
Pl
o - .
o
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" Table 4

Subject/auxiliary inversion in Juan's interrogatives

JURN .
Wh=Questions
oras bh Do ~-. O I5_(coP) .. DID ARE (AUX)
wm No D, Foss. %WMPME-& AT Moo B 2oL Rssie %Lt mr» %L NoDn Pﬂs,
1] .94 (1% (is} 1.00 (2) (D) - =1 1,00 (12) (12) - -
2l .92 (229 (24l .50 (2} (&) - - =l 1.00 a7 AN 1.oo (1: (1| 1.00 (1) (1),
3lesa asy anl o @ @} 1.00 @} @] l.oo (13} (13) - -« al1.00 @O @
4{1.00 (& @ - - -~ « - =100 (@) (1) - - - - - -
sl .92 a2 a3 .75 3 @ - =« «|1l00 (@ (@] 100 @ () - - -
61,00 (6) (8] 1.00 (2) (2} l.oo (1} (V)] 1.00 (3 (3) - = - - - -
Ti1.00 (4) 4y =~ - - - - - | }.00 (4) (4} - - - - - -
gl1.00 (14) (apl.00 (3 (H| -« =~ -] 1.00 (8 (@] 1.00 (2 @} - - =
oli.oo0 (@ (@) 1.00 (3 - = =100 () (2) - = =l100 @ @
101.00 (8) (gll.00 () W] = = ~]|1.00 (3 (3) - - - “- - -
11 {1.00 (4 (4 1.00 (1) (1] = - - | 1,00 (1) (1}] 1L.00 (1) (1) - - -
12 [1.00 (D) (1] = - - - - - | 1.00 (1) (1) - - = - - -
130100 @ (@ - - - - @« al100 @ @]|i00 3 H| -~ - -
14] .97 (32) (3331.00 (&) (6) 0 (0 ()| 1.00 (L0) (LO}| 1.00 (5) (5) - - =
15| .98 (40) (ar)f 1.00 (20) (10| 1.00 (1) (L] .92 (11) (A] 1.00 (3) (3)] l.co (2) ()
161 .97 (32) (741.00 (4) (4)] 1.00 (1) (1] 1.00 (12) (12) 1,60 1y (1] .86 (8) (7)
171,00 () (7yl.00 (L) W] - = =11.00 (2 (27 - - - - -
1811.00 (15) (15§ 1.00 (5) (5)| = - =] 1,00 (3) (3)] 1. oo (1) (1} { 1.00 (3} (3)
_ /’ )
ARE (COP) DOES 1S (AOX) WERE SHOULD AM (COP) AM (AUX)
5 ) - " A
1f - - - - ~ =]1,00 (1) (1] - =~ = - - - - - = - = =
2] 1.00 (1) (1) D - - - - - - - - - - - = - - -
3 - - - \ - . v - - - - - - - - - - - - - - -
4 = =« o]l a e et a e = - o - = = - - = - - -
5| 1.00 (1) (L) - - = - - - - - - - - = - - - . - -
6] - - - e - =« = - . = - - - - - =
1 - - - - - - - - - - - - - - - - - -y - - -~
B8] - - <]y @@ - - 4 - - - - - - - - - - - -
911,00 (2) (2) - - - - - = - - - - - - - o - - - =
20 ]1.00 (1) (13} 1.00 1) V)] ~ = = - - = - - - 2 e e = - a
il - - - N - = = - - = {1.00 @) M - = =
12 - - - -‘ - - - - - - - - - - - b - - - - -
13 - - - - - - - - - - - - - - - - - - ram - -
14 = = = 11,00 @) (1)) 1.00 (8 (B = = < [1.00 (3) () - = = - - =
13 |1.00 (2) (2) ]| 1,00 (3) (3)| 2.00 (1) (1} 1.00 (2)- () [,1.00 () (2)|1.00 (1) (1) | .50 (1) (2
16 11.00 (2) ()| 1.00 (1) ()] 1.00 (3) (3)| 1.00 (2) (2) % - 00. m (21 D
7l '- - - - = all.00 (1} (IY}1.000() (1)) -~ - - = ]1, oo/m (1)
8]1.00 (1) (1) > o« - (1,00 (1) (1)] 1.00 (1) (1) - - ; - - -
i.
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Table 4 {(cont.)

Subject/auxiliary inversion- 4n-Juan's-interrogatives

JUAM
Yea /Mo
TEIAL Yesipo o] can 15 _(COP) DID ARE (AUX)

Gf\'o‘ %% Dvolet Mo Peasiie. BTn. Nolim Possible B Dn. /% BZw. NoTw. Bsible %w Moo Bssible % Dy Nolny Poss.

1 .33 (1Y Hp o (0 Q) - - - 50 (L) (2) - - - - - -

2 .50 (2) taY|1.00 (1} Q)] 1.00 (1) (1) 0 (0) () - - - - - -

3 .14 (1) (71 o (@ - - - .50 (1} (2) o (0} () - - -

4 0 (?) 53t 0 (0} (L) o (o 0 (o (1} - - - - - -

5 .50 (4) - (8] .50 (2 (4| - - - - 0 (0 ()]l.00 (2) (2) - - -

6 .31 @) Q3] .33 (2 | .18 Q) (&} - - - 100 ) Q) . - - .
T..40 (D) (5} o0 (@ (1) o @ Q) 0 (@ (1) - - - - - -

8 .43 (3).__(7}] .50 (1) (2) - - - 0 (0} .(3)[1l.00 (1) Q1) - - -

9 .25 (2 (100 (1) O} - - =} 33 Q) W - - - 0 @ N
10100 (3} (3 - = - - - - §1.00 (1) (1)} 1.00 (1) (1} - - =
‘11 .75 (6 (9)] 1.00 (4) (4Q) - - = - - - .50 (1) (2)f 1.00 (1) (1}
12 .74 (25) (234)] .33 (1) (3¥] .50 (2 (] .se (22) (25) - - - - - -
13 .40 (2 ()] 0 (0} (2} - - - {1.00 (2 () -+ - - - - -
14 .66 (3) 2 0o (0} ()] 1.00 ) QY[ .75 (3} (&) .33 Q) () - . -
15 .71 (36} {51} .70 (24} (20)] 1.00 (4) (4}] .70 {12} (18) | 1.00 (1) (1}{ 1.00 (1) (1)
16 .47  (9) {19} .50 (2) (4)|1.00 1) ()} .60 (3} (5} 0 (0} (3}| 1.00 Q) ()
171.00 (1} Qf - +a - - - - - - - I Y
18, 0 @ M o0 @ - - - - - - .- - - - -

& . .
ARE (COF) DOES | , IS (ADX) WAS WILL WERE COULD

%. , )
1 - = - - ™ = - a - - = = - = = - = = - = =

2 - - - - - - - - - - - - - - - - - - - - - H
3| - - - - - = - - = 0 QW - - - - - - ~ - -
410 (@ (2] - -~ - - . = - =t a] - - = - - - - - =
S| -~ ~ = - .~ - == - - ] - - = 0 (0 W -~ - =

8f - - -] - - S|V - - - - A - - - - = =} 100 QYN
21 - - =~ - =,= |0 @@ == =t = - = -~ - - - - =
10} ~ - - - = = |00y W - - =] - = = - - = - - -}
1ni o (o Q) - e e e . - - = el - = o= - - - - - s2Eh
21 - - - - = = Loe - - e -] - - - ~ - - 0o {0} (2
1] 0o (0 QY -~ - = - = = - - ] - - - - - - - - -
“l - - - - - - - - - o o «[1.00(2) (@ | -~ - -~ - - -
151 0 {0 ()] 1.00 (2) (2) - = = - @ e = = = 0 (o ) ~ - -
16 | .67 (2} (3) 0 (0 (2] =~ = = - e ef @ - - - - = = -
17 |- - - - = = - = = - = =|lo0 Q) QY] - - - - = -
13 \" - - - - - - - - - - - - - - - - - - -

/




| Table 5 _ ' -

Subject/auxiliary inversion in .:l'or'ge's interrogatives

JORGE .
Wh-Quegtions
7eme wWh o T eaN 1s (coe) bID

= P

aﬁ': BTGl Ao v, s 5B D, No-Toartud Bsstke ToTw. poTv. Rssible YoIry. No Dwerlid Bss. %lim. NoLivertid Pess
1] 1.00 (4 (4) - - - - - « ] 1.00 (4] ({4) - - -
2 .50 (1) (2) - - - - - - | 1,00 (1) (L) - - -
3f-.2 1) W 0 0 N - - ~= } 1,00 (1) (1) - - -
4 e - - L el L - - - - - - - bl -

I3 .66 (2) (3 { 1.00 (2} (2) - - - . 9 (0) {1 - - -
& L.00 (L) (1) - - - - - -1 1.00 ({1} (1) - - -
7 .33 (1) (3 33 () 3 - - - - - - - - -
8} 1.00 (53 ()| L.00 (1 ()| 1.00 (1) (1)} 1.00 (3} (3) - - -
9 .80 (4) (S} 0 0y (1) - - - § 1,00 (3) (3) - - -
10 .60 (6) (l0) 0 M (D - - - § 100 (3 (3| -~ - -
11 .88 (7] (B} 1.00 (4) (4) - - - ] 1.00 (1) (1)f] 1.00 (1} (1)
12 .90 (1o (11} | 1.00 (T} (D) - - - | 00 @ (1)} 1.00 (1 (D
13 .80 (&) (5) - - - - - - | 1,00 (3} (3] 1.00 (1 (DL
14 | 1.00 (19) (19) | 1.00 (14) (14) - - -} 1,00 @ (1] 1.00 (1) (1)
13 .52 (11) (2D} 1.00 (8 (6) - - - 1 1,00 (2 (@ .66 (2) (3)
16 1,00 (4) (@} L00 @& @ - - - | L.00 (1) (1) - - -
17 .95 (20) {21) | 1.00 (7) (7} | 1.00 (6) (6) | 1.00 (6}  (6) 0 @ (1
18 .86 (19) (22) .82 (9 (1) | .00 (1) (1))} 1.00 . (& (6) | ' - - -
19 .87 (13)  (15) .86 (6) (N - - - { 1,00 (4 (4] 1.00 (1) (1)
20 | 1.00 (1) Ol 1.00 ) (2) - - -] 1.00 (5)  (S) - - -

. ARE (RUX) ARE (COP) DOES IS _(AUX) WILL

ok "
1 - - - - - - - - - - - - - - -
2 - - - - - - o @ (1 - - - - - -
3 - - - - - - - -: - ;— - - - - -
4 - - - - - - - - - - .- - - - -
. s - - - - - - - - - - - - - -
s - - - - - - - - - - \:\\ A L - - - -
7 - - - - - - - - - - - o - - -
a - - - - - - - - - - - \-\ - - L.
9 - - - - - -1 =~ - - - - -] - - -
10 S50 1) (2 - - - 100 (2 (2 0 (0) (D - - -
11 | 1.00 (1) (1) - - - - - - 0 (0} (D - - -
12 - - - - - - .50 (1) {2) - - .- - . - -
13 - - - - - - 0 (0} (1) - - - - - -
14 - - - | 100 (2 (2] 1,00 @@ @) - - - - - -
15 - - - - - - 0 0y (D) 2% (1) (4) 0 @ ~-.(4)
16 - - - | 100 @ (@ - = - - - - - - =
17 - - - - - = | 1,00 (1 (1) - - - - - -
18 { 1,00 (MO (1) - - - | 200 @ (W 0 (0 =) - - -
19 0 (0 (1) - - - | 1,00 () (1] 1.00 (1) (1) - - -
20 - - - 1100 (2 (21} 1,00 (1) (1) - - -~ |1.00 {1) (1
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Table 5 (cont.)

Subject/auxiliary inversion in Jorge's interrdgatives

—

JORGE
Yeg/No
- TOTAL %S /Mo o o I8 (coP) pID
ﬁ % Lmrd Mo Dw Ry, T Dnerbid MNodov. Poss qlmwerttd NoTw. Pess.  Taloarlidd NoTwe Fss. BIwverBd No Dy Foss
1 0 {0) (0} -, - - - - - 0 (0) (4) 0 (0) (1)
2 60 (3) (5 JI5 0 (3) (&) - - - 0 © (1 - - -
3 .44 (4) () «57 (4) (7) - - - 0 {0) {1) - - -
4 o 0y (3) 0 0 ) - - - o 0y (1 - - -
5 25 (1) (4) £33 (1) (3) - - - 0 M - - -
-3 0 (D) {3) 0 - {0) (1) 0 {0) {2) - - - - - -
7 B0 (3)  (5) 75 (3) (4) - - - - - - 0 (o) (1)
8 0 {0) {1) - - .= - - - - - - - - -
9 0 {0) (16) 0 {0) {3) 0 {0) {1 o (0) 12y - - -
10 .28 (5) (19} .45 {5) Q1) I (1) ] (4), 0 {0) {1) 0 {0) {1)
11 .43 {3) (8) .60 {3) {5) 0 {0) {2} - - - 0 {0} {1)
» +36 (15) (4l) 27 (3) .89 (8) (9) 07 (1) (14) - " -
13 «50  (2) (4) 0 (0) (23} 200 (B Q@A) } . = - - i.oo (1) (1)
14 15 (2) (13) «20 {1) {S) 1.00 {1) {1) 0 {0) (S) 0 0y (2)
15 «53 {8y (15) 17 (1) {6} 1.00 {5) {5) .50 {1) {2) 1.00 (1) {1)
16 33 4y (12) 17 {1) {6) 1.00 {2) {2) - - - 0 {0) (1)
17 «58 (m 22y | - .25 {1) (4} { 1.00 {3) {3) 0 {0) (1) - - -
18 67 (12) U] 1 (30 (M 50 (L) (| o0 3 (B 50 {2) (4)
19 .57 {4) {7) .33 {1) {3) - - - .50 (1) {2) - - -
20 .50 {4) {8} 0 {D) (1) - - - 0 {0) (1) - - -
ARE (AUX) IS _(amx) WAS (AUX) WILL HAVE
gz, -
l - - - - - - - - - - - - - - -
2 - - - - - - - - - - - - o - -
3 - - - - - - - - - - - - 0 (0 (1
4 - - - T- - - - -* - L - - - - - -
5 - - - el - - - - - - - - L -] - -
s - - - - - - - - - - - - - - -
7 - - - - - -] = - - - - - - - -
8 - - - - - - - - - 0 (0 (1 - - -
9 - - - Ll - - -_ - - - - - - - b
lg o (0) 1} 00 Q) (1) - - - - - - - - -
1 - . _ ot - . - - - - - - - - -
ig 1.00 (1) (1} - - - 0 o (2) 0 (0, (1) - - -
14 - - |- - -. - - - - - - - - = -
13 - - - - - - 0 (0} (1) - - - - - =
16 | .00 {2) (2) - - - 0o (@ (1 0 0y () - - -
17 1.00 (1) (1) - - - 1.00 {1) (1) - - - .00 {1) f13
18 - - - {200 ) (L 0 (0 (1) - - - - - -
19 | l.oo (1 - - - t 100 (1) (L - - - - - -
20 1.00  {3) (3§ l.00 (1) {1 - - - 0 0y  (2) - - -
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Table 6 . -
13 .
Subject/auxiliary inversion in Dolores' interrogatives
DOLORES
- Wh-Questions
: ToIL Wi 0 can 15 (com)
L. BIverld MoDw Fass. BLw _ MoTwv. Bss. B -Nolov_Piss. %.Iw. NoDw_ Pss.
1 .69 {(9) (13) .50 (1) (2) - - - .66 {4) - (6}
2 .86 (25) (29) .93 (13) (143) - .- - .88 {?) {8)
3 LBl (34) (42) «91 (20) (22) - - - 475 (9) (12)
4 57 (13) (23) .44 (7Y (18) 1.00 (1) (1) 1.00 {2) {2)
5 .71 (a8) (98) .45 {20) (44) 0 (0) (1) 94 (30) (32)
6 .61 (1l}l) (18) .38 (3) {8) '} 1.00 (1) (1) 1.00 4)  (4)
7 .71 (38) (51) .46 - (12) (26) - - - l.00 (10} (10)
8 .58 (15) (28) .33 4) (12) - - - 1.00 (8) {8)
9 B8 {(28) (32) -63 (7} (11) 1.00 {1} (1) 1.00 {(12) (1i2)
. DID ARE (AUX) ARE_(COP) DOES
P 0 D Molow Bss. BTy MoTw Foss %liv NoDoe s Polav. MoDw. Fbss.
1 1.00 (3 (3) 1.00 (§3) (1) - - - - - -
2 - -, = .50 (1) (2) 1.00 -~ (3) {3) .50 (1) (2)
3 1.00 (1) (1) 1.00 (2) (2) .33 (1) (3) - - -
5 1.¢c0 {2) (2) 1.00 (10) (10) 1.00 (4) (4) v] {a) (1)
-] .50 {1} {2} 0 [{1}] (1) 1.00 (1) (1) - -, -
7 1.00 (1) (1) .86 (6) (¥)) 1.00 {2) (2) 1.00 . (]:) (1)
8 0 (1)} (2) - - - .50 {1) (2) - g - - .
9 - - - ]100_ M - - - - - .
VAas (Cop) HAVE SHOULD a {Cog)
Topy,,
j 1 Ed - Ead - - Ed - - - - Ed _—
- 2 - - - - - g - - - - - -
3 1.00 {1) (1) - - - - - - 1] §1)] {1)
4 1,00 (1) (1) .- - - 1.00 (2) (2) - - -
by -1 - - - 1.00 (1) {1) 1.00 (I!.) (1} v} {0} {1)
-] 1.00 (1) (1) - - - - - - - C - -
7 1.00 (1) (1) - - - - - - - - -
8 - - -1 1.00 (1) (1) - - - - - -
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Table 6 (cont.)
subject/auxiliary inversion in Dolores' interrogatives

DOLORES
Yes/No .

'E‘ﬁi- %))-v. No Ty, Fiss. 9 Tov. Mo Dov. Hus % T ~NoTov. Rass. T ev Ab Dw Ry Slny. e Dov. Pbss
1 44 (4) (9 ~AQ {2) {5} - - - 1.00 (<) (2} Q oy . (1)
2 .61 (11) (18) .80 (8) (16) | 1.00 (1) (1) N 1S & R T Y - - -
3 A2 (14 (33) .27 (3) au | 1,00 (3)  (3) .50 (6) _(12) 0 (0 (1L
4 .28 (8) (29 .09 (1) (11) .50 (2)  (4) ] (0) (3} | 1.00. (3} (3)
5 .63 (67) (1a7) .66 (33) (50) 60 (3) (S) .36 () (14) 18 (9
6 .65 (17) (26) .50 (8) (16) ] Q) (| 1,00 @ ()| 1.00 (2} (2)
7 59 (19)  (32) W50 . (8) (16) | 1.00 (3) (3} | 1.00 (1) (1) A3 63} ()
8 .56 (23) (41) .48 (10} (21) - - - - .50 (3 (6) .66 (2)  (3)
g9 .56  (32) (57 .45 (10)  (22) 0 (@) (1) L25 (1) (4) 5 (3 (4)
. ARE (AUX) ARE (COP) DOES ' is_(aUx) WAS

v g
1 9 (@ (1) - - - - = - p= - - - - -
2| 1,00 1y i 100 (2 (2) - - - - - - - - -
3 S0 (M ). 0 9 (@ (3) - - - - - -
4 0 (M (1) ] Q) () - - - - - - - - -
5 .63 (5) (8) S0 (7)Y (1) ] o (2) - - - ] (0} (L)
g - - - 50 (1) (2) - - - - - - - - -
7 - - - 1.00  (2) () 0 M (1) - - - - - -
8 .66 (4 (8)| 1.00 (3) (3) - - - 1.00 (1) () - -
) s71 {S) {7 1.00 {5) (S} _0 {0) {1) 1.00 (1) {1) 0 {0) (1}
o
WILL WERE (SOP) EMVE " courd SHOULD.

. )

%‘ i
1 ) - - - - - - - - - - - - - - -
2 - Rl e T - - e d - - e d - - - -y -

- 3 - - - - - - - - - 1.00 (1) (L) - - -
4 1.00 (1) (1) 0 0) (1) - - -, ] M (L) | 1.00 (1) (1)
5 |-1.00 (5) (5 - - - 1.00 () (2) - - - = - - -
6 1.00 (2} (2) - - - - - - {300 @ @} 1.0 @ (1
7 - - - - - - - - - | 1,00 @ - - -
3 - - - - - - - - - - - - - - -
9 | 1.00 ¢ (2rf 1.00 (1 (1) ] 1.00 - (5) (8 - - - - - -
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Table 7 ' ]

-

Subject/auxiliary inversion in Alberto's interrogatives

2
¥ Wh~{uestions I
BTl Wh Do : CAN IS _(CoP) ¢
M, T Inv. MeIme Pass. 0w NMoTaw Pass. Ry, MoTw Bswble Telnmy. Mo Doy Posr. )
1 i - - - - - - . - - - - -
2 | 100 (1) i) 0 {0) (1} - - - 1.00 (1) (1)
3 |1.00 (4) (4} - - - - - - 1.00 (4) (4) %
4 l.00 (2} {2) - - - - - - 1.00 {2) (2)
$ ]i.00 (2 ()} 1.00 (2} (2) - = - 1.00 (1) (1)
6 {1.00 (2) (2) 0 (1 (@ - - - .00 «2) (2)
7 .80 {4) (s} 1.00 (2) (2} - - - | 1.00 (2) 2 -
] .82 (8-} {11) o (0} {(+)] - - - .00 (8} {8)
9 ti.00 (1) (1o} 1.00 () (1) - - - .00 9 (2}
10 - - -~ - - - - -~ - -~ - -
11 | 1.00 (2) (2) - - - - - - 1.00 (2} (2}
12 .75 (6) (8) 0 (0) (1) - - - l.00 (6) {6)
13 +57 (4} (7} o @) (@ - - - . o8B0 (4) (5}
14 .75 (3) (1) - - - - - - 1.00 (3 &)
15 +44 {4) (o .25 (1) (&) - - - 1.00 - (2} {2)
16 .50 (1) (2) - - - - - - 1.00 (L} (1)
17 .42 5) a2 .s0 (1 (2 - - - .83 (5) {6)
18 .41 {9 (22) [v] () (4} - - - 1.00 (9} 9}
19 | 1.00 (2) (2) - - - - - - 1.00 (2) {2)
20 .40 {6) (1s)}__.30 (3} (10) - - - 1.00 (3} {3)
h pID ARE (cOP) DOES WERE (COP)
1 - - - - - - - - - - - -
2 - - - - - - - - - - - -
- 3 - - - L - - - - - - '- -
4 - - - - - - - - - - - -
s - - - - - - - - - - - -
6 - - L) - - - - - - b - L
7 0 () Y] - - - - - - - - -
8 0 1} (3) - - - - - - - - -
9 - - - - - - - - - - L.l -
11 - - - - - - - - - - - -
12 I () B ¢ § - - - - - - - - -
13 - - - | = - - - - - - - -
14 - - - - - - o (0) (1) - - -
15 0 (1 ()| .00 (L ) - - - 0 3 (L
16 0 <0) (1) - - - = - - - - -
17 - - - - - -- 0 (0) (1) - - -
18 o (o) (4) - - - 1] (9 (2} 0 {0} (1)
19 - - - - - - - - - - - -
20 - - - 0 (0) (1) - - - - - -
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Table 7 (cont.)

Subject/auxiliary inversion in Alberto's interrogatives ~
ALBERTO
I
Yes/Na .
oraL Yesjve 0 can I (co) 1D
Bty %Iy NoDv Bss. oy T NeDw FRoss. 7D, NeDw. Fass ey Tav Nolw. Puss. JB.Lw NoDov. Pass.
1 d ] (3) 0 (1) - - - 0 Q) (2§ - - -
2 a3 ) (8) 33 Q) () - - - 0 0}y (L) - - -
3 0 0 (10) 0 0y {4) - - - 0 ) (3) 0 0 (3)
4 0 (Q) (6} 0 0y (2) - - - 0 {0 (1) 0 (@) (1)
S 0 Q) (18) 0 o (3) - - - 0 ) (9 - " - -
6 - 0 (0) (7) 0 0 (3 - - - 0 @ (2 0 0} (1)
7 .10 (1) (10}, 14 (LY (D - - - 0 ) (2 - - -
8 0 {0y {16) 0 {0y Q13) - - - o @ (3) - - -
9 0 ) 0) 0 o N - - - 0 @ (2) - - =
10 0 (0) (s) 0 @ (2) - - - 0 Q) (@) 0 (0) (2) -
11 A5 0 () 3 .33 (2 (&) - - - 0 0) (8) - - -
12 0 {0) (8) 0 o (1 - - - 0 {0y (8) - - -
13 .18 (4 {22) .27 (3) QAL - - - 0 o (D - - -
14 0 toy (1) 0 o (N - - - ] ©) (4) - - -
15 .05 (1) (22) 09 (L) (1) - - - -Q ) (5 0 (@ (L
16 0 (0) (8) 0 o (3) - - - 0 @ (3} - - -
17 .09 (1) (@D 0 0 (6) - - - 25 (1) (4) - - -
18 0o (O (9 0 (0 (@ - - - 0o © (3 - - -
19 0 () 9 0 ) (3) -c = - ¢ A0}  (5) - - -
20 .10 (1) (1¢) AT (L) (8 - - - 0 Q)  (2) - - -
ARE (ADX) DOES I8 (ADX) WILL WOULD
72,
1 - - - - - - - - - - - - - - -
2 - - - - - - - - - 0 {0 (2 - - -
3 - - - - - £ - - - - - - - . - -
4 - - - - - - 0o (0 (@ - - - o (0 (1
3 - - - - - - - - - - - - 0 (0} (2)
6 - - - - - - - - - 0 (0’ {1) - - -
7 - - - 0 (0 (1) - - - - - - - - -
8 - - - - - - - - - - - - - - -
9 - - - 0 (0 (1) - - - - - - - - -
10 - . - - - - - - - - - - - - - -
11 - - - o (0 . (1 - - - - - - - - -
12 - - - - - - o @ (L) - - - - - -
ﬁ 0 {0) (1} Q (s} ) - - - - - - 1.0 (1) (1)
15 o ‘0} (3) o (0) ‘2) - - - - - - - - -
15 o - - - - - - - - ] {¢) (1} - - -
7. - - - - - - 6 @ (2 - - .- - - -
18 - - - o o}y (1) - - = - - o o @
19 - - - '_ - - - - - - - - - Q- (0’ (1}
20 - - - - - - - - 0 . (o) (1) - ~ -
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whether Wh + 1is (cop) really involves inverslon. First, as
Ingram suggests, Wh + is (cop)! —-- e.g., what's, where's --

might simply be learned chunks. In addition, in our data, the
early appearance of is {cop] before subject NP's in wh~ duestions
could be simply a direct translation from 5panish, which does

not have inversion but. nevertheless yields a word order similar
to English "is (cop)™ wh- questions.

What is? = Qué es?

Who is? (it) = Quién es?
Where is? (it) = Dénde esta?
How 1s? (it) = Cémo es?
When is? (it) = Cuéndo es?
Why 1s? = Porque es?

The other auxiliaries which are inverted early are can
and do. However, can is inverted more consistently than the
others, often reaching 100%. This may be due to the fact
that in adult English can in an uninverted ves/no question
generally carries the notion of ability (You can swim?) whereas
in inverted ges/no questions it can mean either reguest or
ability(Can he play soccer?), Thus the learners may sense
tnat when they request with an uninverted form they are somehow
doing something semantlcally inappropriate.

Do. Do differs from other auxiliaries in that it is not
usually present in declarative sentences: He goes to school?,
In a transformational analysis, do must first be inserted in
to the declarative sentence and Then be moved in front of the

subject in order to form a question, e.g.: Does he go to school?.:

L.

Other auxiliaries are alrzady present in the declarative form.
According to the analysis, questions with do involve two
operations whereas only one operatlon is required for other
auxiliaries. Consequently do inversion might be expected to
appear late. However, in general, do appears irregularly in
the inverted form from the very beginning for most of the
subjects: You speak Spanish?, Do you live in Boston?«

Inversion Look of Do. What seems to be the early
inversion of do may not be inversion at all. In yes/no
g%estlons of our subjects do may be simply placedeﬁ_f?bnt
of the declarative utterance as a question marker: You have
children., Do ﬁgu have children?. Another explanation for the

nversion lLoo of do may-be that .certain constructions ssuch
as Do you 1like, Do youd have, Do you want are prefabricated
routines. In general, however, the constructions which. are
preceded by do also appear without do- you 1like, you have,

‘gg want. Perhaps the best explanation 1s the former: cthat

0 1s irregularly placed before declarative utterances in which
the verb is in simple present tense in order to make the utterance
into a question. Here the learners may be responding to the
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nature of .the input which is also variable with respect to
inversion since inversion is largely opticnal in yes/no questions :

You go to school?
Do you go to school?

Of course, inversion is obligatory in wh= questidhs.
Thus if the 1nput ig consistently inverted in wh=, one would
expect that the fregquency of invejsion in our .subjects! whe

QUestions would be higher than it |is in yes/no Questions “and
That over time the frequency would increase, reflecting a closer
approximation to the target input. We do find that do is .
inverted more frequently in wh~ than in ves/no but with the
exception of Jorge and Juan,"ﬁﬁb reach lgﬁ% inversion, the
other subjects' do inversion in wh- remains variable. An
explanation for this variability might still lie in the input,
however, if we consider the wh- input to include not only wh=
Questions which are inverted but also embedded wh—~ questions
which are correctly uninverted. Thus the wh~ input to which
the subject is exposed may well appear to ThHe subject as
variably inverted although the overall -frequency of inversion
in the wh- input is greater than in zes/no since embedded
questions probably do not comprise a drea percentage of all
wh= questions in normal conversation.

Embedded Questions. However, if we consider all wh- guestions
(both embedded and simple) as forming the same input pocl to
the learner, then the learner's flrst hypothesis about wh—

questions might be that, like Zes{goﬁggestions, they are

—_—r .
sometimes inverted and sometimes unhlhiverted:

simple: Where are you going?
embedded: I know where you are going,

but with the inverted form being more frequent (since simple
wh- questions are probably more frequent in the input). The
learner 1s thus exposed to English input that indicates that
wh~ questions are variably inverted. If the learner chose

the simpler of the two forms, the uninverted form, he might
produce mostly uninverted wh~ questions in the beginning (see
explanation below) with inversion increasing over time. This
situation would also account for inversion in embedded wh~- guestions.
Finally, the learner should begin to differentiate between
simple wh- questions and embedded wh- questions and invert in
the former, but not in the latter. This dirferentiation may
be dffflcult for Spanish speakers since no such differentiation
occurs in their native language.

Hence the following developmental pattern should emerge:
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Stage I - Undifferentiation: Learner does not distinguish between
simple and embedded wh- questions.

a. uninverted: Both simple and embedded wh~- guestions are
uninverted. .

simple: What you stud ?}
embedded: That's what I do with my pillow.

b. wvariable inversion: Simple wh~ quéstions are sometimes
inverted, sometimes not. l

inverted: How can you say it?;
uninverted: Where vou get that?

c. generalization: increasing inversion in wh- Qnestions with
inversion being extended to embedded questions.

simple: How can I kiss her if I don't even know her name?:;
embedded: I know where are you goind.

Stage II - Differentiation: Learner distinguishes between simple and
embedded wh- questions.

simple: Where do you live?;
embedded: I don't what he had.

As explained earlier, simple wh- gquestions involving
is (cop) may not involve inversion at all and may simply be
translations from Spanish which would inflate the percentage "of
inverted questions and make them look more “"correct". In embeddings,
is (cop) alsc inflates the percentage of inversions and thus makes
them appear less "correct". Thus we decided to remove all -
is (cop) constructions from the analysis.. When we did so, the
developmental pattern described above appeared. See figqures 7-11.
In the following discussion, the subjects are described in
developmental order.

Cheo (fig. 7) goes through Periods "a" and "b" in Stage I.. In
tapes 4~7 there is no inversion in either simple or embedded
wh- guestions. After tape 7, he enters Periocd "b" where there is a
slight increase in inversion in simple wh- questions and where
embeddings continue to be uninverted.

Marta (fig. 8) also moves through Periods "a" and "b" in
Stage I. However, her inversion in Stage Ib is at a higher-
frequency than Cheo's.

Jorge (fig. 9) progresses through Periods "a", "b" and "c"
of the undifferentiated stage. Until tape 3 he is in Period "a";
from tapes 3-8 he is im-Period "b" where he shows variable
inversion in simple wh- questions and his embeddings remain
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uninverted. After tape 8 we see generalization with variable
inversicn in both simple and embedded wh- questions.

Dolares (fig. 10) starts ih Beriod "L of the undifferentiated
stage (tape 1-4). After tape 4 she enters Peridd c" and
remains there through tape 9.

»

Juan {fig. 11) begins in Period "b! (tape 1-4) and then
in tape 5 seems to go directly into Stage II.% However, due to
Christmas vacation, no data were ccllected on Juan for six
weeks between tapes 4 and 5. He!may well have- progressed
" through-Period "¢" at that time. In tapes 12 and 13 he appears
to be invedting in embedded questions but here’the depression
in the graph is accounted for by only two errors.

Alberto inverts only eleven timaes in ves/no questions
and twelve times in wh= questions. He essentially remains in
Stage I, Period "a“ -For the whole period of research. Therefore,
no graph is presented for him.

. L]
7 t'.l

- Inversion in yes/no questions. On each of the graphs ~ "~
described above there is a dotted line which represents the
percentage of inversions found in yes/noc ‘gquestions. 1In the e
subjects who evidenced a Period "a" (Cheo, Marta, Jorge) we \ %@ﬁ

o find that yes/no questions appear to be inverted ‘at a time o o
when wh- guestions are not. This result’ was not ewvident .

3 (see p. 38) until is (cop) constructions -were eliminated from

©  the wh—- questions. As mentioned:%arlier, Klima and Bellugi
(1966) found inversiom in yes/no questions at a timé@ when there
was no inversion in' wh~ questions in their study of children
acquiring English as a_first language and labelled this a
developmenial period "stage C". However, we believe that our
subjects only have a Stage C "look" because most of their
inversiong are accounted for by do (e.g,, Do you have one?), whereas
Klima and Bellugi's subjects had had inversion with a var ety of
auxiliaries. Do in our subjects, as discussed earlier, may
simply be a question marker that variably appears in frodt of
a declarative sentence: ‘ i

You go to school? :
s Do you go to school? o ‘ ,

or a prefab®icated routine: S /

Do you want?
Do you like?

Excluding early do-inversion we see two stages in the .
development of ves/no questions . ; @

Liad “ 'k.
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i) In the first stage there is no inversion (i.e., sentence
with rising intonation); . ‘

1i) in the second period there is some inversion gradually
increasing, but with variability.

In conclusion, the foregoing analysis yields several
important points: ’

1. is (cop) wh- questions behave differently than do other
auxiliaries. They do not involve inversion and may be either
translations from Spanish or high frequency habitual patterns
conditioned by the input. If they are included in the analysis,
the best statement about wh- estions that can be made is

that they appear in both the inverted and uninverted forms

from the very beginning.

2. The input to the learner for wh- questions is likely to
be both inverted and uninverted such that the learner does

not differentiate between simple and embedded wh- questions
at the cutset. -

3. If is (cop) wh- questions. are eliminated from the data

and simple and embedded wh=- questions are regarded as a single
input pool to the learner, a two-stage developmental pattern
evolves. In stage I the learner does not differentiate between
simple and embedded wh= gquestions. This stage can be
described as having three periods. In period "a" both simple
and embedded wh- questions are uninverted. In period "b"
simple wh= guestions are sometimes inverted and sometimes not.
Period "c" is characterized by increasing . inversion in wh=
questions with inversions being extended to embedded quéstions.
In Stage II the learner differentiates between simple and
embedded wh- estions such that he inverts at least B80%

of the time in simple wh- guestions and does not invert in wh~
embeddings. -

4. There is a Stage C "look" in three of the subjects. But
the yes/no gquestions,which are inverted prior to inversion in
wh=- questions, are wi;h the auxiliary do. We speculate that
do may simply be a question marker, a prefabricated routine,
or a production pattern observed in the input. Excluding

*do question markers" .as..inversion, then two stages emerge in
tHe development of yes/no questions:

i) sentence with rising intonation;

ii) inversion =- gradually increasing but with variability.
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The Auxiliary

OQur goal 1in this section is to describe the acgquisition
of the English auxiliary. The auxiliary system occupies a
crucial position in English grammar. 1t prcvides the means for
the expression of negation and interrogation and less frequently,
for the expression of emphasis. Auxiliaries denerally carry
semantic information and also mark tense and number. Their
essential systematicity and their indispensability in the
functioning of the English verb make the study of their
development an essential focus.

Kypriotaki {1974) examined the acquisition of the
auxiliary by children acguiring English as a first language.
First, she wanted to see whether a child who had learned the
negative question transformation could apply it to any
auxiliary configuration which he knew in the positive
statement form. Using a repetition exercise involving statements,
questions and negative questions, she found that the transformational
rules are not globally learned and applied. A child might
get all three forms correct {or incorrect), only two correct,
or only one correct. Second, she was interested in a controversy
within transformational grammar about whether statements Or
questions are the underlying form in English. The results
were not conclusive, but indicated that 1f a subject got only
one form correct, that form was not more likely to be a guestion
than a2 statement. However, this superior performance on
questions was only by a small margin. Finally, Kypriotaki
attempted to determine the order of appearance and the development
of the auxiliary. This data is still being analyzed.

The morpheme studies donhe on first language acquisition
{Brown, 1973; deVilliers, 1972) consider some of the auxiliary
forms which we also examined -~ the copula and the present
progressive auxiliaries. The most general finding was that
the copula was acquired before the present progressive auxiliary.
Each of these has three forms -- am, are and 1s, and no clear
acquisition. order emerged for them. . In studies of second
language acquisition, Hakura (1974) and Dulay and Burt (1974)
both also found that the copula was acquired before the auxiliary.

We will describe the development of the auxiliary as it
appears in the declarative, negative and interrogative
utterances of our subjects. Finally, an overall picture of
auxiliary development will be presented by combining these
categories. . Throughout our discussion we will be speaking
only about the order of appearance of auxiliaries, not their
order of acquisition. This is an important distinction.

Our analysis answers the. question of whether or not a
particular auxiliary is present in obligatory context. It
does not speak to the issue 0f whether or not the auxiliary is
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correctly inflected (in number and tense) in that context.
Thus, if a subject were to say they is boys, he would be

given credit for having supplied the copula is. If he were

to say they boys, he would be scored "-are, copula”. Hence
what we w present is a "there-not there" analysis, not a
"correct-incorrect” analysis. Future analyses may well include
scoring for tense and number. Such analyses would then allow
us to talk about order of acquisition. '

To determine the order of appearance of the auxiliary in
declarative utterances we established the following criterion:
to say that an auxiliary has appeared it must be supplied at
least 80% of the time in three consecutive samples and in each
sample there must be at least two instances of the particular
auriliary under consideration with a total of ten or more
auxiliaries in the sample. In scoring modals where obligatory
context cannot =asily be determined we simply considered an
auxiliary to have appeared when it was present at least twice
in three successive samples.

For each auxiliary in each sample, a ratio was constructed
in which the denominator contained the total ;9ssibilities
for a particular auxiliary to appear and the numerator
contained the actual number of times the particular auxiliary
did appear. For example, if a subject in some sample had the
following two sentences,

He going:;
He is playing baseball,

the ratio 1/2 would be constructed to indicate that out of
two obligatory contexts the subject supplied the auxiliary,
is, only once. 1In the tables that follow (3, 9, 10) the
auxiliaries achieved 80% criterion in the order. presented.

The auxiliary in declaratives. The auxiliary in
declaratives includes such forms as She was here vesterday
and He is going to the store. On the basis of the criteria
cited above, the following order of appearance was found in
the declaratives (Table 8). From these results we can make
the generalization that is (cop) and can appear very early
and in that order. Beyond these two auxiliaries, the order
of appearance seems to be quite variable.

The auxiliary in the negative. When determining the
appearance order for auxiliaries in negatives we used the same
criterion as we did for declaratives. An auxiliary was scored
as "present" whether or not it was correctly formed with
regard to the position of the negative particle. Thus, He
can't go and the less freguent He no can go were both credited
for having the auxiliary can present. This analysis resulted
in the orders of appearance displayed in Table 9.
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Table 8
Appearance Order for auxiliaries in the declarative for each subiect

Marta : ' Cheo
is (cop) is (cop}
can can

is (aux) was (cop)
am (aux), are (cop), will T
was (cop), are f{aux)

could '
Juan Jorge

is (cop) ' is (cop), am (aux)

can, are (cop), are (aux), was {(cop) can

is (aux) was (cop)

were (cop) are (cop)

would was (aux), will

were (aux), am (aux), will is (aux)

have , am (cop) -

Dolores

is (cop), am (cop), are (cop), was {(cop), am (aux)
is (aux), will

can, could

were (cop), are (aux), was (aux)

would

Alberto
is (cop)

am (cop)
. are {(cop)
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Table 9

Appearancé order for auxiliaries in the negative for each subject

Marta

can
is (cop)
do
did

Juan

do

is (¢cop), can, does
did

was (cop)

Dolores

do, does, did
is (cop)

can

could

" Cheo

can

Jdrge

is (cop)
can
do, does
did
will

Alherto

is (cop)
can




These orders indicate that, as in the declarative, can
and is (cop) appear early, but in the negative the order In
which they appear varies from subject to subject. Do,
which has no chance to appear in declaratives, also shows up
in the negative in four of the six subjects as one of the
first auxiliaries to appear. However,- as was seen in the
negative, the early appearance of do in the negative (in the
form of don't) is simply a negative marker similar to no
and does not yet consist of separate do plus the negatzve

- The auxiliary in interrogatives. Once again using the
criterion of 80% supplied in obligatory context for three

consecutive samples, we established the order of appearance of
the auxiliary in the interrogative, which is given in Table 10.

The one generalization deriving from this analysis is
that is (cop)appears to precede do and can (with the exception
of one subject, Juan, where do and 13 (cop) appear at the same
time) . The appearance order beyond. cop), can and do is,
once again, variable.

The auxiliary in declaratives, negatives and interrogatives
{totaled}. When a tally of auxiliaries is made, combining
the declarative, negative and interrogative the following
appearance order for auxiliary emerges (see Table 11). The
.order can be more clearly seen in Table 12, which displays
the rank orderings for the appearance of auxiliaries.

The most obvious finding is that is (cgE) is acquired
first, universally, -and do and can are e other two auxiliaries
that appear early for most of the subjects. AsS we move beyond
these three auxiliaries there is a great deal of variability

in order of appearance. The same variability was observed

in the order of appearance of the auxiliary when considered
separately in the declarative, negative and interrogative..

The early appearance of is (cop)., can and do mlght be
explained on the following grounds;:

1. 1is (cop) is a form that exists in Spanish and functions
simiYarly to the English form. (There is a second be form

in Spanish, estar. But this does not seem to cause problems;
it is generally easy to move from two categories in the native
language to one category in the target language.) The Spanish
counterpart to is (cop) 1s es, which is even phonologically
similar to the EninsE form. This similarity undoubtedly
facilitates positive transfer.

2. The early appearance of can may be explained by its functional

utility in early second language acquisition. It allows the
learner to express notions of ability and requests -- notions

(]
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Table 10

Appearance order for auxiliaries in interrogatives for each subject

Marta

is (cop)

do

can, is (aux)
are (aux)

~ Juan

do, is {cop)
did
can
are

Dolores

is (cop)

can

will

are (cop),. are (aux)

78

Cheo

is (cop)
can

Jorge
is {cop)
dO r Can

did
is (aux)

Alberto

is (cop}
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Table 11

Appearance order for the auxiliaries (totaled) for each subject

I,

Marta

is {(cop)

do

is (aux)

can, am (aux)

did, are {cop)

will

was {(cop), are (aux)
could

Juan

do; is (cop)
was (aux), can
are (cop)

was (cop}, did, is (aux), does, ware (cop)

am (aux), have
will

am (cop)

could

are laux)

were f(aux), would

Doloras

|
!

Cheo

is (cop), do
can
was {cop)

Jorge

is (cop), am (aux)

can

do

doas

was (cop)

did

are (cop)

is (aux), will, was (aux)
am (cop)

do, does, is (cop), are (cop), was ({(cop), am {(aux), can, am (cop)
did, 1is (aux), are (aux), was {(aux), will, would

could, must
were (cop)

Alberto

is (cop)

am (cop)

can

are (cop)




Table 12

\
- > Rank orderings of the appearance of the auxiliaries
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which are essential for functianing in the second language
even at elementary stages. . .

3. The early appearance of do c¢an be explalneﬁ/ in part, by
the fact that it serves as a negative particle similar to no.
In this case, however, although do appears early (in the form
of don't) it is not functioning as an auxiliary, but simply as
an unanalysed negator. 'The reason for the early appearance of
do in questions could perhaps result from the existence of
Certain stereotyped forms such as: Do you know what I mean?
and How do you say X? or do might simply be placed in tront
of a statement as a question marker.

After having rank ordered the appearancé of the

"auxiliaries for our subijects, we wanted to determine whether

or not the orders for our subjects were at all similar.

Clearly from "eye-balling” the data we can see that is (cog)
appears early for all subjects. But beyond that, we wis to
determine statistically whether or not there were any correlations
between the subjects' orders. We analyzed, our rank orderings
with the Kendall Correlation of Concordance W. With an N

(the auxlliarles in this case) as large as, 18, the distribution
approaches the x? distribution. The H® wds that the orders

are independent or unrelated. The correlition was non-significant
(p > .90). So, not only were we unable disprove the null
hypothesis, but 93% of the time our corre¢lations would not be
significant. 1In other words, we find that our subjects'

orders are highly variable.

Had we had a larger sample of subjects there is the
possibility that this measure of cencordance would have
revealed similar_orders for the appearance of the subjects'
auxiliaries, or at least for auxiliaries appearing in clusters. -
With a larger sample it is also possible that different orders
might have emerged for children, adolescent and adults. It
is equally possible, however, that a larger sample would
reveal the same variable orders that we have found in our
study to date.

There have been recént claims (Bulay and Burt, 1973) that

'acquisition‘of English by speakers of other languages follows.

an invariant order for certain grammatical morphemes. Our
analysis of auxiliaries finds considerable variability. It
remains to be determined from future research which pattern
other aspec of second language acquisition follow. We believe
the most accurate descriptions will be provided by the accumulation
of longitudinal investigations, probably each one limited to
a small number of subjects.
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Summarz

Negative. 'The purpose of this project was to establish
developmental sequences in the acquisition of English by -
Spanish speakers. We examined the negative, 1nterrogat1ve,
and auxiliary. -

/ . -

The general sequence in the development of the negat&qe
evidenced by our -six subjects is as follows:

€

i. no Vv (I no understand)
ii. don't V (He don't like it) ,

: A
iii. aux-neg (You can't tell her) b
iv. aﬁalyzed don't; oisappearance of no V (He doesn't spin)

. The above sequence became apparent after the various
negatlng devices (no, don't, aux=-neg, and the analyzed forms .
of don't) were analyzed in terms of the frequency of each

egator relative to the total number of negatives (including-
negated adjectives,” nouns, etc.) 'in each tape sample. When v
these relative frequencies were graphed and compared across * °
sdggécts the above sequence emerged. Although all of the
subjects did not necessarily reach step iv in the sequence,
they all followed the same. develmeental pattern.

Interrogatlve. In examining our interrogative data
we were interested in the developmbnt -of inversiorf. We
discovered a developmental sequence in the acqulsition of
wh- questions and ves/no questions.

In wh- guestions the following(seruence emergeds »
Stage I - Undifferentiation: learner does not dlstingulsh
- ' between 31mp1e and embedded
whe questlons

a. unlnverted - both simple and embedded wh- questions
are uninverted

kY

{
b. wvariable inversion = Simple,wh— questions are
N sometimes inverted, ‘sometimes not -’

¢. *generalization - increasing inversion in wh- questions
with inversion being ‘extended to .
embedded questlons.”

A ! -

48

Stage IT ~ Differeﬁtiation;, learner dlstlnguishes Between simple .

and embedded wh= questlons, reaching
criterion inversion (80%) in simple
wh= questions and.uninversion in
embedded wh- guestions,

&' . 82 ' _ ' .




In yes/no questions an acquisition éequence was also
observable, after the exclusion of the early do inversion
(considered to be an "1nversion—look"}'

i

i. ‘sentence with riking intonation

ili. some inversion, gradually increasing, but with
variability from session to session.

Auxiliary. 1In 2nalyzing the development of the
auxiliary, determined an order of apgearance, not an

order of acquisition. Our .analysis was designed to reveal
whether or not an auxiliary was present in obligatory contexts,
but not whether it was appropriately inflected for number
and tense. Thus, we were concerned with which auxiliaries
were used, but not with whether they were necessarily the .
form of the auxiliary which would be supplied in well-formed
English. An auxiliary was sald to have appeared if it was
supplied at least 80% of the time in three consecutive
samples in which there'were at least two instances of the
particular auxiliary and a total of ten or more auxiliaries
in the sample. -

The major finding of this analysis was that is (cop)
is acquired first, universally, and do and can are the

other two auxiliaries that appear ea¥ly for most of the subjects.
Beyond that, there is extreme variability in the order in

which the other auxiliaries appeared for each subject.

When the auxiliaries were rank ordered in terms of the

order of appearance, the orders were not correlated (p > .90)
using the Kendall Correlation of Concordance W. '
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. Discussion ' \

In this section we will attempt to see how our data
speaks to the issues raised in the beginning ¢f thls repoqt.

1.” the similarities and differences between first and.
second 1anguage acquisition

2. dlﬁferences between child, adoleseeﬁt and adult
second language acqulsltlon.

Second language acquisition vs. first language acduisition i

. Fignre 12 presents a schema which describes the acquisition

; sequences which were found in our data. The negative, for ~
example, fits into the schema in the following way. The
learner's initial attention to L2 data indicates to him that
the word, no is used in English. He hears it in such
constructions as Are you going to school? No., or No, I'm notd.
In the first box I we see that the learner will eitﬁbr
simpllfy the L2 form or use his L1l form. Since no is the
uniform negator in Spanish, his first attempt at English
negation would be no + V as in, I no go.. Moving on to box II,,
the 1earner checks the no V.form against his knowledge of L2
at that/ point in his deveIopment. Wheti his awareness of L2«
also includes don't V, no V is ne longér exactly similar to'
his conception of L2 and don't V is added to his English ,
negation repertoire. MovIng on tc box III, he continues to ,
attend to L2 input and revises his Engllsh negation system
to include aux-neg and analyzed don't. As these new hegating
dev1ces are” acquired they fulf£ill the functions that no v
cncefserved and no V is eventually abandoned ' ;

|  wWith wh- questions (excluding wheword + is (cop) forms) the !

learner is exposed to inverted (simple} and uninverted {(embedded).
forms. As indicated in box I, the learner either simplifies i
Oor use the L1 form. In this case we see him 31mp11fy1ng by '

g the uninverted form .and initially using that exc1u31ve1yu

A$ a result, in the very beglnnlng his embedded wh- questions

e all correct (I know where he is going) and his simple
- questions are all incorrect ere he 13 going?).

' Moving on to box I{a),, he checks the uninverted form with
his L1 knowledge and sees that it is not similar to the most
frequent Spanish form which has the subject noun phrase and’
main verb inverted (Cuando viene Juan?). The learner then
c eck the uninverted wh- guestion form against his current
z ledge. He sees that the uninverted form is sometimes
ed (embeddings) while other times the inverted form is
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Figure 12

A schema. of the second language acguisition process

1 L
. I1
‘ (a)1 | .
s ]
INITIAL (a) “"%? Check L1 knowledge 'ﬁ‘“““%?" -Check form against L2 knowledge*
: |Simplify ] ,
ATTENTION § . 1) if form is similar, 1} if similar to L2, retain;
(b) retain; and t and
TOC luse LT for@ﬂ 2) if form is not 2} if not similar, modify form,
' _ similar: and:
L2
? | - ﬁ - _ !
& . AL,
L. . o0
IIT ‘
*L2 knowledge = "intake" of L2 forms resulting §CONTINUE TO ATTEND TO L2 INPUT
from attenticn to the input. _
and

REVISE L2 KNOWLEDGE ACCORDINGLY
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used (simple wh- questions). He then retains the uninverted
form but alsoc adopts the inverted form and alternates between
the two as indicated in box III, the learner continues to
attend to L2 input and revises his L2 knowledge accordingly.

He becomes sensitive to the fact that simple wh- cquestions

are the more frequent forms in English and begins to use

this form for embedded questions as well, which then appear

as incorrect (I know where is he going.). Finallv. the

learner distinguishes between simple and embedded wh- questions

and correctly inverts in the former and not in the latter.

With is (cop) wh~ questions, the learner is once again
exposed to inverted wh- questions (Where is the book?) and
uninverted (I know where the book is?). He checks these
forms against his L1 knowledge and finds that the inverted
form matches the Spanish equivalent almost exactly. He
therefore inverts in both simple and embedded wh- guestions.
The simple forms emerge as correct while the embedded rorms
appear as incorrect. Moving to box II, he checks this inverted
form against his L2 knowledge and begins to notice some
uninverted "wh~word, is (cop)" forms from embedded questions
in the input. He then occasionally produces uninverted
embedded questions with is (cop). Finally, continuing to
attend to L2 input (box TII) he learns to distinguish between
simple and embedded is (cop) wh- questions, and once
again uses the inverted form iIn the former but not in the
latter.

The above model and descriptions attempt to account
for second language acquisition. PFirst language acquisition
would differ in the following ways: (1) there is no
influence from a prior Ll; and (2) the simplifications that
occur may be similar in soim “o those that occur in first
language acquisition but **“ev may be motivated differently.
First language learner. iy he forced to simplify due to
constraints of cognitive levelopment and second language
learners may simplify as strategies of communication.

Child vs. adolescent vs. adult second language acquisition.

If we consider the linguistic development of all six subjects
on three linguistic items (auxiliaries, negatives and
interrogatives) examined in this study, and attempt to rank
the subjects developmentally in terms of their linguistic
progress in each area, an order among subjects does appear.

In determining linguistic progress in the auxiliary, a
simple count of the number of different auxiliaries which
appeared (80% when required, 3 consecutive samples) over the
time the subjects were obsgrved serves as a measure. Table
13 below indicates the nyfiber of auxiliaries acquired by
each subject.

#\_/,
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Table 13

Number of different auxiliaries acquired by each subject

Subjects
Alberto

Cheo
Marta
Jorge
Dolores

Juan

Number of Different Auxiliaries

4

4
11
12
17
18

In determining relative developmental growth in the
acquisition of the negative, the measure used is the number
of months the subject retained no v as a negating device.
Table 14 below shows the number of months each subject
retained no V from the time we began collecting our data.

Table 14

Number ©f months each subject retained no V as a negation device

Subjects
Alberto
Cheo
Marta
Jorge
Juan

bolores

Number ©of months no V retained

9 (entire time)
9
.
7
3
0

In establishing the relative linguistic growth for our
subjects in the interrogative, the developmental stages
achieved in wh- questions were a,gauge of their development.

Table 15 indicates which interrogative stages the subjects

reached.
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Table 15

Highest interrogative stage attained by each subject

Subjects Highest interrogative stage attained

Alberto Ia
Cheo Ibh o
Marta Ib
Jorge - ﬁ&?
Juan ’ IT
Dolores Ic

These rankings are combined in Table 16.
Table 16

Rank orderings of the subjects' linguistic progress in the Acguisition
Of the auxiliary, nhegative and interrogative

Alberto Cheo Marta Jorge  Juan Dolores

Linguistic ttems

Auxiliary 1 1 2 3 5 4
Negative 1 2 3 3 4 5
Interrogative 1 2 3 4 6 5

Locking at these three orderings it is difficult to make
any statements about age differences in either rate or
extent of learning. We don't see any age group (children,
adolescents or adults) consistently doing better or worse
than any other. We can ask who was the "best" learner.

In terms of the negative, Dolores would appear to be the
"best". However, as was noted earlier, Dolores had had a
good deal of English instruction in her native country,

had been studying English on her own while in the United
States and in general knew more English at the beginning of
the study than she let on. If we eliminate her from
consideration then Juan was the best learner of the negative
because he abandoned the no V strategy earlier than the
other subjects.
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For the interrogative, in wh- guestions Juan also
appears to have been the "best™ learner because he went
through more stages than the other subjects., And for
auxiliaries Juan is once again the "best". More auxiliaries
appeared in his speech than in that of the other subjects.

Juan's superior performance might be explained by the
fact that he was 0ld enough so that his learning was not
constrained by language-related cognitive development, and
he was young enough so that whatever constraints are concomiteant
with puberty were not yet in effect. Therefore on the basis
of this very limited evidence it would appear that the best
age for second language acquisitilon might be between 7 and 11.

Although our data does not allow us to make statements
about whether or not there 1s a fundamental change in the
language learning process at some point in the course of
maturation this issue continues to be one of the most
important in the field. We have already referred to the
work by Rosansky, in this area. More recently Krashen
(1973, in press) has been examining the issue. In addition,
Schumann (1975) using Alberto, one of our adult subjects, as
a case study explores some of the age~related issues.
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Conclusion: Directions for the Future

As interest in second language acquisition grows and
as more research results appear, it is becoming obvious that
in order to make more accurate statements about how a second
language is learned, a good deal more must be known about
the second language learner as well asg about his linguistic
product. The following learner variables must be considered.

Affective Variables [Cognitive Processes Linguistic Product
1. Acculturation 1. Generalization 1. Morphemes
2. Attitude and 2. Imitation 2. Questions
Motivation
3. Inference 3. Negatives
3. Ego- '
permeability 4, Analogy 4. Auxiliaries
5. Rote Memory
etc. : etc. ) etc.
I IT III

In the first box are what have been called affective
variables that can be seen as initiators of second language
learning and which, to a large degree, regulate the extent
of the learning. The second box lists the cognitive operations
that the learner performs on the target language input data.
The third box represents the linguistic results of these
operations in terms of the particular grammatical forms the
learner uses when he attempts to speak the target language.

We consider these in more detail in the reverse order.

The Ligguis;ic Product

The main‘:emphasis in current research in second language
acquisition is on the third box, the linguistic product of
the learning process. In various ways, current research
examines the learner's utterances and, on the basis of such
examination, makes inferences about the sequences of acquisition,
the nature of the learner's interlanguages and the nature of
the learning process. This product level research seems to
fall into three ¢yeneral categories: morpheme studies. (Dulay
and Burt, 1973, 1974; Madden, Bailey and Krashen, in press;
Hakuta, 1974; and Larsen, 1975); auxiliary studies (Eveiyn
Hatch and her students at U.C.L.A.; and our research at

Al
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Harvard): and studies ¢of certain higher order structures
(Dumas, Selinkexr, Swain, 1974).

Most of the morpheme studies have used the Bilingual

Syntax Measure (BsM) (see p.23 for details) as an elicitation
instrument. These results have shown that the acquisition
order is similar for both children and adults as well as for
learners speaking such divergent languages as Spanish and-
Chinese. However, one longitudinal study (Hakuta, 1974)
done on spontaneous speech, i.e., without the aid of an
elicitation instrument, revealed an acquisition order quite
different Trom thHat of the cross-sectional studies based on
the BSM. 'Morpheme acquisition will remain of interest
because it provides a basis for a comparison of second
language aﬁquisition studies with those of first language
acquisition. In addition, because of their high frequency
of occurrénce, morphemes are features of language development

~that—canbe quantified and measured, allowing us to make

| reasonably strong statements about their sequence of
development. Therefore, it is essential that future work in

; this area be done both on spontaneous speech and with

'~ alternate instruments which tap the same kinds of knowledge
as the BsM. In this way, the results of the work already
done can be validated.

As Hakuta (personal communication) has pointed out, :
however, acquisition order is not all there is to look at in
studying morphemes. Simple acquisition order does not reveal
the course of acquisition of individual morphemes. 1In
order to discover that, subjects must be studied longltudlnally
to see how they operate on contexts requiring a particular
morpheme. Hakuta suggests that order of acquisition be
considered "macro=analysis" and that plotting the course of
acquisition of any given morpheme within a‘'subject be
considered "micro~analysis". He notes that macro-analysis
has predominanted in L1 research, but that pecople like Bloom
have demonstrated the value of micro~analysis by showing
that it enables one to lcok more closely at the process
involved in acquisition.

The problems with studies of auxiliary development are
just the opposite of those involved in morpheme studies.
They have generally been made on spontaneous speech and as
has become evident, certain structures involving the
auxiliary (such as the interrcgative) appear relatively
infrequently in spontaneocus speech protocols in spite of
efforts at elicitation. Therefore, in order that encugh
data be produced to make more definite statements about
auxiliary development, more sophisticated instruments will .
have to ‘be designed which will elicit utterances invglving
the auxiliary and thus supplement the spontaneous speech
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Most second language learners (especially adolescents and
adults) rapidly reach this level and therefore, the MLU
appears to be inappropriate for our work. Thus, a major
contribution to the field of second language acquisition
would be the development of such an external measure of
linguistic growth. Hakuta (personal communication) points
out that Dulay and Burt's (1974) Syntax Acquisition Index
(S.A.I.) which correlates well with morpheme performance,
might provide such a measure and should be tried.

A good deal remains to be learned about technigues for
gathering data in second language acquisition research.
Should we rely on spontaneous speech or can we get better
information by using experimental elicitation techni?ues?
Despite interesting work by Swain, Dumas and Naiman (1974),
the question is far from settled. In one possible research
design two experimenters would see the same subject. During
the course of the study, one experimenter would visit the
subject every other week and administer carefully designed
elicitation batteries. On alternate weeks the second
experimenter would visit the subject and gather only
spontaneous speech. The samples could then be analyzed
separately and compared.

Another problem confronting second language acquisition
research at the product level is whether or not the subjects
have received or are currently receiving instruction in the
second langquage. The issue is generally ignored, and
instructed subjects are treated as though they were "free
learners". As ESL programs continue to expand either
independently or as components of bilingual programs, it
will become more and more difficult to find truly "free"
learners, particularly in large enough numbers for cross-
sectional studies. Therefore, research techniques must be
developed by which we can study subjects who are in second
language courses and at the same time sort out what is the
product of instruction and what is the product of the subject's
independent learning. This will be no easy task.

The question of whether a learner is "free" or instructed
brings up the important issue of the nature of the learner's
input data and its influence on acgquisition order. Hatch
(1974) pointed out that when input data was ‘available in
the studies which she examined, the fregquency with which
the learner encountered a particular structure often influenced
its rate of acquisition. She also noted that the effects
of frequency are often modified by the semantic content of
the particular form: a form appearing freguently in the
input data will be acquired late if its semantic importance
is low. ‘
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samples. In addition, other higher order structures will /
have to be examined. We need information on subordination,
‘coordination, passives, embeddings, etc. This might require
that we look at learners who already know a good deal of the
second language when tlie study begins {(as was the case of
our subject Dolores) .

Studies of the acquisition of the phonology of a second
language are sorely needed. Tarone {1975) has done some
preliﬁinar¥ work on interlinqual syllable structure and
Dickerson (1975) has studied sociolinguistic variation of
certain phonological markers. Segalowitz (1975) at McGill
University has completed a thesis on the acquisition of
English phonology by speakers of French. This work will
certainly suggest both elicitation and analysis techniques
on which future studies of phonological development can be
based. Like phonology, vocabulary acquisition is a
relatively unexplored area. Some preliminary efforts have
been made by Mary Gillis at McGill, whose primary interest
was in the area of syntax, but who used the Peabody Picture
Vocabulary Test as an estimate of the vocabulary size of
her subjects. It is essential.that this work be ‘continued,
particularly because it will undoubtedly provide very
relevant input to second language teaching. In general,
little 1s known about the development of semantic mapping
in second language acquisition.

There are also general issues about second language
acquisition and research methodology. The issue of
interference or transfer from the learner's native language
has in recent years been dewemphasized in discussions of
second language acquisition. Dulay and Burt (1973) found.
that only four percent of the errors in theilr “morpheme
study based on the BSM could be attributed to interference.
- But nevertheless, ig;erference-like errors continue to

appear in the protocols of longitudinal studies of spontaneous
speech. It may be that morphemes do not lend themselves to

- interference and that the study of higher order structures
will yvield a different picture.

In any case, serious search for and quantification of
interference errors is required before we can make accurate
statements about second language acqulsition. -

The field of second language acquisition also lacks a
global index of linguistic development.. Such a measure is
essential for comparisons across subjects. Brown and
associates at Harvard refined the mean length of utterance
in morphemes {MLU} as a technique for comparing language
development in first language learners. However, this measure
is not very reliable when utterances exceed five morphemes.

92 ’

/

/




B r ) 'h’_‘-"
Hakuta (1975) found that in utterances involving the
catentative "gonna" such as,

T am gonna play.
He is gonna go.
We are gonna make another one,

the auxiliary most frequently omitted was are, producing
such utterances as,

‘
il

We gonna punchH you.
They gonna kill the fish.

Hakuta noted that the interrogative form of the aux-gonna
construction moves the auxiliary out of its normal environment
and produces the construction,

Aux NP gonna VP
Are you gonna type fast?

He speculated that questions in which the reduced auxiliary
may not be as perceptually salient, would be asked more

frequently about We ans You than about I.  If the inverted._._ .. __ .

auxiliary is not perceptually salient to the learner then
he is hearing the question,

You gonna type fast?

Thus, it could be the case that the learner's input consists
of sentences in which the auxiliary is, in effect, absent.

In order to test this hypothesis Hakuta looked at the
interactors' speech in ten of his subjects' protocols and
in two transcripts of the deVilliers' (ongoing) study of
the speech of 40 first language leafnérs. He found that only
308 of the interactors' gonna constyuctions with you, we, and
they were in the ‘declarative form (as opposed to 88% for
the subject I). The rest were interrogatives where the
auxiliary, are, did not appear between the subject and gonna.
In addition; he found that in terms of absolute frequency
the are gonna forms were-the most frequent aux + gonna
constructions. It is only iff relative fregquency that gonn
forms without are predominate in the input data. By relative
frequency is meant the ratio 9f are gonna interrogatives-to
total are_gonna constructions. This result suggests that
the learner may be sensitive to relative frequencies in- the
input data such that forms with a low rglative frequency
may be learned late.

Optional rules present an interesting question for the
influence of.input frequencies. By the end of the study our




subjects were generally inverting in yes/no questions
between 40% and 60% of the time. Inversion in Englis

ves/no questions is optional, so one would not expect second

language learners to invert 100% of the time+ It would be
interesting to know how often yYes/no inversion takes place™
in normal spoken English (which we will assume is our
learners' inpit), and follow the course of acquisition toward
that probabaligtic goal. )
Finally, uniform techniques for analysing second language
acquisition data must be develcped so that results from
various studies can be compared. Unless morphemes, negatives,
interrogatives, auxiliaries, etc., are pulled from the
protocols, scored and displayed in similar ways, comparisons
of results across studies will be difficult if not impossible
tc make. It would appear that at the very minimum every
study of second language jacquisition should attempt to provide
distributional evidence for the forms which the researcher
claims to find in his .subjects' speech. For example, if it
were claimed that the following form were used,

He don't bought a car,

we would want to know how many subjects used this form;
whether it was found in.spontaneous speech, elicited speech

or in writing; how often it was founds whether it co~existed
witll the correct form (He didn't buy a car.) or with other
incorrectiforms (He don't buvy a car last vyear.) and which

form predominated at which times during the course of the
study; and what forms preceded the one under consideration.

In other words, did He don't bought a car represent a
development of an earlieér form such as He no bought a car?
Each statement should b§ gquantified so that 1t 1s supported
with a numerical description of the frequency with which it
appeared in relition to !similar or competing formsi:
distributional ‘e idence}implies numerical gquantification of
statements about’®the appearance of interlingual constrxuctions.
Where there is so little data on a particular structure _
that numerical, quantification would be either inappropriate:
or misleading, an exhaustive list of the utterances containing
that structure would constitute distributional evidence,K an
should be given. O ’

i

The Cognitive Processes ' ' Y

The procedure generally tsed to hypothesize about
cognitive processes invdlved in second language acquisition
is to examine the linguilstic product of the learning )
process and then to intuit backwards about what cognitive
operations may have produced the particular forms or sequences
which appear. fThe invariant fequence and small amount of .
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1nterference thpt{ Dulay and Burt (1973, 1974) have found

in their study e acquisition of English morphemes led .
to the creative construction hypothesis. Hakuta (1974)
observed prefabricated’ patterns (i.e., memorized chunks of
speech) in his subject's speech and is now exploring the
possibility that one cognitive strategy that a learner

. might employ would be to incorporate unanalyzed chunks of

speech, use them in linguistically and socially appropriate
situations, ‘and then gradually learn the grammar involved
F e various parts of the memorized phunks “Hatcu (1974 ~
examined the linguistic product ih}a relatively large
number of learmers and on the basis of{what ghg, found has
explored the possibility of second language acquisition
universals. In o jstudy, we hypothesized (Figure 12) such
cognitive processi as simplifying, comparing-and generalizing.

All these speculations about cognitive processes and
learning atrategiqﬁ were arrived at on the basis of an
analysis of the lilguistic product -- the actual utterances
the subjects produced. While this procedure 1s absclutely
necessary and slould continue, it might profitably be
supplemented by more direct assessment ¢f the learner's
cognitive operations Work by Alison d'Anglejan (1975) at
McGill University is one such attempt. - ,

Separate from analyses of the linguistic product,_therL
have been recent theoretical claims concerning cognitive
processes and how they relate to second language learning
potential after adolescence. Rosansky (1975) based on the
biological definition of the critical period, suggests that
there may well be a critical periloed (cognitively, not
neurologically) for the acquisition of language, ending
with the gradual acquzsition of ‘Piagetian Formal OPerations,
after which the acquisltion of language becomes more difficult
and may not occur in the same way. Krashen (in press) also

. suggests that the acquisition_of Formal Operations may
~signal the end of the’ critical period for language acqu151tion.

Much additional work must be done before these claims
can even be researched. much less verified. Future work in
this area must focus on developing a methodology to test such
claims empirically. ) I

Initiating FPactors : . : . '

" Research done on the affective factors, box I; though
gquite extensive, has generally been done independently of
an examination of the linguistie-preduct-or-the cognitive
processes involved in second language learnipg. These
affective factors include adculturation, attitude, motivation
and ego~permeability. Within acculturation- (Larsen and f

. -
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Smalley, 1972; Nida, 1957-1958) are such factors as culture
shock and culture stress; these can be defined as anxiety
resulting from the disorientation encountered upon entering
a new culturé. A person entering a new culture brings with
him a repertoire of problem~solving and coping mechanisms.
But these mechanisms often do not fit. When they are used,
they do not get the accustomed results. This condition can
produce fear, anxiety and depression. While the extreme
symptoms of culture shock may pass relatively quickly, as
ways of coping with the new environment are learned, more
subtle problems may persist and produce stress that can last
for months or even years. Depending on how such issues

are resolved, the learner may or may not acquire the

target language.

: Attitude and motivational factors are involved in

Gardner and Lambert's (1972) distinction between instrumental
and integrative orientations. An integratively oriented
learner 1s interested in acquiring the second language in
order to meet and communicate with valued members of the
target language community. A learner with an instrumental
orientation is one who has little interest in the people who
speak the target language, but nevertheless wants to learh
the language for more self-oriented and utilitarian reasons,
such as getting ahead in one's occupation or gaining
recognition from one's own membership group. The learner's
motivational orientation appears to be a powerful determinant
of the extent to which he becomes bilingual.

A third possible initiating factor is the concept of
ego-permeability. AaAlexander Guiora (1972) has proposed a
psychological construct, "language ego", which he seeg as
_ similar to the Freudian notion of body ego. Development of
“body ego is a maturational process in which the child
gradually acquires a body image, becomes aware of his
physical boundaries, and i$ thus able to distinguish himself
from the object world around him. Guidra sees language ego
as the development of language boundaries. In the course
of general ego development the lexis, syntax, morphology,
and phonology ©f the individual's language acquire physical
outlines and firm boundaries. In the early formative stages
of ego development the language boundaries fluctuate, but
once ego development is completed, the permeability of ego
boundaries is sharply restricted.

Guiora considers lowering of inhibition as a way of
inducing ego permeability. In an experiment conducted at
~the University of Michigan (Guiora et al., 1972) he found that
the consumption of small amounts of alcohol improved the
subject’s pronunciation of a second language. He views the
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lowering of inhil,itions via alcohol as a means of "operationally
inducing a state of greater permeability of ego boundaries

or the ability to partially and temporarily give up one's
separateness of identity" (p. 427). Hence another factor
related to whether or not a learner becomes a billngual is

the relative rigidity of his ego boundaries.

It is essential that future research in second language
acquisition take thess affective factors into account and
attempt to relate them to both cognitive processes and
the linguistic product. This would involve a systematic
assessment of the learner's attitude and motivational
orientations, ego-permeability and degree of acculturation.
For the first two factors (attitude and motivation) there
are ample prototypes in the literature on which assessment
instruments for second language acquisition research could
Le based. The measurement of ego-permeability and acculturation
may require the construction of new instruments.

In sum, to get a more d9lobal look at the learner we
need to know more about the acquisition of morpholegy,
syntax, phonology and veocabulary. In addition, numerous
issues concerning the cognitive processes underlying second
language learning will have to be explored both indirectly
by examining the linguistic product of the learning process
and directly by assessing the learners on various measures
of cognitive performance and cognitive development. Finally,
measures of acculturation, attitude, motivation and ego-
permeability must be related to cognitive processes and the
linguistic product.
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Appendix A
. Description of Project Used in Subject Search

-]

(originally typed on Harvard University letterhead)

A research group under the direction of Dr. Courtney

. Cazden at Harvard Graduate School of Education is looking

for subjects to participate in a ten-month longitudinal study

of second language acquisition. The projech is supported by

the National Institute of Education. The purpose of the

study is to determine the natural sequence of language acqu131t10n
and ultimately to use this information for development of

English curricula appropriate to Spanish speakers. Native
Spanish-speaking subjects at the following ages are needed:

Adults, 18 years or over
Adolescents, 1l1-14 years
Children, 4-6 years ‘ T~

Subjects who have not‘previously.studied English and who are-
not currently studying English (in formal classes) are desired.

. However, people with a minimum of instruction will be

considered. Subjects will be interviewed twice a month for
the purpose of collecting speech samples. A place will be
chosen for interviews that will be both convenient and
comfortable for the subjects. One of the interviewers will
be a native Spanish speaker. .All subjects will be paid for
their services. ’ -

If you know of any potential subjects please contact:
John Schumann Office 495-3521 or 3524
\ . Home  267-2499

Ellen Rosansky Office 495-3521 or 3524
Home 876-9885

HerlindaICancino Qffice 495-3521 or 3524
Home 354=-7243
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Appendix Al

Un grupo de investigadores de la Escuela de Educacidn de la
Universidad de Harvard estk estudiando el proces por el

cual personas de diferentes edadss aprenden el jdioma ingles
como su segunda lengua. Al respecto nos gustarila hablar con
adultos, adolescentes y nifios de 4-6 ahos gue quisieran
participar como parte de este interesante estudio sobre El
Aprendizaje de Inglés. Este estudio no es para ensefar
ingles sino para observar la adquisicion del idioma,
Buscamos adultos gque sean recien llggados a este pais vy

dque no esten tomando clases de inglés. Las personas que
tengan interés en este estudio pueden communicarse con la
Sefiorita Cancino al numero de teléfono 495-3524 de lunes a
viernes, 11 de la mahana hasta las 4 de la tarde.

b
_J\

(A copy of this ad was placed with various Spanish-speaking
agencies, in a local weekly Spanish newspaper, E1 Mundo
and on several Spanish-speaking radio programs.
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Appendix Bl - \

4

Individuals and Organizations Contacted by Telephone aﬁd Letter

1. Dr. Robert Hemenez 11. Sr. Angela Garecia,’
Family Counseling Center Community Worker
Boston, Ma. 30 Warren Street

Brighton, Ma.

2. ﬁ;éc\r. Mallon, Director .
Multi-Language Center 12. Mr. Rafael Montalvo,
Framingham, Ma. Director

, : Officena HEispana de

3. Marie Geddes , Jamaica Plain
Supervisor, Bilingual Dept. : 300 so. Huntington Ave.
Boston Public Schools . Boston, Ma.

Boston, Ma. .
13. Boston Council for

4. Carmen Necheles International Visitors
Supervisor, Bilingual Dept. Boston, Ma.
Boston Public Schools
Boston, Ma. . 14. Ms. Hither Reynolds
: : Case Worker,
5. John Corcoran, Director Children's Hospital

Bilingual Program
Worcester, Ma.

Boston, Ma.

15. Alex Gimmon, Coordinator

6. June Sherman, Director for Spanish Speaking

*  Auxiliary Operations Research Institute for
Children's Hospital Educational Problems
Boston, Ma. _ Cambridge, Ma.

7. Mrs. Peterson : i6. Mr. =4 Dovis )
Personnel Dept. International Institute
Children's Hospital 287 Commonwealth Ave.
Boston, Ma. . Boston, Ma.

8. Armando Martinez, Director 17. 1Ildeberto I.. Pereiera
Puente Foundation Supervisor, )

Boston, Ma. Dept. of Bilingual Ed.
‘ ‘ State Dept. of Education

9. BAnna Maria Rodrigues, ' 182 Tremont Sst. .

. Supervisor, Bilingual Dept. Boston, Ma.

Boston Public Schools
Boston, Ma. , 18. Juan Rodriguez
' ' Supervisor,

10. Ms. sSherry Looker Dept. of Bilingual’ E4.
Consultation Education © ' state Dept. of Education
Boston University Medical School 182 Tremont St.

~ Boston, Ma. ) Boston, Ma.
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19.

20,

. J )

< AQpendix Bl {(continued)
Mrs. Natalie O'Conner, 22,
Director

Spanish Couneil
905 Main St.: :
Cambridge, Ma. 23,

Mrs. Susan Hevera,

Director .

ESL Program for Harvard Employees
Memorial Hall '

Cambridge, Ma,

Mrs. Nancy Baclman
ESL Teacher

Evening Program
Bosten Public Schools
Boston, Ma,

Mrs. Ernestine Young
Spanish Copmunity Center
Framingham, Ma.

Mrg. Sandra Allen
Education and Training
Coordinator

Personnel Dept.

Mass. General Hospital-
Boston, Ma. .
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B2

Schools, Factories, Agencies Contacted By Personal Visits

1. Mrs. Conchita Rodriguez
PRESS Program
65 W. Brookline St.
Boston, Ma, »

2. Mr. Carlos Dios
Youth Activities Commission
Litfle City Hall
Shawmut Ave.
Boston, Ma, ’

3. Natti Cotto
Emergency Tenantes Council
85 W. Newton St
Boston, Ma..

4, Mrs. Norma Stanton
Concilic de la Comunidad
12 Jones St.
Boston, Ma,

5. Mr. Sebastion Juredo
'‘Puente Foundation
Mass. Avenue
Boston, Ma.

6. Mr. Frank Ratta,
: Director
Personnel
- Deran Confectionary
- Cambridge St.
Cambridge, Ma.

11.

L]

7. Mr. Jerome Danin
' Viking Uniform Company
Cambridge, Ma, )

8. Mr. Harriet Rady
Standard~Thompsen Corp.
152 Grove St.
Waltham, Ma.

9., Mr. Boylston Beal,
Director
Personnel
Raytheon
Waltham, Ma.
10. Teresa Berry,
Director
Rafael Hernandes
Dorchester, Ma. -

School

Francine Schumann

Cambridge Public Schools _

Bilingual Program. e
. Cambridge, Ma. )

.

. oy
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Appendix B3

Contacts in the Academic Community

Ann Dow, Director
ESL Program for Harvard Students
Harvard University

Dr. Robert Saitz, Director
ESL Program for RB.U. Students
Boston University

Dr. Francine Stieglitz, Director
Teacher Corps Prodram
Boston University

Lucid David
Institute for Learning and Teaching
University of Massachusetts, Boston .

Mrs. Christine Connell -

Peabody Terrace Nursery School
~ 900 Memorial Drive *

Cambridge, Massachusetts

: {Dr. Martinez-Bernal

DRept. of Romance Languages
Tufts University
Medford, Massachusetts

Mrs. Vivian Katz
Director, Host Family Program -
Harvard University :
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Appendix C1
Subject Consent Form

(originally typed on Harvard University letterhead)

31 Octeobre, 1973

Un grupo de investigadores de 1la Escuela de
Educaci®n de la Universidad de Harvard estd estudiando el
proceso por el cual personas de diferentes edades aprenden
el idioma inglé&s como su segunda lengua. Al respecto,
nos gustaria hablra con usted dos veces por mes durante
10 meses. Estas conversaciones seran brabadas, usualmente
con grabaioras auvdio y de vez en cuando con grabadoras
aundiovisusles. Considerando el valioso tiempo que nos esta
brindandc. remtneraremos estas visitas cada mes.

e aseguramos que no revelaremos su identidad en
nlngun reporte de esta investigaci®n, sino que usaremos
un seudénimo. E1 material auleVlsual solo se utilizard
para propositos de nuestra investi acifén. Para su
seguridad, toda la informacidn seri tratada con absoluta
confidencialidad. Le agradecemos mucho su participacidn, y
le pedimos que firme esta forma de consentimiento.

Courtney B, Cazden
- Professora de Educacion

Acepto la partibipadiﬁn (de} .

en esta investigac16h sobre aprendlzaje de idiomas como

segunda lengua, en los t&rminos sefialados anteriormente.




Appendix C2

English Translation of Subject Cdnsent Form

October 31, 1973

A small research group at the Harvard Graduate School
of Education is hoping to learn more about how people of
different ages learn to speak English as a second language.
We would like to talk with yvou about twice a month for
about ten months. We will tape record these conversations,
usually with audic tape recorders, and sometimes with
videc tape-recorders. Because we are asking for your time,
we will pay you each month for these visits.

We assure you that in any written reports of this
research we will never use your real name, only a pseudonym.
We will videotape material only for purposes ¢f the research.
Your privacy will be respected at all times.

We are grateful for your participation-and ask that
you sign the consent form below.

e

Courtney B, Cazden- R
Professor of EQucation

I consent to participate in the research project on second
language acqguisition on the above terms. .I consent (for)

' ' to participate in the research proiject
on second language acquisition on the above terms.




Appendix D

Job Description for Transcribers

A research group under the direction of Dr. Courtney
Cazden at Harvard Graduate School ©of Education is undertaking
a ten-month longitudinal study of second language acquisition
by native speakers of Spanish.

The purpose of the study is to determine the natural
sequence of language acquisition and ultimately to use this
information for the development of English curricula more
effective and more appropriate for Spanish speakers.

Native Spanish speaking subjects from the following age
groups are being studied:

Adults, 18 years or over
Adolescents, 11~14 years
Children, 4-6 yéars

Spanish=English bilinguals are need to work as transcribers.
S/he must be able to speak,rread and write Spanish and

English fluently. Work load will averadge 10 hours per week.
Duties involve attending, taping and transcribing interviews
with subjects. Therefore, a person with a flexible schedule
is required. Interested persons please contact Dr. Courtney
Cazden, or Herlinda Cancino at 495-3524. '

1)
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Appendix E

Summary of Scores for Bilingual Syntax'Measure Protocols

Dolores Alberte Juan Jorge
Response Value 211 74 92 54
Developed Value 236 114 124 87
Proficiency Score 89 63 74 62
Proficiency Level 5 3 4 3
Punctor Ratios:
1. Present Progressive (V-ing) 3.5/4 2/5 1/5 ——
2. Regular plural (N-s) . 4/5 1/1 2/2 1/1
3. Irregular past 2/2 0/2 1/1 ———
4. Possessive (N-s) 2/3 0/3 1/3 ———
5.  Article (a, the) 17/17 2/4 6/9 4/6
6. 3rd4 present Indicative (Vhs) 3/3 0/2 0/1 -
7. singular copula sNP+be+( § 7/7 5/5 2/2 6/6
adj
8. Singular aux ((NP)+betV) 2.5/3 0/ . .2/5 ———
9. Regular past (Vhed) 2/2 - -— —
10. Possessive pronoun (his, hers) - —— - 1/1
11.*Pronoun case 18/18 7/7 11/11 3/3
12.*Pronoun gender 22/22 4/4 11/12 2/2
13.*Pronoun number 23/23 7/7 11/12 3/3
14. Long plurals (N-es) 5/7 —— _— —— ]
15. Irregular plural -—— - 0/1 6/2
16. Plural copula or aux . 4/4 -— —— ———
17. Conditional modal (would) 1.5/2 —— ———— -
18. Aux (would+have+V-en 0/2 - —— ——
19. Past participle (V-en) 1/2 ——— ——— ——

T AR

" *punctors 11, 12 and 13 refer mostly to he.
As this may be misleading, oné could nge an .
equal number of occasions-for all pronouns

+in the analysis.

-
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