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ABSTRACT

]

The Use of English Tense and Aspect
- in the Written English of
rio-Speaking Learners of English

Newtopa A. Olayinka Johnson

v

This study examines tense and aspect in the Enélish
narrative compositions *Eitten by one hundred primary and
;econdary school students in Freetown, Sierra Leoné. -Fhe'
students’' native language is Krio. Thé\gﬁipose of this study
was to describe the learners’ use of tﬁe‘tense/aspect system
of English verbs and to investigate the influence of their
first language, Krio, on this system.

The compositions were analyzed in termsl)of the

following: (a) the well-formedness of verbs; (b) the
) \

appropriateness of grammatical functions the learners

‘ascribed to the English verb forms; (c) the appropriateness
of tense sequencing within the sentence; {d) and the source
of learners’ errors. The analysis revealed that, in

general, the learners produced correct English verbl forms,
bu£ it also showed three major types of errors: the use of
the @ morpheme in place of the -ed,‘ past irreguiaf aﬁd -8
morphemes; the substitution of present tense forms for past
tense forms; and the tendency to use tense forms marked for
progressivé or perfective aspect in contexts where the
simple tense was required. The majority of these learners’

errors appear to be attributable to the combined influence

of English and Krio verb systems.
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Introduction g

v

v
’

Statement of Purpose and Pgob;em Dt

The:Nﬁurpose of the present study was to examine the

learners of :English, and to inveqtiggte the possible
influence of Krio in thase learners’ prochtion.

The ' investigation addresses a significant problem
observed in Krio-speaking ESL kEnglish as a second language)
learners’ performance in English. Both teachers and
educapional authorities in Sierra Leone have observed that
students have difficulty expressing themselves in English
after seven or &ore years of being taught English and

receiving ins&ruction in all school subjects through

‘English. Their difficulties lead to low proficiency in the

language which in turn leads to poor performance on public

production of Engl{gh tenseé and aspect by Krio-speakihg.

examinations in English and other subjects (see Hayes, '

t

1983).
One area in which these learners’ difficulties are
highly visible is in their use of the English verb.

Teachers have, for a’long time, observed that their students

have problems with features ° such as inflectiong,

auxiliaries, modals, and choice of tense. They have often

attributed these problems to Krio. The primary aims of this

study are to pinpoint the majér types of errors these

'learners make in ‘using English tense and aspect and to

determine whether or not Krio has an influence on these

learners’' production as is often claimed by teachers. It is

L



hoped that the infeormation which.thi§ study yields will give
. O
‘ teachers, education planners and polity makers a clear

indication of the specific types of errors Krio-speaking ESL q
learners make when wusing this English system, and 'the

psycholinguistic processes which give rise to these errors. /

-

Principal Rationale

4 .

In order to highlight the signifiqance of this study in

I's

the field of second‘ianguage acquisiéion and teaching, it is
essential to briefly outline the principal rationale for its
undertaking.

One motivation fqr undertaking this study concerns thev
peréeption of' the relationship between Krio and English an
the teaching ‘of English to »K;}o-speaking children. A
feature which Takes this study different from most
descriptive studies én ESL learners’ production is that the
. relationship between the first language (L1) and the second
language (L2) to be acquired is rather unique, in that in
acquiring English, the standard language, speakers of Krio,
like those of other English-based creoles, are acquiriné a
language that is ye;y similar to theirs in many respects yet
differs in significant ways from their language.l The clo;e
relationship between creole languages and their related
standard has given rise to many misconceptions about the

nature and origin of creoles, which have influenced the way

English is taught to creole-speaking children.

©



‘ One such misconception is the view that creoles -are
FS deviant dialects of their respect}ve standard and possess
° ' ‘ minimum ot nowgrammar~(see de Cgmp. 1971)._ Linguists such
as Bloomfiélé (1933)\and Hall (1966) express the view . that
Enropean speaﬁfrs of standard. languages systematlcally
;g?mplifled and distorted. their language to communicate with
non-Europeans. fhus creoles weré the outcome of *baby talk’
or “;oreigner talk’ and were therefore regarded by many. as
inferior means Q\/ﬁgﬁﬁ:;:catlon. incapable of expre551ng
certain linguistic and intellectual operations (see Edwards,
‘1979'and Winer, 1982).. Edwards (1979) points to some of the
views ‘of creoles which such ﬁisconceptions have given rise
0 g to when he quotes some comments from a report of a work
| group on West Indian pupils of the Birmingham branch of the.

Association of Teachers of English to Pupils from Overseas

. . ’ (L970). "According to Edwards,  some contributors described
the language of -West Indian children as "...'babyish’,

‘careless and slovenly’,’ ‘lacking proper grammar’ and even_

v ‘'very relaxed like the way they walk’. There ‘is...é'

.
a .

‘poverty of correct expression’ and they communicate -:by
sign language'” (p. 42). Hymes (1971) sums up the attitude
behind such views in the following words:

The languageé called pidgins and creoles have

- long been a stepchild, so far as serious
attention, either public or scientific is
concerned.

Much of the interest and information, scholarly
as well as public, has been prejudicial. These
~.languages have been considered, not oareative
adaptations, ‘but degenerations; not systéms in
their own rights,’ but deviatiops from other
> systems. Their origins have been explained, not
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/( N o, " ¢
. ) - - "
- ‘ ‘ by histarical and social forces, but by inherent *
: ignorance, indolence and inferiority. . Not thHe
- A - least, of t crimes of colonialism has been to

persuade the Ttolonialized that they, or ways in
' which' they differ, are inferior -~ to convince

the stigmatized +that the stlgma is deserved
b (p. 3). o

%

The atpitude of creole speakers towards their : language -

ot ’ . ' d
is su%fingtly conveyed in the last sentence of the above’

[ '

quotation. Creole speakers, for the most part, 11ke the
Y. .
outsider, have a negative attitude towards thetr language
?
) They have come to accept the view that their language is an

- _ if%érior form of the.standard. This attitude, as Craig\,\
(1978, . 1980) notes, is reflected in the traditional
educational policies of ' many countries where a creole

'languége is widely spoken, which is to completely ignore the

-y

creole language in school and to teach the standard language

> - as if it were a native or first language. Craig (1978) ~f-—\\\\\\\\\\

suggests that the attitude of educational authories towards
.creoles is partly due to the fact that creoles’ ands their

respective standards share a common vocabulary base. - He

goes on to say that: P

. .because of the common vocabulary base of
creole and standard, it was easy for educational ' -,
planners...to feel that prgp was merely a
debased form of the standard language amg that
this 7 debasement could be corrected by
substantial exercise of carefulness on the part]
of the creole speakers. The common vocabulary
made it appear that the’ basilectal or mesolectal
speaker was merely being careless about a
grammatical inflection-or a grammatical particle
or other elemeént here and there, but that the
speaker was operating essentially the same
linguistic system as +the Standard. English
o speaker (p. 406). - : '

o
]
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4 " In Sierra Leone, where Krio, * an English-based creole{

~

is the ;;ﬁggg fraééa. no off;$1al role is accorded Krio in ?
"p_ ~the educational. syeéem (Hayes, 1883). The qlanguage\ %s . b
‘ Dwv \a treeted by edticational planner;; ‘policy makers:and ﬁgacheri ' )
‘ \\\\ . with disdain; g%d English is taugh£ as if‘it'were the first

4 - .
language of the students. | As notéd earlier, studehts in .

s . ’ Sierre Leone ﬁavé significapt~problems %n using English, and
th&s makes their'proficiencx in ehe language lower than is
e ' desired. Eduqa?i%hal authorities have tried to remedy this .
;o sit?ation by settihg up educational projects such 'as  the 5
- l\ . KELT Project (Key English Language Teaching) in conjunction
:;‘ : ~ with the British Council,” and one in conjunction with the
International Development Agency (IDA). These projects focus

-

L) - . . . . -
~ primarily on teacher traiming, curriculum development and

-3 -

h) maperial production (see Hayes, 1983). ) SR

It is my view that in order - to revitalize English .

&

language teaching in Sierra Leone "and to improve th

~

.

standard of English in the schools, there must be a cha ée
of approach to teaching English in Sierra Leone. There has -

to be a movement‘away from an Epprgach of teaching Engiish~

‘as  if 1t were the *native language of ch1ldren in Sierra

. Leone to ap/approach more akin to the teachlng of Eng11sh as
- 5
a second laqguage. This movement will ‘entail the

recognition among , educators and the community in general
e - that Kr%"is a §g£arate lﬁngﬁistic entity, though with close '
N ) ties  to Engllsh,|land that the problems encountered by Krio

' ) speakers or Krloqgnfluenced speakers in learning English are

B
pot due to the influence of‘a debased 1nferlor form on_ the




acqulsition of the ;tandard, but rather are problems which
'any learner acquiriﬁg a new language system will face.
) Accepting such views .after deep-rooted conditioning to the
contrary‘ is by no means an easy task for educators and the
cémmunity,'in general. By providing concrete evidence that
£hé problems Krio-speaking learners of English encounter in
learning English are problems which reflect the 'pfocess?s
which underliekgggggg language acquisition and use, it is
hoped tﬁaﬁ the, present study . will help in sensitizing
eduéatois to the true né£ure of the problems Krio-speaking
learners of Ehglish face in acquiring the standard -

" English. '
Another major impetus for undertaking this ‘study
pertains to‘the creole/standard language acquisition setting
“examined. ;AThis“ acquisition setting, - which has been ;thé

. focus ofs little investiéation of errdr analysis (see Winer,

1982), is a new and fascinating area iA which to explore a

~

/

controversial“ issue in the~/éie1d of second language

- acquisition -- viz., the role of the MOther<%ongue in second

-

"language (L2) ' acquisition. Researchers such as Gags and
Selinker (1983) -have §ointed out that there is a renewed
acceptance jn recent years of the view that firsf language
transfer -- i.el, the process of utiliziég' first language

]
" knowledge in the acquisition of a target.language -~ is a \

central process in L2 acquisition. They argue that this view

P

is - not incompatible with the view that L2 acquisition is a

P »

language develbpmental process in which the learner utilizes

his ‘linguistic and cognitive faculties to acquire the L2




[a}

from the L2 data to which he/she is exposed. Despite this

awareness, the.‘l issue of the impértance of first language
influence in second language acquisition is still subjeét to
vigorous debate (see, for é&amplé, Dulay, Buf and Krashen,
198é; Kellerman, 1985; Mazurkewich, 1984 & 1585; Sheen,
1980; and White, 1983). The description of the production
of Krio-speaking learners of English will be the basis for

J

an investigatioﬁ into the respective roles of (a) the mother
t%ngue, and (b} language de;;lopmental procesé in the
acq?iéiﬂioﬁ of English in a creole/standard language
acquisition setting. -~ It ig hoped that the study will also
indicate the nature of L1 influence in this acquisition
setting. |

What follows in this chapter is an outline of the k;io

language in which the origin and historical development of

‘Krio and some basic syntaptic distinctions betwaen'krio and

\ 4
s

English are brought out. This section also includes
explanations that can be given for the distance between Krio

and Englisb; M h *

The Krié Language

'y

Krio is the native language of the Creoles of 'Sigrra
Leone. This grou;, for the most part, is made ué of
descendants of pérsops displaced by the Atlantic Slave Trade
who settlea in the Freetown Peninsula between 1787 and 1815

({see Foray, 1977).




a

Pl

The Freetown Peninsula, the nucleus of the Creoles and

'Krio, copsists ’of Freetown, the capital city and major
seaport of Sierra Leone, and the countryside immediately
surrounding it. This area makes up less than 1.0% of thé
total area of Sierra Leone which is 27,69§ sq. miles (71,740
sq. kilometres). ,

fhe Creole community is one of fifteen distinct ethnic
groups of ‘Sierra Leone and also one of the smallest. It
accounts for no more -than 2% of the total populétion of
SierraxLéone. The two largqét groups, the Mende and Temne
groups, form approximately 36;9% and 29.8% of the population
réspectlvel§i‘ (See Figure 1/1.)2

Desbite their relatively small numser, the Creoles,lin
the mid-nineteenth century, developed into 4é’ prosperous
poméunity of professionals such ‘as doctors, lawyers,
teachers, businessmen and clergymen.' This “ﬁrosperity
enabled them to play alieading role in virtually a;l spheres
of life in Sierra Leone. It also led to\the'widespgead use
of Krio throughout the ‘country which gave rise to -@he
present pésition of Kriokaé the nation’s lingua franca.

®e "

ut
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Origin and Historical Development

One cannot discuss the origin and historical

development of Krio without mention of "pidgin,"” for Krio,

'like most creole languages; evolved out of a pidgin

language.. .Pidgins' have been aptly described as "contact
vernagulafs" (de Camp, 18971) and ‘“emergency languages"”
(Taylor, 1956) for they emerge when people who do not
speak one another’s native language, and have no language in
common, try to communicate with each other. .

Several important characteristics have been ascribed

to pidgin languages. One characteristic is that they have

reduced grammar and limited vocabulary systems. Another is

that they are not,ﬁpe native language of any of the people
who speak them. +« A third characteristic of pidgin
languages is that the core of their vocabulary is provided

by & base language, the ‘“superstratum," which is usually

the language of the political, economic or  socially
dominant group. The languwage of the dominated group, the
"subétratum," provides or infldiences the grammatical and

phonological systems of the pidgin (see Hall, 1866). -

A generally~accepted view of creolegformation is that a
creole languaée develops when a pidgin language extends in
time, 1is well established, and becomes the first language
of a speech community (Andersen, 1983; De. Camp, 1971; Hall,
19é6; Hancock, lgii; Hymes, 1971). Through  this process

of éreolizapion, or nativization as the process is sometimes

" called, a pidgin blooms into a fully developed languaée;with

elaborate linguistic systems capable, 1like any natural

. w
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language, of expressing the whole range of communicative
needs of a speech community. Andersen (1983) Jdescribes

creolization as follows:
CREQLIZATION is eguivalent to pidginization
[i.e. language acquisition under conditions of
restricted input] plus the creation of form-
meaning relationships which serve the creator’s
(learner’s) communicative and expressive needs,
but’ which cannot be explained as having been
"acquired” from the input. The forms
themselves come from the input, but the meanings
they cpnvey are provided by the learner and are
not those they have in the input. Creolization
in this sense is traditionally restricted to the
creation of a new autonomous linguistic norm --
a creole -- by the children of (pre-)pidgin °*
speakers (p.9). ‘ :

L3

The theory of simplification (pidgin) to expansion
(creole) is ;éuestioned by scholars such as Allyne (1980)
who believe that there is no clear evidence that modern
Caribbean crecles, a group in which he include§ Krio,
rep:efenf "ekpansions“ of some earlier "fidgins". In his

view, . /
...creole languages should be seen within the //
/ framework of language and cultural change /
~arising out of cultural contact (including.
. " language contact and bilingualism), rather than
" in terms of notions such as pidginization and
creolization. This framework seems to be more
powerful in the sense +that it allows -the
parallel treatment of language forms and other
cultural phenomena, and it avoids the treatment
of Africanisms as “survivals" or “borrowings”

(p.16).

Another issue which gives rise to\ much disagréement
among scholars of* creole languages 1is the origin of
Europeap-gaséd’ pidgins and creéles. a group to which Krio
belongs. Two theoretical positions are held on this issue.

There are proponents of theorges of monogenesis who maintain

’l.
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that all European-based pidgins and creoles evolved from a
common ancestor. Whinnom (1965), f;;ﬁéﬁample, holds that
the ancestor is a Portuguese-derived pidgin, called Sabif,
a trade language which@was used on the west coast of Afriga
ih the fifteenth and sixteenth centuries. Other advocates
of +theories of monogenesis include Hancock (1969, 1980),

Goodman (1964) and Taylof (1956). On the other hand,

" there are proponents of +theories of polygenesis, such as

Ailyne (1980), Hall (1966) and Turner (1947), who. argue
that each pidgin or creole evglved and developed
separately. Proponents of polygenesis believe tbat the
similarities between pidgins and creoles are due to similar
influencing factors such as African languages (Bailey,
1966) and language universals (Bickerton, 1974).

Hancock (1969, 1971, 1980) argues that Krio developed

from an ,English-baééd pidgin, the Guinea Coast creole

English which developed on part of the west coast of

Africa. . According to Hancock, this pidgin superseded a

Portuguese-based pidgin in the area and spread throughout

the New Wofld with the dispersal of .slaves. Although
Hancock: admits that varieties of Caribbean creoles
influenced Krio, he maintains that "...the origin of

Sierra Leone Krio goes back perhaps two centuries beyond the

‘date generally given for its,o;igin, that is c. 1800" (1971,

p. 116).
Y

There are scholars who reject pf doubt Hancock's
hypothesis (Allyne, 1871; Cassidy, 1980; Roy, 1977).

Roy, like many others, argues that Krio is the dgscendant of

»



‘ . ) €§13
various lects of Caribbean and other creoles spoken in the
New World. These lects, in his view, were taken to Sierra
Leone by freed slaves who were themselves native speakers of
creoles.

It is debatable whether. Krio began on the coast of
[ g‘iﬁ'

West Africa or in the New World. However, it i% \cleaL that
the Krio . spoken 'in Sierra Leone at the present time came
into .being with the establishment of .a settlement of freed
slaves in Freetown, Sierra Leone, in 1787. In that year a
group of former slaves from the New World, who had settled

n Britain for some years, ‘returned to Africa and founded
e\

reéetown. They were joined by freed slaves from Nova

Scotia in 1792 and the Maroons, a group of rebellious

slaves who had escaped to the highlands of Jamalica, in
1800. These groups, speaking different varieties of
English or English-based creoles, formed the first Creole
éommunity in Sierra Leone (cf. Hancock, 1985) . Before
long, with the abolition of the Slave Trade by the British
'in\ 1807, +the linguistic situat%on in Freetown became
further complicated by the arrival 6f Africans caught at
sea by the British as they were being smuggled to America
to become slaves. Thesé pecople, Liberated Africans as
they came to be known, , mainly spoke only African languages
(predominantly Yoruba which was the native language of a
large number of Liberated Africans). Aé the numbers of
Liberated Africans increased, and as they assimilated into
the community of early settlers, the Krio-language became

increasingly Africanized in the sense that more African

~
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linguistic elements, especially from the Yoruba language,

v

- permeated Krio.
”‘ By the 1850s the Creole community<'was firmly
established in Sierra Leone and so too was Krio. "But
despite the Africanization of the Krio language, .Krio
* retained its borrowings from English and even continued to
(Forrow from English which was still dominant in Sierra Leone
w

as it was the languaée of the colonialists. .

The influence of early Portuguese presence in ﬂe$t/

Africa is also apparent in Krio (see Hancock,,-1980; Jones,

1971). However, unlike most other Atlantic Englishjbased
creoles, Krio remains distinctly Afridan. Its structure
and, to an even greater extent, its sound system, exhibit

its West African heritage and tie it to the Kwa language

group, a group to which Yoruba belongs.3 K

Today, although the Creocles form a minority group in
Sierra Leone, their language, 1like many other aspects of
creole life, continues to be dominant in the country. As

. K

the nation’s lingua franca, Krio 1is the most widely spoken

language in Sierra lLeone. Although English is the
official language ‘'of the couptry, Krio is used more often

than English in places such as government .offices and

¥ , . . g
( business centres, especially in the urban areas. ° Even

L

though. its wuse is forbidden in school settings, Krio is
- .

. A
frequently heard in school playgrounds. The written form of-

’ Krio has restricted use, however. It is generally used

3

vy
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for literary purposes and for conveying ideas, expressions,
and prove}bs which Krio spegkers feel the English language
* cannot succinqtly convey. ‘" -t Co

The importance of the English language in Sierra Leone
should not be underestimated, "howéver. As the sole
official langua%e . and as the medium of instruction in
educational institutions, English occupies an important and
prestigious position. One consequence of this is that its
inf{yence'on Krio continues to be significant, especiélly
on the lexical and pﬁonologipal levels. From o©bservation,
nEnglish words_ seem té be regiécing some non-English words
previously used. For example: English “eat” seems %B
have replaced "nyanyam"” to denote food. On tﬁe
phonological level, many early borrowings from English which
had undergone syllabic structure modification seem to be

regaining their original Engaish syllabic structure. The

initial /s/ consonant in the /CCV/ structure for instance,

was or;giﬂélly dropped from many earlier English
borrowings. Mény of these words seem to be regaining the
/s/". "stone, " "stprya and "spoon"” for example, which were

earlier..}éndered as /ton/, /tori/ and /pun/ respectively
have now become /ston/, /stori/ and /spun/.4 The common
vocdabulary base of Krio and English, coupled ‘-with fhe

N

existence of several similar linguistic features between
the two languages such as the SV 0 word .order in
statements, have tended to detract attentiion from the

differences between the syntactic systems of the two

(4]

o
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languages. Allyne (1986), discussing “Afro-American"
({creole) dialects, a group in which he includes Krio, notes
that:

...syntax in its earliest- form cannot be derived
from English in any very simple way. Even if
some important grammatical morphemes are of~
English origin in terms of form, as well as
function,there are others which™ are not so

- derived, ...and even more significantly, the more
abstract symtactic relations generally. seem to
have no English antecedents (p.105),

PRV 3 . &
' A llb?%ﬁ later he adds: 6 i
}fﬁTﬁe] unity [between the Kwa and Mande language
“g¥oups].is best expressed as a basic similarity
* . . in the abstract system of syntactic
© relationships and as the sharing of some basic
phonemes and phonetic contrasts....

" When one compares the basic syntactic
- structure of the Niger-Congo languages with that
« ’ of Afro-American languages and dialects, the
larger unity encompassing both groups of
languages is clearly revealed at this lével.
. ’ . This basic syntactic structure of Niger-Congo
languages has been transmitted to Afro-American /
dialects...(p.147).

Syntactic Differences between Krio and English , v
3 | . As noted above, both Krio and Eng}ish mgke use of S VO

word order ip deblarativgésenténces. However, Kriof( and

English divqrge inh'forming' quéstions. In English,

question formation usually involves a change‘éf the S VO

order of: declarative sentences. In forming ves/no
questions, the auxiliary . verb precedes the * subjectd
(see examples below). In the formation of information

‘ questions the wh-word is placed in senténce-initial position
B N / N '
= and there is inversion of subject and agxilkary. Comp&re the

. ‘following.6 ’ : \l

# -



English

Statement
) -
he is here i'de na ja&
; . ¢ 1 [he is in here]
. 4 ' I
they " are writing a song dem de rait sing
: : [they (prog. aspt.)
write sing]
. Question
is he here?l o i de na ja?
where is he? . usdi i de?
g : [where he is?]
-are they writing a song? ‘ dem de raié sing?
what are they writing? ' ' watin dém de rait?

[what they (prog.
aspt.) write?]

In- ‘Krio,x as the above examples show, formation of
yes/no questions involves no'éhange of the declarative
sentence pattern. Zhe distinction between statement and
question 1is .solelb one of inﬁonation.ﬂ' Whilgv falling
intonatiQn is used to indiéate\statemept, yes/no questions
are indicateé'by rising intoration pattern. The examples
also illustrate that in Krio, wh-questions are formed by
pi%cing the interrogativevwbra in front of.; statémeﬁt,: but
again there is no inyglsion‘of subject ana auxMary.”

Another synfgct;c construction which differs i; the two
ianguages- is negaﬁion. Neg;tion is prevérbal in Krio.
This ‘means that the neéative particle immediately precedes

. -
the verb. The following examples illustrate this.

! 1

IS

e



AR

Y
4

English 4 rio
it is raining’ ‘ ren de kdm
[rain (prog.) come] i
N ____;—-—’—.ﬂ—_
{a) it is not raining . ' ren nd de kam 1
‘ " [rain no (prog.) come]
it's a dog L nd dog
(it is dog]
(b) 4it’s not a dog . nd>to dog

. * [it is no dog]

In English :th negative is formed by /placing the
negative marker .after the auxiliary verb.as in (a), or after
the finite verbkas (b) demonstrates.

A third syntactic difference between English and Krio

is that while both English and Krio can have entless

passives, constructions (c & . d), Krio has ﬂg passi

constructions in which the agentive complement is o~
. - | ] N .

present. That is, 'Krio has only. agentles# passives. \\\‘f
Consider the following: ‘

. ~ English . Krio

(c) the cup was broken , (d) di kJp bin brok ¢

) [the cup (past historic
. _ anterior tense) broke]

I

thg cup was broken by Jill *

One of the most recognizable differences between Krio - .

|
|

Jand English is the esence of verb serialization in Krio, a

'\s.—’—‘.
.-

construction absent in English.x In , serial verdb
constructions two or more ' syntactically free verbs
follow each other in a 'sequence without the use :0f co-

ordinators. The following example illustrates this.

-

- -
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Tdi titi ! :_ de h: ' Tala sing tel v
NP : o Aspect ! i V+vVv +V _|

' “olman di sto :
_ NP 1

. [the‘girl (progressive) shoui'sing tell everybody the story]
‘ .

) A typical‘seria; verb construction is the construction
in which a verb of motioh, usually "“come" or "go,“ is used
as verbal complemgnt expressing ‘direction or purpose (see
F}le & Jones, 1980; Allyne, 1980). In these constructions

the vérbal complement can either precede or follow the base

verb. The following examples illustrate this.

—

i kEr | : am go ;
- ' iV _t + | _complement _|
. [carry. - . it go] ) o
: T kam kdm | ! sldp  mi
o ! ¥  complement I A
[He/she! “moved ! :Eurposet:‘ slap me]
- itowards| |_fully _)|
! !
gy |

!_ me

u

. Another notable difference between Krio  and English

concerns the use of inflectional morphemes.. Krio rarely

makes use of inflectional morphemes. Where English uses

inflections to indicate grammatical functions of words, for

v

instance, Krio usgg free-standing units For example, in

pluralization, Engllsh nouns are, in general, pluralized
, W :
by suffixing an -s morpheme to the base form of the noun:

.Krio ﬂouns, on the other hand, are pluralized by addiqg the

K

third, person pluraln*pronoun, "d€m, " (pronounced /dEV), ;
immediately aftgr the noun. Qompa;e the following. “
| English | -+ Krio
“singalar girl titd
plural . girl+s ‘ ) titi dém
S
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Possessive constructions also reflect 'the use and
non-use of 1nf1ectlona1 morphology in English and Krio
respectively. ' Similar to. the construction of plurals, the

possessive in Engllsh is rendered by suffixing an -s

Co s ‘
«ygrphéme to thie noun referring to the possessor. In Krio

a free-standing unit, the appropriate possessive pronoun, is

placed between the "posééssor"Eandw“pqsseSSed" nouns. The
examples that follow bring out the’differe;p:;fﬁn the Krio
and English constrdctions. R
\..~  English - .  Krio -
My friend’'s book ; LR . mi padi ¥ buk
Those girls' dolls "dem titi dem bebi dem

-

The second example in Krio illustrates the importance’ of

word order in the 1anguagg. . It shows that,function; and
meaningé of words indicated in English through ‘'inflection
are indicated in Krio by word oxder. ' ‘

The linguigtic system which has been. singled but for

investigation in £his study -- the ténse/aspect system --

» also exemplifies the distinction between English and Krio

with respect to the use of inflection and reliance on word

L}

order. It | also illustrates " the kind of superficial

_ similarity that exists between the two languages which can

§

misguide the Krio learner of English into thinking that the
i

two languages are actually closer than they really are.

Before these distinctions and similarities are discussed, it

is in order at this point to define tense and aspect since
e
the d1st1nctlon between the two isinot always clear. This

lack of clarlty is ba51ca11y due to the fact that both tense

w
>

Ny
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and aspect are connected with time, though in different

ways, and that in English and Krio, 1like many other

languages, Qhé forﬁal devices +t6 indicate them are

& T - - N
conflated. My definitions are based on Comrie’s (1976)
study. . ) .

LY

, Tense is a deictic relation between (a) the time of ,an

event and (b) any'other point in ?ime, usually the present

monient which is tge time an utterance referring to the:

- - 1
action or event is made. Thus, in general, an action or an

-

event described in the past tense octurred prior to the

&

moment of <peaking. One described in the present ‘“tense.

"takes place at the moment of speaking, whereas one described

. in the future tense will occur aftér the moment of speaking.'

Aspect, on the other hand, is concerned solely with the
time qf an action or event. In Comrie’s words "aspects are
différent ways of viewiné the internal temporal constituoncy
of a situation" (1976, p. 3). An action, for example, can
be viewed\inlits entirety as an unanalyzed whole, e.g. "He
looked at me.". As such, the actipn (of lodking) is
cgmpleted and“therefore the perfective aspect is ascribed to
ii. An action can also be seén, not in its entirety with
beginniﬂg. middle and end all rolled up into one, .but from
fhe inside. It één be opened up, so to speak, so that the
speaker can be in the middle of the action. In this state,
the event is not bompleted and therefore it is ascribéﬁ an
imperfective (progressive) aspect, e. 8., "He was, looking at

-~

me.” (See Comrie, 1976, p.: 3.) It should be noted " that

.

both this and the preceding example are in the past tense.

@
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The tense does not change because tlie reiagiéggbatween the ' -
~ time of the action and the time'feferring to . the. action - .
remains the same: ” \
| ‘TaSle ’37i, brings out the different tense and aspect -
forms in English and Krio. '

* TABLE 1/1

Tense " . Form
. Krio Past "bin + V ("bin" is basically an
3 ’ ) indicator of past
) 5 anterior, .l.e. . of '
R “ . past-in past) . \\\_\‘\w%
., . Future go + V o D
. Engiish Past i V-ed
- > ‘ : . Past. irreg
. A ) Present V-9 .
’ . “ . V-s (3rd pers. sing. only)
. Aspect Form
. Krio " Perfective g+ V
» + don + V
Progressive de + V . ,
Habitual - kin + V .
. ‘ ’ 'd? + v
English " Perfective ihqve + V-ed
-en
< Progressive be + V-ing' K ‘

It can be seen from Tigle 1/1 that because Krio verbs .
' are monomorphemic and can thefefore not embody syntactic

- o . \
. features such .as “tense through inflection, ° tense is #

indicated through auxiliary verbs. Tense in English, on the

other hand, is indicated through infléctions. ,Aspect in

~a

lEnglish, however, 1like tense and aspect in Krio, is

indicated through auxiliary verbs. Thus, there is a

-
r

structural similarity between English aspect formation and

. 'tenié/and aspect formation in Krio -- which is [Aux. + V].

. r
]

L
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It can be seen from Table 1/1 that the English unmarked

present _ form 1i.e., V-@ corresponds to the unmarked

.

. perfective form in Krio. This correspondence’ extends to the
4
functions of .these forhs as some unmarked verbs in Krio are
equivalent in function to English present tense. Consider -

the following examples. 8

3 .
"English Krio .
. I know 4 sdbi
I like, d 1k
I remember 4 mEmba
\ I have - . d g€t
Ilive d tap

N "
@ + V perfective form in Krio is also implicitly. an

T

indicator of past time and is therefore also equivalent in

L

fungtion' to the past tense in English as. the following

a

-

Qxamples show.

- English . Krio
He walked i wakd ]
- He ate - iit
He wrote . 1 rait

Tables 1/2 to 1/6 show the functions of tense and aspect
A .

forms used to express past and present time in English, and

the tense/aspect forms in Krio which correspond in function

M

te each form in English.9

.
:
' ~ - ' .
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Functions of the, English past
tensé in expressing past time
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TABLE 1/2

Tense/aspect forms used in
Krio for equivalent function

]
(1)To indicate definite point
in

e.g.: (1)Billy ate everything
(last night) .
(ii)He lived in London
{for 4 years)
~ii)He knew where I was °
iv)0ld Jack Jones played
in the band for ages
- (before his death)
(v)Did you see me on
stage last year? -

2

5

bin + V
@+ Vv

Billy it Jltin nd. net ,

i bin tdp nd London

(£2 4 jia)

i bin no usdi & bin deX

ol Jack Jones ple na di ban »
£f> 1ong (bifo i dai) s ‘
ju (bin) si mi nd steY 13s
jid? .

- D = - - - -

*dexzlocated
o vt 4‘

.’)

Caad



v Functions of the English
present tense jn expressing
\present time

TABLE 1/3

i Tense/aspect forms used 1%
iKrio for equivalent functions

3

X

{(1)Unrestrictive use (no
time limit)

(a)To express universal truths

(i)Human beings have
two eyes
(ii)The sur’ sets in
the west
(1ii)Onions smell -

e.g.:

(2)To depict present state

(i)He loves me
(ii)We 1live in Freetown

e.g.:

(3)To indicate habitual
iterative actions or

or
events

(i)Harold works at the .
University

(ii)Jafhie walks to school

e.g.

(4)InstaAntaneous use (to des-
cribe events or actions as
they occur)

e.g.:Jimmy passes the ball to
Kofi, Kofi dribbles,
kicks it to Ali, Ali
heads the ball -- and
it's a goal

0.9

o
+
<

motal mdn g€t tu Jai

{1
:
:
:
t
"
E
] 5 * e
' .
i Di s&n de go dong nd di
! wEst
! jdbds smEl
E 2.t
! 1 1€k mi
! wi tdp nd Fritdng
]
! kin + V
! de + V
g 3 '
! Harold de wok nd di junivadsiti
[]
HJamie kin wakd go skul (or)
! Jamie de wdkd go skul %
'
{ Predominantly @ + V though
! other forms such as de + V N
{ can be used
' -
[} \
! Jimmy pds di bdl gi Kofi,
! Kofi de dribul, i kik am gi
! Ali, Ali €d di bdl -- En @
! nd gol .
- .
/" ® -
" ¥ 4
: -4
) /"¥
. o
0 'Q-"
3



. . TABLE 1/4

Functions of the English prog-)Tense/aspect forms used in ’
, ressive aspect in relation to |Krio for equivalent functions
present and past time

(1)To indicaté temporary sit-
uations, activities, etc.

(a)To indicate duration but of

of + V (pres.) N
a limited nature \ -

in + de +-V (past)

e.g.: (i)l am looking after
P~ . . Joe’s cat while he’s
' on vacation

de
bi
&.de mén Joe T pus we
i go waka .

[Cf. I look after {a de mén Joe Y pus °
. Joe's cat now] n&n] :
(ii)She is cooking out- i de kuk nd do

pre
. n, —- G- . - - w® m——————,———— - -

side

(b)To indicate actions, events! de + V (present)
" . ete. that are not necessar-) bin + de + V (past)
. ily complete i don + V'’ (present) -
' ! bin + don + de + V (past) )
i ; .
e.g.: (i)It was getting dark ! I bin ddn de ddk we i 1lg&f’
when hée left the bar ). di ba
(ii)The child is becoming! Di pikin d%¥n de les
lazy . H
[ (iii)She got off when he | I kdmdt we i bin de stdp
was stopping the car ; di motokd
[Cf. she got off when! [i kdmdt we i stdp di
x, he stopped the car] | motokadl]

€0

o ‘@




TABLE

Functions of the English per-
fective aspect in relation to
present.and past time

A

1/5

"'Tense/aspect forms used in

‘Krio for equivalent functions

{

4

Present perfect:

(1)To indicate actlonsj events

past and lasted _p Lg " the
present, or have results
persisting at the present

(a)dontinuation-up-to-the-
present

e.g.: (i)He has lived in Lon-
. don for 4 years- s
(1i1)0ld Jack Jones has
played in the band
for ages

‘e
(b)Past events,; actions etc.

with results persisting at
present "

e.g.: (1)Billy has eaten

everything so we have!

nothing .

(2)To indicate some indefinite
point of time in past

e.g.: (i)Have you seen me on
stage?
(ii)The Jacobs have been
to London

[Cf. The Jacobs have’
gone to London]

____‘:;--

[8)
+ 3
<

S Jeb
<+

7

4 don tdp nd London f>

4 jia

01 .Jack Jones don ple na di
bdn faslang

j—-_———_-----_-—_-_—--------‘_——- -

-

. nd gé€t ndtin

"1 Billy (don) it a%tin so wi

Ju don si mi nd steY?

Di Jacobs d&m ddn go
Londdn i
[Same as apove)
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. TABLE 1/5
(cont'd)

Functions of the English per-
fective aspect in relation to
present and past time

e

{Tense/aspect forms used. in

iKrio for equivalent flunctions

-

3

b

Past perf;ct:

(1)To indicate actions, events

or states that began at

some definite or indefinite

point in the past apnd cont-
inued to another, more rec-
ent, specific point in the

past

e.g.: (i)0ld Jack Jones had
played in the.band
for ages pefore his
death

(ii)Had you seen me on
stage before tonight?

{iii)Billy had eat®n
everything so we had
nothing for lunch

o

!
i
]
i
t
i
1
1 4
1
]
1
[}
]
'
]
)
1
)
[}
)
1
J
{
1
1
{
[}
!
]
t
i
1
1
1
{
]
]
]
1
1
'
'
]
]

bin + (don} + ¥

\»

01 Jack Jones bin (ddn) ple
nd di ban £3 1ong bifo i
dai

Ju bin don si mi nd stey
bifo dis n€&t? _

Billy bin (don) it Oltin so
wi nd bin g€t ndtin £O
1on¥
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TABLE 1/6

Functions of the English per- |Tense/aspect forms used in
.Krlo for equivalent functions

fect progressive in relation

.to present and past time

Present perfect progressive:

(1)To indicate temporary sit-
uations, events, actions,
etc.. that.began __2 the past
and continued to fthe p pres-
ent, or have res lts that
persist in the

e.g.: (i)I have begn waitihg

(1i)It has been raining--
the ground is wet

(iii)It has been raining
now for 2 months

Past perfect progressive:

(1)To indicate temporary sit-
‘uations etc. that began in

» past and continued to an-
other point in past

e.g.: (i)He had been recover-
ing before he.had the
operation

‘;0

-

- - A AP e e " S dm e e e R S A e = e - e . -

“

a ddon de weit f3 dis kil

Ren bin de kam -- di gr:)n
sok

Ren didn de kdm ndw f3 2
mint .

. -
bin + dOn + de + V

Y

‘i bin ddn de wE.l bifo d€m

du di oprean p&n am

e

s

&



Explanajions for Differences

}
The preceding outline of some syntactic differences

between English and Krio is aimed at showing thap‘in spite
of the common. lexical base and similarity of certain
linguistic elements, there is some distance betyeen Krio and

English.” Different exflanations could be gfven for this

hoL

distance. To those like Andersen (1983) who see European-

_.—~based creole languages within the framework of a " language

¢

acquisition continuum, the distance between Krio and English

_could _ be seen. as the distance which exists between
. « -, .

™
'}nte:language approximations of the. ta}get ‘language
sygtém and the target language system itself. This
viéw “of the distance would be based on the belief that
languages 1like Krio started off as a developmental pioéess
towards a target language, the European base language,(but
because. of restricteq access.to target language input tﬂe
interlanguage stabilized and a new ianguage, a éreole, is
formed. N | , ‘ =

Subscribers to +this view of Eur&pean-based cfeoles

usually adduce as evidence to support their view tﬂe
3

v

similarity of linguistic characteristics of creole
structures and earlyo interlanguage forms of the

corresponding European languages (see Schumann, 1978, \for

F

%example). The fact that Kfio negative and interrogative

anstructions are similar to interlanguage forms‘\ﬁ oduced .
in the  early stageiﬁof English acquisition would see to
give credence to the view that Krio, 1like all ’ Engl}s -

based creoles; is an ‘"underdeveloped” form of English,

- "
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However, it could be argued that the interlanguage negative

construction 1is also similar to the terminal staé% fully

'developed forms in Spanish. This, of course, does mean

" that the Spanish forms are interlanguage forms of English"as

Spanish  is historically and linguistically considered as a
separate linguigtic i{ftQP from English. . In the same vein,

L4
it could be argued that the differences between Krio an%

'English could be con%idered as typical. of the differences’

-

' y ’ ) -
which exist between any two languages.

Researchers 'such- as Allyne (1980), Sylvaip (1936),

| ——

reporied in Allyne .(1980), and.Turné&‘(1947) have triéd to

show that ‘many constructions' in European-based Atlantic

creoles, which are otherwise regarded as simplified forms
) - " v

of the superstratum, . havel clear antecedents in the
) >~ ) 4 ’ v
substratum, i,e. West African languages egpecially those-of

the qu language groubﬁ Aliyné'(lSBO) provides evidence

which shows that the réliance on word order in creole
languages is a%ﬂo a characteristic of Kwa languages.
Verbal particles are used ' to indicate tense . in- Kwa

laqguages as they are in creoles (qgg" Allyne, -p.152).

-

This evidence contradicis Schumann’s (1978) claim that the
( ¢

use of verbal pérticles .in West African pidgin, English, a

" misnomer for he includes Krio in this group, is evidence of
; \ .

pidginization.10

Schumann also mentions that another characteristic of

simplification due to pidginization is.thé'elimination of

o

- N . . '
cextain +transformations. One of ghis examples “ i%  the
. - 4

‘absénce of subjecp-verb inversion in Neo-Melanesian. The
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absence of subject-verb inversion is also a ch ;teristic
of Kfig i;terrogative cqnstruction{ and i also ya
characteristic of queé?ibn formation iﬁ Twi, a Kwa language

(see Allyne, 1980,.p.165). In.addition to the§e, Schumann ' U

also adduces as evidence of pidginization the use of

S // ' preverbal "no" in American Indian pidgin English and pidgin . -

English spoken by immigré%t workers in Australia. As has

,been pointed out, Krio also makes use of.preverﬁal negation,

. N

and the form of the'Krio negativizer, "nJ" is definitely

derived from English. The . influence on the position of

the negativizer in the construction, however, is-not so
cer'tain:  Languages such as Yoruba, Ewe and Ga, all of

which belong to the Kwa langugge group, show preverbal .

S

~

“negation (see Hall, 1966),
The point 4is {that the linguistic characteristics ¢ .
, T~
which have been used to support t?e,view that Krio, like

all Europeén:based creole languages, is a reduced and
"underdeveloped” system of the, European base language may-
0

3

also be .used as evidence to support continuities Iof the

substratum.11 Thus, it is just as-reasonable to assume

|

) . .
that the differences between Krio and English are:. (a) the

. . 4

usual differences which exist betwepn two languages, as
to assume that they Aare (b) 5 difference between a
"fossilized" interlanguage system of English and the, fully.. ..

developed Englisﬁ system.

Indeed, it ' can % hypothesized that the

differences could be "de to the correspondence between

[}

certain structures of the substratum language(s) and ML

a
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- interlanguage structures of the superétratum language. This

correspondence qould have led to the preservation *of

o

,constructions such as preverbal ne%gtion and the absence of
subject-verb inversion in interrogative construction in
Krio, which, as has been mentioned, have antecedents in the

R f
substratum and at the same time are similar to early

_interlanguage forms of English.

- Ta

/‘/”"  Schumann (1979) and Zobl (1980a and b) provide simildr

explanations to atcount for the sl%w restructuring process
. or foésilizétion of preverbal negation by Spanish learners
of English. In ‘essence, both Schumann 21979) and Zobl
(1980a and b) suggest as explanations that the strﬁctural
correspenqs?ce between an L2 interlanguage structure and the

terminal st&ge of ‘an L1 structure has a retarding effect on

the deveiopmenz of that structure, in this case negation,

FY -
fd
£l

towards its target language norm.

. i ‘ .
In a similar manner it is possible that the structuraf

‘correspbndence between fully developed terminal étage forms

. of structures from ’the substratum and @hé interlanguage

: forms of the supers£r§tum structures léd to the preservation
©of these forms in Krio.

To summarize, it has been shown in the preceding

"\

ou}}inelof the Krio language that Krio is not a debased form
of ‘English but rather a separaté linéuiiﬁiq system which‘is
.closely related to -Ehglish and certain West  African -
lénguéges. The similarity of lexical items, ho;ever, and of
some syntactic forms and functions make the two languages

‘appear closer than they actually are, and also clq@k




. : oo - 34
o . \5 . ¢

important differences between the .two languages. This state
: . ),
~ of affairs, as mentioned earlier, ~“léads to many

mis?onceptions of the relatiohship between Krio and qu;i3h7"‘ N
the most important of which is the yigw,that?“é%élish-based
creole speakers are operating the ;ame linguistic sy$£em as
JEnglish spedkers. This’view gives rise to the belief that,
in learning English, Krio speakers, like otﬁer.Engligh-based’ -
.creole speakers, are not acquiring é new linguistic system |

Buﬁ“*rather, are rectifying oddities within the linguistic

system‘oflEnglish which are brought about by the speaking of

a debased VQ;tetqui\fhat system. . .

. ’ “

.
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. Notes

Bl

The terms ‘acquisition’ and ‘learning’ are used as’

synonyms to describe the process by which a languag
is gained. - . ﬁ

Some of the similarities and difference% between
English and Krio -are brought out  later in this
chapter. _ :

I have chosen to'use the term ‘language’ instead

of ‘dialect’ to refer to creoles. My decision is
partly based on my belief that the differences
between a creole, such as Krio, and its standard are
sufficiently great that the creole should be treated

as a separate entity. Furthermore, the old adage
that a language is a dialect with an army or a
navy... (quoted in Winer, 1982) seems to hold true.

Scholars such as Edwards (1979) and McDavid (1970)
have noted that the definitions of language and
dialect often d@%end on social and political rather
than linguistic considerations. McDavid illustrates
this point in the following words:

. 5
...it is often the chances of political and
cultural history rather than any structural
discreteness that determines whether we have
a separate tongue. Bloomfield (1933) points
out that the Dutch-German speech community is
a- continuum, stretching from the English
Channel to the Oder and the Bohemian
mountains...but nationalism in the
Netherlands and later in Belgium has
established beside standard Gepthan two
prestigious local varieties in t Northwest
as official languages under e names of
Dutch and Flemish. In the:Soyfet Union there
seems to be no sharper boundéry between Great
-and Little Russian thap/that in northern
Pennsylvania between th orthern and Midland
varieties of American Bhglish. In the United
States, however, ‘'wheré most of the non-Jewish
immigrants from Impgrial Russia came from the
Ukraine, - Ukrainidn is identified as a
separate langua (Fishman, 1966) and its
specific encodragement is one of the
instruménts ed to strengthen the ethnic
identity of fparishes and neighbourhoods (p.
47-48). ’

35 d
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Figures are from The International Handbook of
Educational Systems: Africa and Middle East, 1983.
These statistics are probably from 1963 census. It
is difficult to get recent data on the ethnic
composition : of the population mainly because of the
government’'s effort +to create a modern' national
identity.

The Kwa language group is a subgroup of the Niger-
Congo language group. The languages which belong
to the Kwa group include Twi, Fanti, Asanti, Ga, Ewe,
Yoruba, Igbo, Nupe and Edo.

One difference between Krio and Caribbean creoles
is that wunlike most other Caribbean creoles, tone
plays a significant role in Krio. Researchers have
commented on the grammatical importance of tone in
Krio and some have éven described Krio as a +one
language. For.discussion on tone in Krio see Fyle &
§ones (1980) and Nylander (1979). ’

The alphabei used in this study will largely be

phonetic. The following phonetic symbols are used:
Vowels Diphthongs
(beat) i u (book) ai
(bay) e o (boat} “ au
(bend) ¢ > (buckle) ai

(bag) a

P t g k kp
b d y g gb
m n

f s 8

v z 2
W 1 J

Conventional letters will be used for‘ the

_following: 4p/'ny; /D/ ng, nk; /¥/ r. Propqr names

are also wriften in conhventional alphabet.

Vowels and diphthongs all have nasal correlates.
E.g. ¥, &, a1.

Under certain conditions English yes/no questions
are formed by using S V O order with :rising
intonation. .

Words written within square brackets underneath
Krio examples are literal translations of the latter
into English. -

L
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7. It could be argued by some that English makes use

: of serial verb constructions such as in “come go
with me"” or "come look at this."” These constructions
are limited, however. 8

8. Bickerton (1977) suggests that the-.zero form of
- < verbs in creoles, Krioc included, marks simple. past
for action verbs and non past for state verbs.”
Allyne (1980), on the other hand, notes that verbs
such as "mémba,"” “"want,"” and "1ltk,” though glossed
» in English by the present tense have perfective
meaning. .

9. The functions 1listed in the tables for English
tense/aspect forms are based on work done by Leech

; - . (1971) and Quirk, Greenbaum et al. (1972). The
ascription: of Krio forms to English forms with
equivalent functions is based on discussion on
tense and aspect in Krié and other creole languages
- by Allyne (1980) and Fyle and Jones (1980), as well
as the researcher’s linguistic knowledge of Krio’

and the knowledge of other native speakers of Krio.

I am aware that Tables 1/2 to 1/6 are not
exhaustive in that they do not bring out all the
functions of the different tense/aspect forms in
) English. The reason for this is that only those

functions which are of relevance to the present
study -- i.e., those related to the expression of
past and present time, and those which are
indicated by, or ought to be indicated by the forms
subjects used -- arg considered. The use of the
simple .present tense to indicate future _time, for
example, as in "I start work next week,"” is not
listed as the expression of future ' time is not
considered in this study. Likewise, +the use of the *
simple past tense to refer to “the present, e.g.,

N *"Did you want to see me?"” to convey a polite tone
is- excluded because there is no context in the
corpus” . in which this function is indicated or ought
to have been indicated.

. 10. . In his illustration of characteristics of

. " pidginization, Schumann equates West African pidgin

English with Japanese-English pidgin and American

Indian pidgin. By uating West African piqdgin

English with these others, Schumann does not take

cognizance of the fact that West African pidiin

- , ) English inclpdes creole varieties like Krio which: is’

a stable ully developed 1language with native

«speakers. 7

11. See Bickerton (1977) for counterargument on the é‘
role of the substratum in creocle languages. . .
@ %

b
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Language learners’ errors are regarded as the product

ﬁ_ﬁhrough which the process of language acquisition and use

&

can be investigated. Corder (1967),- for instance, states
that learners’ errors are significant in three different
ways, one of which is that "...they provide to the
researcher evidence of how language is learnt or acquired,
what strategies or procedures the learner is employing in
his discovery of the language” (p. 11). The perception of
L2 learners’ errors and difficulties, Qnﬁ of the underlying
process of second language nguisitio; have changed over the
years. In the 1950s.until the mid 1960s'the ContraStive
Analysis Hypothesis (CA) held sway in the field of second
language acquisition research and provided the prevailing
approach to L2 %earners' errors, and explanation of ,the
process of second language acquisition. Iﬂl essence, this
hyéothesis considered the learners’ first language to be the
most influential factor in second language acqui;ition, and
the major source ¢f L2 learners’ errors and difficulties
(see Fries{ 1945; Lado,'1957; Politzer, 1960).

The late 19605 and 1970s witnessed a chanée of approach
to second language learners’ errors and 'difficulties.j
Learners’' errors were no longer regarded as primarily causeq‘
by influence from their Lls. In fact, the learner’s first
language was conside;?d to be of little significance in the

acquisition of the target language. These views, which are

L
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e;emplified ip the works 6f researchers such as Dulay and

" Burt (1972 and 1974) and Righards (1971) are embodied‘}n the

new approach which déveloped in thellate 1860s, the Egror
Analysis Hypothesis (EA).

At present, in the ‘19805 there seeé to be more

“ balanced, less polemic views on éhe relative importance of

L1 influence on L2 acquisition and on theé’ cause of L2
. .

- "learners’ errors. Many researchers now seem’ to realize

-
+

that, = unlike first language learners, second language

learner€ possess a native language which they actively use
"

in the acquisition of the target language (see Lightﬁown,

1984).
In recent yéars, therefore, researchers, in examining

L2 "learners’ errors and other elements of their production,

o

have focussed their attention not just on proving the
existence of L1 influence but, more importantly, on showing
the. nature of éuch influence., Researchers such as Gass
(1979) and Zobl (1980a and b) for )example, haQe, from
different perspectives,. tried to show undé? what conditions

and in what domain of the L2 L1 transfer is most likely to

)

occur. Such investigations are based on the observation

ki
that L1 transfer is selective, 1i.e. that L2 learners do not,

‘transfer any and all aspects of their L1 tp the L2. One

e

explanation for thisusélectivity, an explanation which may
also partly account for® Krio speaking ESL learners’
. "production of tense and aspect in English, is the notion of

perceived language distance. This notion will be discussed

in this chapter but first a brief outline, from _ an

x

5
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historical Cperspective, of contrastive analysis and error.

analysis hypptheses is ' given in which the basicntenets of
each hypotheils, and the theoretical prlnciﬁles upon which
they are based, are reviewed.

’ 3

Contrastive Analysis and Error Analysis . .

Contraﬁtive analysis and error analysis have providad

two basic techniques used by applied linguists and language

teachers to describe the difficulties second language
learners encounter in acquiring the targét language, and the

qxplanatory ff%mework within which these difficulties could

k]
be accounted for, .

*y

Contrastive analysis, based on the technique of

g i
. comparing a learner’s native and target languages, was the

first of the two hypotheses to be develdggg, and had wide
currency « in the field of second language teaching from the

1940s +to the 1960s (see Hakuta and Cancino, 1977). In

essence, proponents of constrastive analysis hold the

position that the difficulties second language learners

encounter and the errors they make in using the second

language can be predicted if a comparative analysis of the

learners’ native language andézhe target language 1is done
(Banathy, Trager and Waddle, 1966; L&ado, 1957); Accordiﬁg
to the hypothesis, the results of such ‘analysis will
indicate the lfhguistfb elements of the L2 which will pose
problems for the léarners J In a very general sense, it is
bellevef that learners will have difficulties and produce

2

errors when structures of the L2 differ from those of the

+
s

y
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Ll‘ When the linguistic elements in both languages are
similar, learners will produce error-free utterances -(see

Fries, i945; Lado, 1957; Politzér, 1860). Lado (1957)

.i

states that - : . ®

Those structures that are similar will b easy
to learn because they will be transferrpd and )
may function satisfactorily in +the jforeign?
language. Those +that are different=will be.
difficult because when transferred they will not
function satisfactorily in the foreign language
(p.59).

] . é.

From the contrastive analysis perspediive,s language
transfer, that is, the use of L1 rules or stéﬁctures in the
L2, is the. main process on strategy at work in L2
,acquisition. Where the featufes of the L1 and the L2 .are
different, learners will have difficulty because ‘sthe

t,}z;ansfer of L1 features to the L2 ' in such. circumstances
¥, v R 4 'f"

DR SN \ ' . !
“ will result in errors. Such transfer that results in errors

is' sometimes termed "negative transfer.” Transfer which

av

results in error-free performance is termed “positive

transfer” (see Dulay, Burt and Krashen, 1982, for a“'

discussion of the origin of thkse terms).

The princip,}es upgn which the contrastive analysis
approach is based_are‘:t;-:\ken from tyvo theories that’, were
prevalent at the time of format::x.on of the approach in the

L)

1940s. These theories are structurslist linguistics and,

‘behavioural psychology. The comparing of languages and the
tecfmique of anals}sing a language by reducing it to its
basic patterns, grammatical relationships and discrete
elements, such as‘ morphemes and phonemes, stemmed from +the

<,
structuralig

_;,,,, view that languages are different and that
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each language is a self-contained system made up of
discrete elements which occur in fixed relationship and
create larger units.

The contribution of behav;oural psychology to
contrastive analysis is Dbasically 1its stimulus—-response
theory, , of language acquiiitioﬁ. Behaviourists such as
Skinner (1953) hold thec view , that language is learned
through the establishment of habits and that habits result
from reinforcement and reward of desired behaviocurs ()see
Rivers, 1968). According to the behaviourists, language is
"behaviour,” a set of habit:s %cquired by a child growing up
in a particular culture. Second language acquisition was
therefore seen as the replacement of old (L1) habits by new i ¢
{L2) habits. . . )

This- view of ianguage learning was incorporated into
contrastive analysis and gave rise to the belief tha't:
learners’ dif‘ficulties in acquiring a target language are, '
the result of L1 habits interfering with t;le acquistion of‘ ¢ v
the habits of the L2. Hence, L2 learners’ errors were
regarded as counter-productive in L2 a‘cqgisit‘ion, and were
therefore impeaiments to the learning process. Behaviourism
also gave rise to the view that’ L2 learr;\ers’ difficulties
could be overcome by the strengthening of L2 habits throug'ix
constant_re'inforcement. imitation and repetition. This
led plroponents of contrastive analysis to advocate the
correctlon of all errors by teachers, through repetition,
mimicry and .constant practice (Banathy et al., 196%; Lado,

1964).
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The view and treatment of L%ﬁlearners’ difficulfiés and
errors from the error analysis hyggthesis aéproach differ
considerably from those of contrastive analysis. First of
all, unlike contrastive analysis, error analysis does not‘
attempt to predict learners’ difficulties 'or errors.
Ins€ead it limits itsélf to describing and accounting .for
thé errors that learners maksa. The position  taken by
error énalys%ﬁ\ with respecfﬂto learners’ errors is that

errors are predominantly the result of incorrect

hypotheses learners make about the Llanguage they are

'learning. The source of learners’ errors is the L2 itself

and not in the L1. These errors, termed "inp:alinéual" and

' N L] ]
“"developmental” errors are considered to be similar to

o

those made by children learrxiing the target language “as

-their first language, and are also Qhought‘ to be common in

the production of the target language by L2 learners from
different Ll backgrounds (see Dulay & Burt, 1872, 1874).
Richards (197}) describew this group of errors as follows:

Rather than reflecting the learner’s inaljdity
to separate two languages, intralingual $&and
developmental errors reflect the learner’s
competence at a particular stage, and
illustrate some of the general characteristics
of language acquisition.% The origins are found
within the structure of English {[the target
language) itself and through reference to the
strategy by which a second language is acquired
and taught....These are...errors we might expect %
from anygne learning 4{the target language] as a
second language (p.173).

The error analysis hypothesis apprcach was strongly
influenced by research work on first language acquisition

1

. #
which indicated +that first language learners’ errors were

¥

s

4
8
kY
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sysfematic. The tenegs'of error analysis, like those of
contrastive analysis, are based on linguistic and
psychological theories which were‘prevaient at the time of
formation of the hybothesis -- in +the case of error
analysis, 1in +the late 1860s and early 1970s. These
theories are Transformation-éenerative'linguistic theory
(Chomsky, 1957) and cognitive psychology‘ {Chomsky, 1968;
Lennenberg, 1967; Miller, 1964; ‘see Bell, 1981). These
theories shaped the views of error analysis with respect to
languageﬁand lénguage acquisition. ' g

Chomsky ﬁ and his. fellow transformationalists and
cognitive psycholdgists viewed lanéuage ‘as a méntal
phenomenon, a rule-governed activity that relates meaning
to form. They considered language to be innate in m;; in
the sense that each individual is born with a knowledge of
language which 1is triggered and set in motion by external
stimuli (Chomsk&, 1965). Lang&age is also considered to
be wuniversal in its most abstract form, in the sense' that
all languages share certain characteristics which 'pe;mit
them to be labelled as human languages (see Be11!,1981). _

Language, according to Chomsky, is too complex‘t6 be
acquired by imitation and repeti}ipn. He contends that
learners internalize a complex SYS;eﬁ’of rules wﬁmichh they
use to generate all grammatical sentences of a languagé;
Researchers such as Corder (1967), Jain (1974) and Richards

N

(1971) hold the view that in internaliziﬁg these rules

learners make hypotheses which they test. Errors result

S
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when these hypotheses are incorreot. Bell (1981)
describes the cognitivis§§“ view on language learning, ,and ~
o

by extension that of err analxsis, as follows.
...the learnerﬁ exposed to the data of the
- language. . .attempts to create "cognitive maps”
for himself by means of which he makes™sense of
the data. He acts, that is, 1like a scientist
formulating hypotheses about the system to which
he is being exposed and trying the rules he has
worked out on native speakers. On the basis of
their acceptance or rejection, he can move on
in the knowledge that the rule is corrdct ‘or
else try out alternative hypotheses, until he
hits on one that they will accept (p.105).

Within the framework of error analysis, therefore,

language acquisition is regarded as a creative process “in
. ) .
which the learner actively participates. His error's are

seen as the windows through which this creative process

*

could be viewed and examined, and the learners’ progress

towards the target language traced. Rather +than . regard

learners errors’ as signs of, failure as does contrastive
L LY

analysis, error analysis considers learners’ errors to be a

o

natural a?d necessary part of languagé' acquisition.

The de-emphasis of contrastive analysis and the rise of

error analysis in the 1970s basically stemmed from the fact

that the majority of legkners’ errors were found to be

common -among all learners even with different first

%

1angﬁages. This meant that learners’ errors could not be

©

.éonsideréd as the result of- their first language (Dulay

and Butt, 1975; Jain, 1975; Richards, 1971). Such findings

“ L

challenged the claim made by contrastive analysis that

O

learners’ L1 1is the major source of learners’ errors.

Also, the claim made by contrastive analysis hypothesis that.
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L2 learners’ errors are p;edictable -could not be
supstantiaﬁed.by’evidehce from research. studies or from the
classroom (see Gass gnd Selinker, 1983). Furthermore, the
view that L2 legrners’ errors reflected the interf;rence of
L1 habits on L2 acquisition was challenged by cognitivists.
The loss of credibility of the, traditional . form of
cohtrastivé analysis, now known as the strong form or a
Qgig;; version because of its claim to predictive power,
gave rise to a weaker form ochontrastive' analysis. Thi§
form is explanatory'réther than predictive in néture and
is not inextricably linkea fo behavioural psychology. ' To a
great extent this form functions-within the bréader
framework of error,aﬁalysi;, ife., the lingui;tic study and
interpretation of learners’ errors (see ﬁakuta and Canciﬁ;,
1977).

The Notion

f Perceived Language Distance

Although it is no logger generally accepted that
language transfer is the only major '.process in L2
acquisition, there now)seems to be a growing awareness 6n
the paf% of reséarchers in L2 acquisition tﬁat L1 transfér
is indeed a central process in L2 acqugsitioﬁ. Gas§ and
Selinker (1983) rightly peint out that many reseafahers have
in recent years come to realise that the process of language
transfer 4is not incompatible with the "cogpiiivist" ‘viewé
of L2 acquisition. This view is reflected in the followiné

statement by Lightbown (1984).

a




» ) The learner creates a systematic interlanguage ~
) . which is often characterized by. the ’ same
’ systematic errors as the child learning the same

language as the first “language, as well as
others which appear to be based on the

’e b learner's own native language (p.176, emphasis
» : mine). " -
Researchers such as Cancino, Rosansky- & Schumann

" (1975), Corder (1967), and Schachter (1974), believe that
' »

‘ . - ~ * »
the learner uses his/her L1 &8s the basis for the testing of
-

hypotheses about théx LZ.’ Schachter ,(1983) " adds & : new
dimension’ to the view of the role of the L1 by 'suégesting
that .the L1 serves ., as a constraint on the kinds of

H N
hypotheses that a learner can make about the L2. In essence,

language transfer is seen as a cognitive phenomenom (Zobl,

1

. 1980a&b; Gass, 1984) This view is partly based on the.
¢ Dfact that many research studies " have found that L1
/4 transfer is selective. This means that learners dé’ not
] transfer any and all L1 phenomefa to the L2. Langu;ge
transfer seeﬁs to be systematic. . Zobl (1980af, for
- - eQémple, notes that Japanese learners of English do not

“transfer the Japanese negative marker to English.
\

Schachter and Rutherford (1979), on the other hand found
that Japanese learnersj‘of English tr;%sfer the tgpic-
comment  structure of tﬁéu Ll to English.  Zobl (1980b)
notes that Ffench learners ,0of English do not transfer ~ the
French’ pﬁonominal O V word-order to English, //put do

transfer the French rule whlchkrestrlcts noun- subject

_inversion in gquestions. -
(

’
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What, one may ask, gives rise to such selectivity? To

~ fr} »

pose phe question\fnother way, why do L2 learners choose t9
transfer certain ‘aspects of their L1 and not others? A
"\( plausible: explanation is proposed by\Kellerman (1977, i939,
1983), an explanation that has bggn impliectly or expiicitly
corroborated by researchers such as Zobl (1980a),
‘Schachter (197{), Gass . -(1979), and utherford (1985).
. According to Kellerman, learners’ decisions to transfer or
not to transfer Ll elements to the target languagecare based
1 Bn both their perception of the relations Between their Lt
. aﬂd, the target language and their notion of Kow unjique 'or
"marked” the structures of their L1 are. XZ/ Kellerman's
view, if’ a learner perceives a particular L1 structure to
‘ be specific to his/her native language because ‘ that
structure is irregular, infrequent, semantically or
syntactically opaque, he/she is unlikely to trangfer that
structure to the target lénguage. On the other hand, if
the learner regards the L1 structure as a language-neutral
. feature,‘ that 1is he/she considers the structure to be
universal among.}anguages~or at least common to both the L1 .
“and the target language, ?hat structure is(likely to, be
tranferred to the target language.l In a similar vein, the
! acquisition of an L2 which in tbe learner's opinion 1is
closely related tosthe target lanéuag;. by virtue of the
fact that many cross-linguistic ties can be made, will
evidence more instances of Ll transfer than .wili thee

acquisition of a target language which the learner considers

to be unrelated or distant from the L1. Kellerman (1971)
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states that these two factors are relative and interact with

each other in determining which L1 elements the learner will

most likely transfer. It is possible, for instance, that a

highly marked langu;ge—specific i£em may be tranferred if .

the learner perceives the L1 and L2 to be close. On the
other hand, a language-neutral leSS marked item may not be
tranferred if the leérner éeréeives tﬁe L1 and L2 as
distant.

‘Tﬁé’learqer’s perception of language distance, referred
to by Kellerman as the learner’'s :pgychotfpology,“ is, in
Kellerman’s view, dynamic,‘ for itwgradually changesm?s the
learner’s knowledge of the L2 increases {(cf. Taylor, 1975).
Kelle;man (1977) states'that

Increasing contact -with. the TL [target

language]...will help to refine the learner’s
view of -the NL [native language] -TL

relationships. This growing perception of the
nature of "the' TL structure 'will aifeq} the ®
- degree to which .he will see his native

language as a viable basis for producing or
interpreting the TL {p.94). .

ideg\éhat the learner’s perception of ¢§he LisL2
changes as the learner progresses\ in the
acquisition of the L2 is implicitly corroborated by ?he
findidgs of certain L2 acquisitional’;tudies such as those

of Huang and Hatch (1978), Ravem (1968), Wode (1876) and

Zobl (1979). These studies all’'show that at certain

stages in the acquisition of the target. language, L2
learners make errors which reflect their Li. However, as
they acquire more of the taréet language these errors

disappear, or change to incorporate .the new knowledge.

¢

T



~ 50

-

In order for the learner tb develop a "psychotypology, " : ,
i.e., to have a sense of t¥e distanée between his/her L1 and’
L2, he/she must attain a certain level of kn?wledge of the : C
LZ2. ‘The;learner must attain a level of knowledge«at which
he/she can perceive similarities between the L1 and L2, and

hence activate the transfer process. This point is

mentioned, by Kellerman (1977) and discussed by Zobl (1980b),

nother. significant aspect of learners’

1

is that it is foqhed in part by the actual ‘
linguistic +typological distance between the L1 and the L2.
Kellerman (1977) makes this point as follows:

Given equal opportunities for learning Spanish ¢
\ and Chinese, the Italian learner could hardly : .
fail to become aware of the similarities between ,1
Italian and Spanish and the lack of them ' '
between Itdlian and Chinese. The learner of -
Spanish will quickly identify cognates, - regular ’
relationships between the morphological systems

of the two languages, familiar idioms etc., so ‘
that interference errors will appear in these

circumstances....Yet the learner of Chinese is

faced with a language so different from his

own...the learner is unable to make the Gcross-
"linguistic association, and _identification
necessary for transfer to take place (pp. 79-
80). *

. 4? 0

The importance of linguistic-typological distance 1in

- contact-induced language change, such as ' in a bilingual

éetting, has been well documented (Haugen, 1856; Weinreich,
1953; Whinnom, 1971; see Kellerman, 1977). Whinnom (1971), ,
for example,AQStafes that hybridization, the .miiing of

languages in a‘contact situation, can” be forestalled if

~the speakers perceive  the other " language as

different and incompatible. In his view, ‘'"words, for
)
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instance;, are not readily tranferred to or from a .language
which has no words in the Indo-European sense, if +there is
no one-to-one conceptual equivalence" Tp. 96)i nAgain with
}espect to the transfer of language forms in bilingual
situations Zobl (1980a) points to the fact that Germanic
languages in contact with English readily adopted English
verbs and integrated them into their morphologies. On the
other hand, Greek, when in contact with English, adopted
few English verbs. Zobl notes that this difference is

]

due to the fact that Germanic languages are closely related
to English whereas Greek is not. Kellerman (19835 notes
Wode’s (1978) finding that German gnd Norwegian ESL
learners produce utterances such as “"Marilyn like no
sleeping"” wHich reflect ‘German negative construction.
Kellerman also observed that such a construction.does not
appear in other studies where the Ll is typohpgically more
Aistant from English, such as Taiwanese or Japanese (see p.
115).  An explanation for this is that speakers of German
. and Norwegian perceive English as being so clpse that . they
assume that the syntax of this tipe of negative sentence ;an
be transferred directly.

A similar pattern of language transfer, i.e. the
greater the ,distance the lower the incidence of transfer,
is observed by other researchers in L2 acquis}tion.
Schthter (1974) reports.that, while her Persian and Arabic
ESL subjects tranferred their L1 rules in relative clause

formation, her Chinese and Japanese subjects avoided using

relative <clauses in English. She accounts for these
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findings by stating that the perception of the similarity
of English and Arabic or Persian postnominal relative
clause' positign activated the transfer of L1 rules by the
Arabic and Pe;sian speakers. -In the case of the Chinese
and Japanese,l Schachter believes that the peréeption of a
dissimilarity between the Chinese or Japanese and English
relative cl@use positioning led them to try to avoid using
English relative clause.

Schachter, Tyson and Diffly (1976), in  their
examination of the role of the L1 in’ judgements of
grammaticality on English relative clauses, reported that
speakers of Persian showed a tenéency to accept as
g;ammatical those English - relative clause cpnstructions
which conformed to gheir Ll rules. Theiri Japanese
subjects, on the other hand, were not willing to accept
relative clauses based on their L1 as grammatical, but
identified as grammatical those based on languages other
than Japanesei It seems that the Japanese subjects were‘
aware of the distance betweeq their L1 and English, and
they“ were therefore reluctant to use their L1 as a basis

Y

fof interpreting the ‘target language. This 1led to the

‘production of fewer errors based on the native language.

Learners at times have mistaken\ notions about the
actual typological distance between the Pl and fhe L2 which
leads to the production of interlingual errors. An example
is reported by Schachtér and Rutherford (1879) in their
study involving speakers of Japanese and Chinese (topic-

’ 1

prominent languages) learning English (a subject-prominent
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Language).; They}?;;nd tﬁat Japanese and Chinese learners
of English overproduced extraposition and existential
sentences such as "It is believed thaﬁggweet flég féave&
contain the power to expel sickness and evil"” and ) “There
is a tire hanging from the roof served as their playgro?nd.“
According to Schachter and Rutbgrford, the overproduction
of such sentence forms is evidence of the transfer of"
Japanese and Chinesé topic prominence, a discourse
function, tg existential and extraposition sentence forms
in English. It ;s very likely tﬂat‘this group of ESL
learners wrongly perceived a similarity between those
forms in English and the toplc-comment structure in éheir
respective native language. Thus, even though therg is
evidence' that Japaneselghd Chinese speakers tend to évoid
certain syntactic transfers, they exhibit trahsfeg?’at a
different level, migtaking Ehglish subject prominence as
topic prominence and thus similar to their L1. ° ‘
Another important aspect of learners’ psychotypology
that must‘be mentioned is that in situations in which the

learner ' knows more than one language, the other

language(s), rather than the L1, may be the motivator of

.transfer. In Kellerman's view, the explanation for the

commonly observed phenomenom that learners make errors
which seem to have their origin not in the L1 but in
another language the learner knows, is that the learner
perceives ,the other language to be closer to ‘the target
language than is the Li. Kellerman adduces as evidence

to support this view, a study done by Sjsholm (in
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Ringbom and Palmberg, 1976). In that study the researcher
tried to identify the source of errors made by Swedes . and
Finns, bilingﬁal in boph languages, 1living in Finland and
attending a Swedish-mediam university. The research?r
notes that, comparatively, many of the errors of the Finniéh
Lla ESL 1§arners evidence influence from their L2, Swedish.
The erro;s- of the Swedish L1 éSL learnerg, on the other
ha;d, evidence influerice from Swedigh, their L1, and almost
none of their errors were attributed to Finnish, their L2.

-

In the researcher’s view, the Finns made morév errors
attributed to Swedish than Finnish because the Finns weée
;ware of the fact that their L1 -was of little help in
acquiring English, as well as perceiving the similarities
between Engiish and Swedish. The Swedisi learners
likew?se_ vere aware of the distance between Finnish and
English and were therefore not motivated to +transfer .from
Finnish. "y

The discussion so far on learners’ perception of
language dista;ce has shown that the strategy of transfer is
likely to be used when the learner égrceives that the L1 and

L2 are similar‘in certain respects. Suggestions have been
\éade in  certain studies that actual and perceived
distance between languages influences the speed and ease
of L2 acquisition. Corder (1979) n?tes that the
acquisition of a language which is genetically related to
the L1 will progress faster than the acquisition of an

unrelated or distant language. Keller-Cohen (1979) seems

to have further evidence for this in her examination of the

-~ \
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development of turn allocatioh techniques in the English of
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her (Swiss) German, Japanese and Finﬁish subjects. She
found that her (Swiss) German squecétuSed more devices
for turn allocation sooner and with morg frequency than her
Japanese and Finni§h subﬁects. Her explanation for this
phenomenon is that there is ﬁonsiderably more cultural and
linguistic similarity between (Swiss) German as against
Finnish or Japanese. Ard and Homburg (1983) also found
that closeness b&tween languages faci%itates lénguage
acquisition: In the{} study, Spanish-speaking leafhers of
English performed better than their Arabi;-speaking
counterparts on vocabulary tests, even on test items where
there were no overt similarities between Spanish and English
words.’ ‘

It has also been observed.in some second language
studies thaf trasferred errors are more persistent in
learner speech (see Selinker, 1972). Mougeon and ‘Hébard
(1975), reported in Zobl (1980b), note that when plotted on
a graph over time, trahsfer errors‘display a more gradual
"cline of elimination than developmental errors. ‘ In his,
study comparing the acquisition of English by speakers with
different first lagguaées; Schumann (1879) reports that
those su&jects whose L1 system of negation is preverbal and
whose negators correspond in phonetic shape to the English

‘negator "no,"” such as Spanish and Italian learners, tend to.
use preverbal negation in English more extensively and
persistently. Scott and Tucker (1974), in examining the

'English proficiency of Arabic-speaking students of English,
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noted, among other things, that Ll interference in the use
¢ of prepositions and articles was a persistent problem.
It ;Y be true indeed that similarities between
r']

languages facilitate acquisition as there are opportunities

for positive transfer. However, it is possible that a high

degree of similarity, as obtains in a c¢reole/standard.
situat%on. can become a hindrance rather than a ‘.
facilitator of language acquisi ion. Winer (1982) makes »

this .point by suggesting that where there is a high gegree
of similarity between the L1 and L2, a point of diminishing
returns can be reached where the similarity becomes a
liability to the L2 learner. In examining the written
compositions of a numbér of secondary school children in
Trinidad, Winer suggests that +the similarity between .

Trinidadian English Creole (TEC) and English obscures the

real differences between the two languages and leads +to

@ significant and special problems for TEC, 1earne;s of

English. Winer reports that although 36% adl non-writing

errors -- erraors whigh are not the result of proBleﬁs with

writing such as punefuation -- were atttibuted to the L2,

English, 35% were attributed to the L1, TEC; and a furthgr

30% to the L1 combined with English. Winer suggests that

the higH 1level of negative transfer (interlingual errors)

may be the result of confusion in the minds of Ebe %earners

whicﬁ may be attributed to the deceptivegcloseness of ¢« TEC

and English. One great source of éonfusion which 2s

g brought out in-Winer's study is the non-equivalency of form

and function in TEC .and English. TEC and English . share

Wy
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many forms, both lexical and syntactic. - However, many of
these forms do not function in the same way in 'Soth
languages. For example, Winer notes ihat "does” is a
marker of habitual aspect in TEC i; the septence \He does

go there.” However, in the same sentence in_. English,
; s

“does” indicates emphasis.?2 ’;;:ﬂ
Indeed it seems that learners’ perception of _th

(.2

distance between the L1 and L2 takes on additional
importance in a creole/standard language learning situation.
This may be because there are more instances of "faux amis"”
in . such.a learning situation. It is likely that the sharing
of many linguigtic features by a creole and its standard

langudge gives rise to a superficial.closeness between

) ; . ¢ .
the ' two languages. As learners® perception of language

distance is partly based on formal linguistic 'distance,
5

creole learners, being aware of the many similarities in the
two lan&gages,» fail to notice gignificant differences , and
hence perceive that their creole L1 and English are much
closer than they are 4n reality. %he point being made could
be‘ i11u§trated' wité the fiﬁdings of researchers such as
Schachter (1874),: Schumann (1878), and Zobl (19B0b).
Schachter (1974) reports, with respect to the transfer of
resumptive pronouns by‘ Arabic and Persian learners of
English, that +these learners percgived the hore ogvious
similarity of the postnominal position of the relative
clause in English and their Lls. They overlooked the
fact that wunlike their Lls English does not make use of

. ¥l
resumptive pronouns, and they directly transferred their L1

A}
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forms to English. Schumann (1979), as mentioned earlier,

.observes that the superficial similarity of the phonetic
"%

form. of the negator "no" in English and that of Spanish

(Lno") and Italian ("non"), together ﬁﬁihﬁhhe_similariiy of

-
3

the pos{tion of the negator (preverbal) in these languages .

. and an early developmental form of English account for the
.e%tensive and persisteﬁt use of preverbal negation ;by
épanish and Italian learners of Englisﬁl Like Schu@gnn,
Zobl (1880b) also believes that the siructural compgtibilgty

of +the Spanish éreverbal system of negation and an English

v

developmental stage gives rise to the persistent use of
préverbal negation by SB%pish-speaking ESL 1learners. In
Zobl’s view this compgtiﬁility triggers the L1 transfer
,proces§% and also‘iPhibits the restructuring necessary to
move- the learner along the developmental continuum to
native-like use.

It is my view that the tendency of ESL learners to
assume greater similarity than actually exigis is more
pervasive in a creole/ standard learning situation as there
are more superficial ‘similarities available on'. which

-

learners can base their perception of the target language.

e
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NOTES , ' ‘

Language-specific items include proverbs, catch-
. phrases, slang expressions, idioms, and inflectional
morphology .» ’ .

Language~neutral items include internationalisms,
Latin expressions, Borrowings from other modern
languages and writing conventions.

Problems similar to those reported by Winer (1982)
.have also been observed in the English of speakers of’
Black American English and have been used in the
debate over the relationship between standard English
and Black American English, and whether the 1latter
should be used as a medium of instruction for Black
American children (see d’Eloria, 1975; Fasold, 1969;
Labov, 1979). ~

§
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Chapter Twg

A Review of the Literature on ESL Learners’ Acquigiéion“

and Use of the English Tense/Aspect §x§i9m

J .

. The acquisition and use of English tense and ‘“Fspect

by L2 learners is one of many areas which researchers hdve

-explored in their attempt to understand the complex process
*

of 'non-native languége acquisitioﬁ. What follows is a
review of the literature in this area of ESL acquisition..

This review is aimed at bringing out both (a) research

findings on the kinds Qf tense/aspect forms ESL leérners'

produce, together with the function§/they ascribe to these.
forms, and (b) inferences. researchers make about the source
of errors learners make when using ;he‘English‘ t;nse/aspect
system. .

Studies on L2 learners’ acquisition of grammatical
morphemes have provided a good deal of information about ESL
learners’ acquisition and use of the formal morphqQlogical
ma?kers of the English tense/aspect system. Studies such as
those by Andersén (1378), Bailey, Madden and Krashen (1974),
Dulay andy Burt (1974), Fathman (1975), Krashen ﬁ£1977),
Largen-Freeman (1975), Mace-Matluck (1978), Rosansky (13876)
and Wagner-Gough (1975) have primarily examined‘tﬁﬁfrelative
accuracy of a number of English grammatical.morphemes‘by L2

learners of different age groups, L1 background and lgarqiné

situation. From these comparisons of dccuracy, some

wh . s '
researchers have inferred that there is a predictable ;ider

of -acquisition of these morphemesifor L2 learners. -With

4
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. N réspect to the acqulsltlon of verb morphemes necessary for
the expre551on‘?f tense and aspect in Engllsh these gtudies*
in :general show that ~the morphemes in thls groupr are

f acquined at different stage; in the development of' the
{earners’ interlanguage (IL) Table 2/1 shows the relétive
order of acqulsltlon of verb morphemes in thns Eroup found

. { PR by Andersen (1978) Wand ffashen (1977).

TABLE 2/1 - . -

N 'Jh , ‘
. The order of acguisition of verb morphemes used to
. ‘ ) indicate tense and aspect in English

4

. ’ Andefsen 1978 Krashen 1977

. . ] [ cop ]

[ past irreg., ]

) | ' \ pastTreg. &
t_3rd person_!

]
¥
[} - -
}

Jg d person 51ng pres. tense
\_ . aux have

T, [ past participle perfect ]

/ //’ ' - :
cop . ‘ °  .The man‘iz fat.
aux . . ‘The boy is playing.
ing The boy is playing. ’I
o . past irregular ' The boy fell. '
: past regular - He arrived safely.”’
3rd person sing. pres“tense He lives here.
aux have I have lived in London.
. . past participle perfect ‘ I have lived in London.

v ™

- . ¢ a "

. . The morpheme\>§tdaies have also been of wvalue in

, revealingkhthe kinds of tense/aspect forms learners, produce
- ‘ . '

i o as they try to acquire the full Epglish forms. An example

;‘ \ “a

P ——

$—

1€
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of this 1is Chamot’s (19*Ql/ktudx on the acquisition of
English }n an untutored situation by ; Spanish-Fftench
. . s
bilingual child. One pf her findings was that her subject
failed to ﬁéovide inflectional endings for verbs, a?d
therefqre ‘used the base-form of verbé to express, among
oéher/things, thg present progreésive.. 3;d person singular
present tense, and the past parti;iple. This finding is not
at all .new or unusual as there is ample evidence which

suggests thgt ESL learqers, regardless of Ll background,

very often fail to mark verbs for tense - (see Dulay and

[+]
“Burts 1874; Bailey, Madden and Krashen, 1974; White, 1977;

and "Wolfram, 1985). The .unmarking of tense Hgs also been

found to be common in Ll‘gcquisit;on of Engrish (see Brown,
1973, de Villiers and, de Villiers, 1973):

Fiﬁdiﬁgs in morpheme studies also shqw‘ thatr ESL
learners produce such tense/aspecy fprms as double amarking

of;the past and present tenses, for example: "losted”; "I-

didn't went”; “He doesn’t knows my name” (Dulay, Burt and,.

L . .
Krashen, 1982, p. 159). Another common non-target form L2
learners produce is‘regularization of irregular past, such

. N

as "seed,” "putted”wand "telled.” It has also been found

" that ESL learners at times provide inflectional endings

?

.such as ”;ing” but omit obligatory auxiliaries. This leads

to the pToductiqp of sentences such as "He.sleeping” (Frith,
1977) and "Donald Duck‘wearing pyjamas” (Olshtain, 1979).
Few morpheme studies, however, examine the functions

learners ascribe to verbal morphemes used to express tei7e

. and aspect in English. A number of studies on ‘L1

L3

DS

g2
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acquisition of English>have examined the functions learners
ascribe to certain grammatical morphemes, and have, for
instance, indicated that in the development of the
»
tense/éspect system, children’'s use of verbal inflectional
- forms is first guided by aspeétual notions rather than
tense. Bloom, Lifter and Hafitz (1980), for instance,
report that children learning English as a firs€ language
use certain inflectionél forms almost exclusively wit;
certain verbs. They found that verbs which share a specific
inflectional form/,share certain aspectual values: They
note, for examplé; that actioh vérbs that occur with -ing
such as “play,” “ride,” "write" and "hold" all tend to be
durétive events extending over time and are non-completive
in nature, in that there is no immediate clear result (see

p. 397). They also found that those verbs that the

children produce in past tense forms, regular and irregular,

named non-durative, momentary events that _tend to be
completive. Examples of such verbs are "find,” "fall"” and
. "break.” RN

o

) Few studies of this nsture have been done in L2
acquisition of English (gee Andersen, 1964). One study,
nevertheless, which inve;tigates whether L2 learners have a
system in _déing verbal morphemes to indicate tense and
aspect is Kumpf:s (1984) analysis of a Japanese ESL
learner’s temppral system iannglish. Kumpf fou%d that her.
subject used the base form of verbs (unmarked Lerbs) ‘to-

indicate completed action in the foreground (the basic story

line) of her narratives. The background of the subject’s
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narratives, i.e. ' elaboration on the story line, was

characterized by marked forms of verbs. In general, Kumpf
notes that stative verbs in the background éere ma;ked ‘for
tense whereas activelverbs were marked for habitual and
continuous aspect.

Other researchers such as Bar£elt (1983), Meziani
(1976), Olshtain (1979) and Reyes (18969) have found that
even when ESL learners have acquired the %?rrect full forms
of English tense and aspect, they . still encounter
diffiéulties in determining the appropriate functions of the
forms. .

Meziani (1878) and Setian (1974) report that Arabic-
speaking ‘learners of English‘have difficulty in choosing
between the simple past and the ﬁerfective, and the simple
present ‘and.thé progressive. According to Meziani, such

difficulty ma} lead to the production of sentences such as

the following: "I write a letter to my parents now."” ™ I am

writing a letter to my parents every Friday” (Meziani; :p.
~ R -

66). Olshtain (1879) observes a similar problem with her

Hebrew-speaking ESL learner. She reports that at a stage at
.

which - her subject .had acquired +the full form of‘ the

progressive, she still had difficulty in choosing between

the simple and prdgressive tenses. This gave rise to the
production of sentences such as: “"Every morning we are
standing in line before we walk to class” (p. 91). Reyes

{1969) reports a similar phenomenon in her study of Tagalog

speakers of English in the Phillipines. She * found _that

[
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Tagalog speakers of English tend to use the forms of the

simple past and perfective inappropriately as the following

examples show: “I did not eat yet" (I have not eaten); "I

‘ate already (I have eaten)" (p. 94). Reyes (1969) also
1 . ]

found that in using the perfective or progressive aspect in
English, Tagalog speakers tend not to differeq}iate betﬁeen
past and present forms of the auxiliary. Furthermore, she
noges that Tagalog spegkers are often iﬁconsistent in their
use of tense sequencing in English. Thé following 1is an
example of such inconsistency: “Not all who pray obtain
what they wanted” (p. 96). Inconsistency in tense sequencing
is also observed in studies of ESL learners from other Ll
backgrounds. Bartelt (1983) reports that Navajo and Western
Apache speakers of English shift between past and present
forms of verbs in an unnétive—like manner when describing
past events. The result of suchtshifting is exemplifiedhiqﬂ
the following: “The lightning was making a. harmful noise
and when the rain stop for a little while everything is so
silent” (p. 108%. The vacillation between present and past
tenses is also reported by Edwards (1973} in his étudy of
the ' written English of West Indian creole-speaking children
in Britain.

Apart from reporting their findings, many researchers
have attempted to infer pos;ible sources for the deviant
ways theif subjects use the English'x;ense/aspect system.
Some re;earchers‘ point to the L1 of their subjects as

possible source. Bartelt (1983), for instance, considers

«
)
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that the shifting between present and past tenses by Navajo
and Apache speakers of English is evidence of negative
transfer. In Bartelt’'s view, .Navajo and Apache speakers of
English +tend to equate English tense and aspect with mode
and aspect in their Lls. He states, for instance, that the
shifting from past to present tense in the example, "The
lightning was making..., " °given above, was due to.the fact
thét .
...the Navajo speaker is not restricting himself
.to a particular +time when referring to the
silence after the rainfall. This is a habitual
event...therefore,” the use of . the English
present tense in this case must be 'an extension
or transfer of the Navajo usitive mode (p.108).
Reyes (1969) also consider’s her subjects’ L1, Tagalog, as
]
wsource of their tense/aspect errors in English. She

believes that her subjects’ failure to distinguish betw?pn

the present and past forms of the perfective “tense in

-

English, or betﬁ simple tense and progressive anﬁ'

“

perfective forms, is due to the absence of such distinctions
in Tagalog, a language which only distinguishes between
\
perfective and imperfective‘aspect. ] 2
The L1 is also used by Setian (1974) to acéount for
tense/aspect errors Egyptian-Arabic learners make. Setian
considers_ the inappropriate use of simple and perfective

forms of verbs in English by his subjects to be dueuto the

lagk of distinction between these forms in' colloquial
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One cannot help but noticé‘a high degree of commonality
of the errors of learners reported in studies discussed so
far, Inconsistency in tense sequencing is reported in
studies on the English of learnerslwhose native languages
are so diverse (English-based creole, Tagalog, Navajo and
Apache)t Similarly, L2 learners of English with first
languages such as Arabic, Hebrew and Tagalog also experience
confusion in choosing between tense and aspect forms.
Although some researchers, such as those discussed Aabove,
attribute errors of £hese kinds to the learners' L1, it is
sometimes argued that errors which are common to spggkers
of different Lls should be regarded as "intralingual"”
errors, reflective of general creative strategies and
characteristics of acquiring a specific dtarget language
rather than transfer of L1 rules (see Richards', 1871).

Kumpf (1984) adds a new dimension to this idea that
leafgers’ errors “reflectolanguage creative strategies by
suggesting tbat L2 learners’ interlahguage (IL) tense/aspect
sy;tems reflect the same language creating capacity which
led %o the development Jf natural languages of the world.
In her view, L2 learkers’ IL tense/aspect systems correspond
closely to the'tense/aspect systems of other languaggs and
conforh to universal tendencies in languages of the world.
According to Kumpf, her Japanese subject’s systematic use of
the unmarked, untensed form of verbs to indicate completed
action in the\foreground of the discourse, and the emphasis

in the 'background on aspectual notions‘(i.ef. completive vs.
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incompletive action) rather than tense are reflective of a
universal tendency of languages to make a distinction
based ‘on aspect rathqr than tense. This tendency surfaces
in some lénguages of the world such as Yoruba and Igbo of
the Niger-Congo language group.

Kumpf’s view that learners’ IL temporal systems reflect
the primacy of aspect over tense' is implicitly supported by
studies in first language acquisition such as that of Bloom,
Lifter and Hafitz (19@0), which fqpnd that the L1 verbd
marking system of children learning Egglish first developed
to express aspectual notions rather than time. -

It is interesting to note that the tense/aspect system
of some of éhe Lls of sugjects iﬁ studies reported in this
discussion, like the systems of learners reported by Kumpf
(1984) and Bloom, et al. (1980) for instance, conform
closely to what is believed té be a universal tendency of
languages 'to make a distinction based on aspect rather than
tense. Bartelt (1983), for instance, notes that in Navajo

I3

and Western Apache mode and aspect are usednas a vehicle for
the expression of time. The past, he statef, is generally
expressed by the perfgctive é;pect, and the present by the
imperfective or progressive aspect. Reyes (1969) also notes

that Tagalog makes distinctions based on aspectual notions,

not time. Tagalog vperfective aspect, for example, is

)

equivalent to English simple past, and present and past

perfect. The imperfective form in Tagalog corresponds to

the English -simple present and progressive forms.
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Bearing in mind the hypothesis that the temporal
systems of some languages, such as those mentioned above,
are close to certain universal tendencies, such as the
primacy of aspect over tense, one may also consider certain
kinds of errors, though common among L2 learners of English
with different first languages, as influenced by the

. subjects’ L1 when the L1 is closer than the L2 to these

S -
"unive;sal tendencies.” On gﬁe other hand, could it be said

n

4

that the closeness of the learners’ L1 to such tendencies
bears no influence on the“errors such learners produce, and
that such a learner, 1like all acquirers of English, \is
drawing on the universal tendencies in a way which
results in the production of errors which just happen to
resemble the learners' Ll system? The present study has
been undertaken in the context of this question.
Teacher; of Krio-speaking ESLL learners observe that
f?hese learners produce tense/aspect errors in English which
they believe are due to the influence of the Krio verb
structure and tense/aspect system. However, tﬁese errors
such as tense unmarking, inconsistency in tense sequencing,
use of inappropriate tense/aspect forms have been observed
in the English of ESL learners with different native
languages as has been'shdwn in the discussion so far. One
may argue, thus, that Krio-speaking ESL learners’ tense/
aspect errors are intralingual, reflecting the general

strategies and characteristics of the acquisition of the
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English tense/aspect system. In the study to be reported, I
examined the tense/aspect forms Krio-speaking ESL learners
produce and the functiohs they ascribe to thése forms, as
well as their sequencing of tenses in English sentences, in
my investigations of learners’' use of the English tense-
aspect system and the possible influence Krio might have on
this use. As previously mentioned, this examination focuses
on a widely investigated but still controversial issue 1in
the field of second language aquisitiopn: the respective
roles o{ first language transfer and creative or
developmental strategies in second language acquisition.
Examining this issue within the framework of the acquisition
of English by‘speakers of a related creole in a . non-host
environment raises many questions such as the following:
Does the nature of the relationship between Krio (the native
language) and English (the target language), being a creole-
standard language situation, bear any influence on the
processes that give rise to the production of deviant tense-
aspect forms by these learner§? Do the linguistic
characteristics of the native language, a creole language,

~play a part in the Krio-speaking learners’ production of
- /
English tense and aspect?
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In .order to examines.the issues raised in a systematic

manner, the following research questions are addressed:

(a);, What

(b)

S

system of the target language,

are the most common approximations of the

tense/aspect system to -the

»

How frequent

learners’ interlanguage

English?
are these approximations in relation to the"correct use
of the target language system?l -

Are these approximations different according to level

cf proficiency in English? Do

~

- hd
increase in frequency  according to  level of

proficiency, or are there different. ‘types  of

approximations at different levels? ’

Do these approximations evidence transfer from" Krio?

[

1f so, how? ’ - o .

they decrease or’

.
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NOTES *

The term ‘“approximation"” is used "instead of

.“error” to describe Krio speaking ESL learners’

deviant forms and usage of English tense and aspect.
The former term is used because there are instances
of learners' production which are not errors per se
but neither are they native-like in use. The tense
form in the example, “"He is workimg at the Standard
Bank” 1is well-formed and appears clear in meaning.
However, +the learner uses "is working” to mean a
permanent state. In this context, the native speaker
of English will likely use the simple present Tform
"works." , ' -
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' Chapter Three

\ Research Design and Procedures

Lubje . <
The compositions of 100 students were used in this

~

study. These students were drawn from 4 primary schools and

‘ A . i "
3 fecondary schools in Freetowﬁ: the area in Sierra Leone in
which Krio 1is most dﬁdely spoken. The; primary school

°

students were taken from Class 7, the final year of primary
. . . .
school. Their average age was 11 vyears. The secondary
schoSl students were drawn ffom Form 5, +the final year of
secondgry school. The average age of the students was 17
years. v
The schools wused in the study were chosen for two
reasons. First, the students in these ;choéls‘}orm, in the“
researcher’s view, a representative group of the students in
schools in Freetown with respect to socio-economic
background, ethnié¢ composition, g}posure to English, and'

educational orientation: (Some of these factors will be

discussed later.) Second, these were schools in which the

had access to teachers who were willing to
participat in thg,study. Table 3/1 shows the number of
subjects i1 ach group.

All Class 7 (primafyg subjects have haé at least six
yvears ' of instructian in and through English bec/ause
English is a dompulsory school subject as well as the medium

of instruction in all educational institutions in Sierra

Leone.
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w o
TABLE 3/1-

\

. . Number of subjects according to proficiency level

@

Group . No. of subjects

GrQuP (P) ) 47 I3 . /

(primary)

Group (S) . 53, .
(secondafy

v

All literacy skills are taught in English. Though the
subjects are. from different schools they follow a similar

syllabus and use the same text books, usually recommended by

the country’s Ministry of EQucation, because they are all

preparing 'for- the Selective Entrance Examinétion for

Secondary Schools. This - exam is conducted by the

African Examination Coungil. Scores in the m determine

placeme idates inko secondary schools. T

high scores will go into academic-oriented schools and those
with low écores or those that fail will go into vocational
or technical schools or repeat the gxdm. Because of the
‘great importance of this exam +to ' the student;f fﬁture
educatioﬂ, much emphasis is placed on grooming sfudgdfs for
it. In fact, work in. Class 7 is almost exclusively®
preparafidﬁ of candidates for the Selective Entrance Exam,
A key subject in this exam . is English {grammar,

comprehension and composition). Teachers spend considerable

“time preparing their students in this arda by having the

LY
’
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o frl filg, .reading comprehension and Englis
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. . 2 . o i .
T students regularly practice how to write & composition,

» A . .
x’ doing reading comprehension exercises and discretg point
> : ~ - .

\ . : '

tests on English grammar. \

\

The formal educatlon of seconda;y school students, as

/

w1th that of the prlmary school students. is through tQ@
medium of English. ;/These students also take English as a

l , ' - , . .
dbmpq&sory school subject. ‘They have therefore had a
N . d
minimum of eleven years of instruction in and through

English. Like their primary school counterparts, secondary

,'school subjects ére preparlng for a publlc school leav1ng.

y examingtion. Itrespectlye ‘%% the type of ' #Ehool N

« 0

vocational;’ technical or academic-oriented -- or the stream
‘L Iy .

n- which a subject belongs, all subjects are likely to

attempt the English 'language component of the School
Certificate/GCE 'O’ Level examination conducted b; the West
' [}

African Examinations Council.; All subjects therefore foll&w

Al
,grammar tests. LT

in both primary and sepondafy schgbls,  promotion frog;

one'level to another is not automatic. Promotion is . Dbased

‘ s &
on,, anrd meant to reflect, students' academic performgnce as

. , . qs {J
determlned by school examindtions, periodical adsessment
r’x g ‘ N .
i, .
1throughout the year and.teachers’ evaluation.
S o -

t' . The grqpp‘ of students of which the subjects of this

(2

. study ‘are a part rarely uses English outside the school
« ; ) :
o ‘ A . .
walls. Although subjects were not directly EEEEt:Ened on
" 1 t
this matter, from discussions betweén the researdher .and

both primary and secondarf»schoo{/zéachers, as‘reillas the

\‘ 5 . . ‘\.

L
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. . W R
researcher’'s own knowledge and observations, the researcher

. .
concluded that it was very unlikely Qhat the subjects in the :
schools selected ‘use English at home or -in informal

«

. interaction with friends. The lariguage spoken in most- homes °
&, L
In some cases, an ethnic language other

.in Freetown is Krio:
*than Krio ig spoken in the home with pérents or members of
.the extended fami}y or among friends of +the same éthnic
. ,group for group identity. However, cKrio ¥s used with tﬂe'
most -frequency in jnformal interaction-in the social milieu.
The subjects’ use (or rather non-use) of English outside of

school is therefore reflectiv%/of the population of students

) * LY
\ in general in Freetown. / . '

- oy

‘ The use ©of English in the community in gengrai,
especially by children, is bagically limifed to receptive’
functions, such as listening to the radio, watching TV and
m&vies, and reading comics and novels. However, it is very
difficult to say how'much'extra-curribular reading is done,

« , especially by the ﬁrimary school subjects, who générally

prefer to spend their leisure hours ;ngaged in other kinds

of activities. ,
. i

4

*

) Thé most extensive exﬁosure éhese subjects get to
English is within the school walls,~ particularly througﬁ
interaction with their teacgers who, dlthougﬁ'theyp sggak
English with students, are themselyes native speakers of
Krig. Apaft from the usual teacher-pupil intéraction,
students also use English during meetings and gather;ngs~of

» 3 i
k é)school organizations such as the Literary and Debating

[

. Society, the United Nations Students Association, ' and the -

'] , fw , ‘
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o

Girl Guides and Boy Scouts. Outside these contexts, in

L

, ®
informal settings such as the school playground, English is

rareiy heard except in the presence of a teacher or school

-

+ prefect. -

< ¢ N

These édbjects, also liké the majority of students in

Freetéwn, rarely have direct exposure to the speech- of

. native speakers of English. The little exposure they have
is from mgvies, television'aqd textbooks.

b v

. ¥ The motivation of students for learning English is

basically instrumental. Students, knowing that English is:

both the official language of the country and a world

:

language, realize that in order to get a "decent” job or to

\

further their education, they have £o be proficient in
'ELglish. N

A fifnal significart point which must be made éertains

-to the researcher's use of the term “native speaker of

Krio." The subjects: in this study, as well as other

speakers feferreé to as native speakers of Krio, do not all

belong to the ethnic group of Creoles whose native . languagg

is Krio. Some belong to other ethnic groups of Sierra

; \\ Leone. However, all of the non-Creole speakers of Krio who
. , i B

Y

participated in this study acquired Krio'in early childhood,
either simultaneously with the family ethnic linguége, or
shortly after acqui;ing the5 ethnic lénguage. They are
therefore presumed éo be as proficient in Krio as tho;e
. speakers who are members of the Creole ethnic group.
g ‘ Furthermbre, Krio is wused by all} subjects in daily

éommunigation' more than any other language({s) the subjects

v - -

.

ot ,:?
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may know. For these reasons the researcher makes no

distinction between those subjects who acquired Krio as a

"
true native language or those who acquired it as a second,

or maybe third, language!’ They are all considered in this:

study to be native speakers of Krio.

Elicitation Procedures .

Teachers from the schools s!!écted were approached

indiQidually and asked to allow students in their classes to ,

write compositions for this study. The teachers were asked
?o conduct the task as a normal class test. This was done
primarily to eliminate any ogtside help or the use of any
resourcé materials. Although the teachers were informed that
the composition§ would be used in a study, they were not
informed about the hatPre of the study. This was to prevent
them from influencing the performance of the students by,
for ex;mple, giving the students a quick revision lesson on
the use 6f'énglish tense/aspect system. The teachers were
also asked not to disclose to the students th;t the work was
for a research study. The researcher felt ﬁhat this wohlq
help minimize -on-stage effecfs, and therefore give a fairer
indication of students’ true ability. |

The researcher further requested_ihat thke studénts
write a narrative. (Some teachers providéd topics for the
students to write on, while others allowed the dtudents to
come up with their own topics.) -This particular discourse

function, ji.e., narration, was chosen for several reasons.

Fi;g;, all students are familiar with this function, for

L3
-

e
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they have had much practice writing spories, recounting
events and experiences throughout their schooling. Second,
it gives the students the opportunity to demonstrate their
expressive skill in informal writing. The reséarchég hoped
that the studenfs would get involved in expressing
~ themselves and comﬁunicéting their message rather than
concentrating on language forms and grammar points taught to
them in class.

There were no restrictions in length of compositions or
the truth of stories. The length of time taken ‘by the
‘*students to write the compositions. is not knpwn, but it

could not have been more than one class periofd, whigh is’
approximately 40-50 minutes. ¢

The compositions were collected and sent to the
researcher who was not in Sierra Leone when the task was
administered. The number of compositions from each class
and school varied, ranging from five té twenty-two. The -
re§earcher was informed ihat moxe than the number sent were
written and in some cases the whole ;lass of approximately
£wenty-five to thirty students participated. The
compositions sent were selected by the teachers. The basis
on which this selection was made is' not known by thé
rqsearcher.tﬁ However, the range of competence in English
demonstrateg in these compositions does nét suggest ihat the
best or moxst compositions, iq terms Qf English ‘proficiency,
\;E\é s térthe researchef. Some of the primary school

compositions received by the researchers were rejected

mainly because ]of their inadequate number of words. The

.
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average ° length of the compositions of the primary school
subjects used 4in the study is approximately 150 words. Thgt
of secondary school subjects is approximately 400 woMls.

i

Data Analysis

The compositions which were accepted for the study were
entered into an IBM,Pe;sonal Computer. This yas done

basically to provide multiple ‘copies of texts and to

.eliminate interference from the subjects’' handwriting on the

evaluation of the texts. After this procedure was

<completed, all +typewritten lpgxts were proofread by the

s

researcher.

The criteria according to which the texts were scored

.are outlined later in the chapter. A small randomly

L .
selected sample of the texts, in typewrittqn~uform, (N=10:
. , u:ﬁ’ ' .
5 primary and 5 secondary) was scored by four mnative
speakers of English who were also ESL teachers. This was
= .

done tg establish inter-rater reliability. The remaining

texts were scored by the researcher only. However, in cases

M 0] ( ] . v 13 . [} :
where she was uncertain ahout the linguisitic acceptability

d‘kan item in English, the item in question was checked by

'
]

hative quakers of English. ,

- The bas%F. unit of analysis in this ngyydy was ihé
ééﬁtence, which 1is regarded as a structure made up of a
subject and a predicate, which contains one or,, more clauses

and begins with a caﬁiﬁal lettér and ends with a final

punctuation mark, usually a full stop (see Quirk, et al.,

1972). / . R
"E. ‘
[ 0
T : )
] ‘ o
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The sentence was the linguistic framework within which

the subjects’ tense/aspect forms were isolated and examined.

’

Hohever: the discourse context was also taken into
consideration in the analysis. It was found that although
there we;e many cases in whicﬁ the learners’ teﬂse/aspect
use could be determihéé on thé sentence level, e.g. “"Your
cousin has gone to West Germany last weey." there were other
cases in which learners’' uses were linguistically correct,
i.e. well formed and acceptable on the sentence level, but
were 1incorrect on the discougse level. Consider the
following example.

Every Saturday afternoon we gathered in a

field...In the evening we have our dinner _ watch

TV or read...On Sunday morning we all get ready

‘+ for the Church., The way they held the service
was very nice and I enjoyed their songs.

It 4is apparent from this example that onekcannot detgrmine

the overall linguistic correctness of a structure without

r o

A ™~
taking 1into account both its appropriateness in contextahd

its . wellformedness. As will become apparent later in ‘the
outlining of categories of error description, +this study
examines both appropriateness l(functions) ané
wellformedness. . e

v Also in this study, the acti?&ties of error description
and ér;é} attribution were kept separate. The lack of
separation of these two activities is often cited as- a major
weakness in error analysis studies (see Dulay, Burt and
Krashen, 1982). In this study errors were first described

e

and then categorized according to rossible sources.

y

~

-

T —



Description of subjects’ production

Subjects’ production was first classified according to
some observable surface characteristics which showed, where
applisable, the nature of deviation of their forms from the
corresponding forms an the térget laﬁguage, English. The
categories are as follows;ﬂ

(a) Qmiésion of inflectional endings

e.g. "The stage has already been fix for this occasion."

(b} Omission of auxilliary verb(s)

|
e.g. "There is a Scripture Union which trying to educate us

about the Bible."

(c) Double-marking of tense/aspect forms

e.g. "I didn't wanted.” "He started to anneunced.”

(d) Wrong form of inflectional ending
e.g. "The vote of thanks was giving by..."

(e) Wrong form of auxilliary verb(s), the copula and ‘have’

e.g.. "1 was been trapped.” “When everybody has settled
down the ceremony -began.”  “That is how I spent
my...vacation.” "I has breakfast...and went to..."

Y

(f) Regularization of irregular form

e.g. "We were showed our forms."”
The number of occurrences of forms in each of these
cate.ories was tallied. The number of correct fofms used by
each subject was also tallied.

"Learners’ use ofltenée/aspect forms was alsq scored.
This was done to show the level of*appropriateness of forms

<
in context. The criteria used are as follows:. A

7
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(éY Correct use: Use of correct form in appropriate or
obligatory context.
(h) Incorrect use: Use of form in inappropriate context
or outside obligatory context. E.g. "Your cousin has gone

to West Germény last week."

P

(i) -Non use: Form not supplied in appropriate or obligator}

n
3

context. E.g. "Could you guess the clothes I wear [to the
wedding last week]?"

(j) Thé total.number of each tense/aspect form used by each
learner was also tallied in order to permit comparison of

the frequency of correct and incorrect use.

Subjects’ sequencing of tqhses within a sentence was

"alsoc examined. This was done in the following terms:

(a)Correct sequencing -i.e., use of appropriéte tense \§§

sefjuencing within a sentence. E.g. "They spent the night at

me and then they went to Freetown.™

»

(b)Incorrect sequencing i.e., inappropriate sequencing of

tenses within a sentence. E.g. "I usually take it and some

bullets and went into the bush to punt.“

é .
correct within a sentence but in inappropriate’ in the

discourse context, as the following example shows.

The Jjourney was too long. I saw lot of things
in my way...When we reach the place to stop we
\ come down from the bus.

<

By tallying the number of occurrences in each of these
categories for each member of each group, the Ilearners’

approximative tense/aspect system became evident.
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" Attribution of source to approximations

This activity was done in response to the third

question asked in this study which was whether the learnersi

approximations evidence transfer from Krio. The categorie

of error attriSution used in the study were as follows:

Eggligh. This category inciudes deviant forms or errors
which appear to be due to the nature of the Enélish
tense/aspect sys;em. They are errors which are similar to

those observed in the use of English tense and aspect by L1

learners of English and L2 learners from different first

language backgrounds. These types of errors ‘have been
characterized by researchers as developmental and
intralingual (see Dulay and Burt, 1974; Dulay, Burt and
Krashen, 1982; Richards, 1971), and intrinsic (see, Barkman
and Winer, 1983). The following are'examples of errors

attributed to English.

1

~ "I didn’t went.” “We were showed our forms."
Transfer, from Krio. Deviant forms so classified appear to
be due €0 negative transfer, i.e.[ the wuse of Krio

tense/aspeét forms and/or fqnctions which do not coincide
with the English tense/aspect forms and functions. A
feature 1is said to be a possible transfer error when it

corresponds exactly to tense/aspect forms or functions in

Kggo. The following is an example of errors attributed to

transfer from Krio.

"When I was coming” (Meaning: "When I was (about)
[we & bin de kam] to come") ’

w
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English and Krio. Not all errors can be confidently placed

in one category. Some appear to have more than one source
or origin. In such cases, errors are attributed tq_ both

sources combined, that is, English and Krio. Errors that are

put into this category are similar tb errors made by

learners of English from different L1 baékgrounds and/or

children learning English as a native language, and at the
‘?; ., 4
(23
same time correspond to Krio forms and/or function or are

influenced by Krio form and/or function.
o]

"The English dept. stage a play which was
entitled...” -

Others. Apparently non-systematic errtrs which could not be
attributed to any of the sources stated above were placed in
this category..

The scores of the two groups on the different criterié
stated were compared in order to investigate whether there
were differences in the use of English tense/aspect system
according to leveldof proficiency.

L3

Specifications of Study

The examination of subjects’ production of tense and
aspect in English was restricted in certain ways in order to
na;ro& the scope, and &hus sharpen the focus of the
investigation. Not considered in this study is the
expression of future time. This is mainly because English
does not have a future tense in the same way that it has the

past and present tense. .Unlike past and present time, the

future has no specific inflectional form to indicate it.

v o —_
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Also, this study is 1limited to the examination of
constructions with finite verbs. The reason for this is
that finite verbs, unlike non-finjte verbs, have tense
distinctions. This is brought out in the: following
examples:

Finige verb constructions Non-finite verb constructions

]
]
E
He takes the train ' 'To take the train would be
He took the train last ! wise
)
E
]
H

night Having taken the train
He has taken the train . Taking the train is a wise
before move

He is taking the train

Modal auxiliaries are also excluded from this
exam?nat{on. There are two main reasons for this. First,
modals not usedtto indicate action, states, events, etc.
that can be located in the past or present time were
excluded. Such modals weré.‘£hose with inherent futgre
reference, e.g. "will” and “"shall" and modals with
conditional or hypotheticgl meanings as in "It can be very
enjoyable” and "He could perform magic." Secondly, it was
found, ‘upon careful examination, that subjects’ misuse of
modals in relation to tense was inextricably linked to their '
lackwof total understanding of the complex usage and nuances
of meaning of English modal auxiliaries. The followingB
example b;ings this out.

...the principal appeared and gave, the welcoming

address .-- welcoming the ladies and gentlemen-
and  wished that they would enjoy the

ceremony....Then we would have the school
choir...they would render songs. After that the.
French . department also would give

contributions...the ‘ones that are singing would
dress in their uniforms... ‘
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In thé preceding example, with the exceptioA of the first
occurrence of "would" the subject seems to be using ‘“"would”
as the so0le past tense marker. The first_use of "would”
seems to show that this subject might have been taught that,
"would” 1is the past tense form of "will,"” and that it “is
used in backéhifting a reported ;peech. ,ﬁe however seems to
have fetained only the fact that "would” is a past tense

I3

form. h result is that his use of

'would" soleiy as a
past tense form, withouﬁ taking into consideration its
meaningt, has the effect”of describing-specific activit&es‘
as if they were characteristic activities.

The use of modal auxiliaries is fndeed a complex areé
of verb usage in English whith would require a separate

study. Although the moaal system is .closely linked to

tense/aspect in English, an analysis of subjects” use of

. such a complex area of verb use would extend this

”

investigation beyond its scope.
Last but not least, the construction "used to” is also
excluded from study. This construction, which is used only

with reference to the past, seems to have been acquired as
. ~

an unanalyzed éhunk, like a lexical item, by these subjects.
They therefore have no problem with its meaning, but it
would be inappropriate to treat it as a finite or analyzed

A

verb form.

4
]
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Chapter Four

« Results

AR N
°

v

INter-rater reliability was established as. follows:
he well-formednesg of verb forms 93.3%; the appropriatesess
f ' grammatical functions, of verb- forms 94.8%; and the

equencing of tenses within the sentence 95.7% (see Chap;er

. Three). = .

A . ¢

Table- 4/1 brings out some surface characteristics of

[

the verb forms used by both primary (P) dhd secondary (S)’

e

school subjects to express tense andnéspect in English.

* "~ . TABLE 4/1
Suﬁjécts’ production of verb morphemes

' ' ' ' i :

! * Verb forms ! Omission ! Wrong ! Correct !
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The table, in general, shows'that these verbs were mostly
well-formed. Ill-forme%:ess consisted mainly of théL
N -

[ .

‘omission of certaih inflectional endings and the past

v

L

irregular morpheme. The exsings most affected By this wereé
., -the -ed and -s morgﬁemes. '
» " '

§eithe£A the -ing nor the -en
endings “were omittéd by pri&ary school suﬁjects' (P). Only
_'one d&stanee éhch.of-gmi§sfon/of these epdings was recérded
for secondary §chool subjects (S). ' .
Although omisgion of,ip;hectioﬁal endings was basicaldy
limited ‘to the same morphemes in tﬁe productions of both
primary and secondary!school subjécts, the-* freqz?ncy' of
omission was much highe; in the production of (P) subjects
" tha? that of (S) subjects. . x \\_
v TaBlg 4/1 also §hows that neither auxiliary forms nor
. the coéula norw‘have’, when used as a main Ysrb, -were
omrtted by any of: these subjects. Hence subiects never
produced forms such as: “When I five years old"; "They
trying to tackle the thief"; or fI taken to éhe hospital."”
The ill-formedness Af auxiliaries, the‘cqéula 'and "have'
,éonsi;;ed‘ éf the use oﬁ a form outéide'its required cantext
such as in the following examples: "My‘last holiday is at
Rbtifuni": “When we have finished wbrweﬂt“; and "I told my
‘aunt fhat I am go?%g home . *
Wrong use‘of these morphemes generally consisted of ‘the
use of the present }orms instead of the past. The preceding
examples illustrate. this kind of ili-formedness. Wrong'

forms'of this nature -- i.e., use &f present ;nstead of past

. N
form -- accouhted, for example; for 13 out of 16 instances

) 1

¢
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of wrong auxiliary forms usquby (P) subjects and 45 out of

v

47 of those used ,by (S) subjects.

-

' . "~ It can alsa bé seen -from Table 4/1'that'when the  past
N .
Loy

forms of thé copula and ‘have’ were produced  they were
rarely used wroqgl&. , This is also the case w}fﬁ bdth (?)
‘an& (S) Qubjécts’ /production of the past irregular and
inflecéidnal endings -edQ‘ “ing ;and —en.  The reverse,
however, holds true wi;h respect to subjects’ production of
the -s and Q~mor£hemes. botﬂ of which are used in expressing
the éresent tense in Eﬁgligh. With }espect‘ to the @
morpheme, 70.5% of the @ morphemes produced by (P) subje®ts

and 75.2% of thése.proﬂuced by (5) sﬁqucts were used

L

wrongly. It is )@/Sfdent from Table 4/1 that the

morphemes used to express past tense such as the past
‘ ' ! t
. irregular, -ed, copula (past) and ‘'had’ either have the
“ !

highest frequency of use in the corpus or are used more

fréquently than the corresponding present form. The reason

2

‘for this is the choice of discourse function -- i.e.,
nérratipn. The majority of subjects recounted events which
took place érior’to the .time of writiné, hence past tense
forms were frequently uged.

‘ In sum, with respect éo the syntaétic'well—formedness‘

of verbs used to express tense and agpéct in English, it vas
*found that, with the exception of the -s and ¢ morphemes,
‘there were more instances of syntactic well-formed forms
than ill-formed forms produced by subjects. The ill-formed

forms were not, however, negligible in number as Table 4/1

shows. Illjforﬁedness consistqd primarily of unmarking of
J

) '

Pl




Y

¢

-

t B 91

o

h

.50$e verb : forms which require grammatical morphemes -ed,
ﬁast irregular and ~s.‘ and seésndly, of the use of preagnt
_fagms,_ﬂf mérpﬁemeg when.past forms are requifed. It was
also found that although the percentage of omission.;of
inflegﬁional :endings,‘ in relatio% tos» total use of the;e

, endings, was lower in the froductioﬁ gf (S) subjects and (P)
sub jecéts, omission was ° still ~ a prominept surface

ch;racteristic. of these subjects’ production of tense énd

Espect; in English. °Also; kP) subjects’have a relatively
much higher percentagé of omission of -s morphemé than (8)

subjects. However, (S) subjects have a higher percentage. of

.wrong usé of -s morpheme than (P) éubjbcts. Aﬁother finding

) worthy of note is the absence of omission of auxiliaries and

!

of the main verbs ‘have’ and copula.
Table 4/2 presents findings. with regard to the
appropriéteness of functions ascribed to English tense and

N
aspect forms by these subjects, The table shows that when

i

these subjects supplied forms which included the past tense
~-- i.é.; simple pasé, past Erogregsive, past perfect and
.past perfect' progressive -- they, for the most part,
ascribed functions to the past tense which the native
speaker would ascfibe (see Table l/é). On the other hénd.
when they supplied the present teﬁse forms -- i.e., simple
.present. preseht progressive, present perfect and present
perfect progressive -- ‘they often ascribed nonnative-like
anctions to the prefent tense forms as the following

[}
examples show.
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- When she saw me she is very happy becausg it.
takes ‘a long time since we have seen. (P)

That event takes a long time. ..we were not told
« who was the winner. (8) . :

N When the bell rings we alé;as;gmbled... (S)
NS . } . §
TABLE 4/2 ‘
[

. Functional appropriateness ofgEnglish tense/aspect forms:
Number and percentage of incorrect and ‘correct use,
per total use of tense/aspects forms

\Tense/ | f : | Total | :
1aspect; Incorrect ' * Correct ., Use i Non-use|
{Forms ! . ' : l ' '
i ' | H S ' P v S VPV S} PSS
' i — A i i ) i ] i '
Vv No.! % INo.! % iNo>} % |No. | % |No.| No* |No.|No.|
[ 1 ' 1 [} ] ' [} [} ] ] ) ) [}
] + ' t ] ] 1 ' ' ] ) 1 ] [}
i i i i ) i : i i i i : i '
1Simple; L. i ' i L : ) ) ' i :
{ past | 10} 1.5} 30) 1.8:654:98.7:1628'98 2/662,16581216,393]
1Simple; : i i i i | i : ‘ i i
1219152.01351157.41202,47.9] 260'42 5'421{ 611} 15} 31}

[} k) ] ] 1 ] 1 4 [} )

.. 4 1 [} a1 1 1 ] L] ' 1

v /11164.7] 18/69.2} 6735.3] 8'30 8' 7: 26 --1 --}

- ' P i i | ) l ] i ]

H i T7136.8) 30163.8) 12}63.2; ?6‘46 4; 19, 565 --1 --3
g P i i i ' i N AN ] i i
' ' 3:16.7) 29)30.9; 15,83.3; 65;69. 1}\T8: 94, 3 12]
IPas-t ] t L] ] ' i A ’ ) ] ' ¢ ]
' 1 ' ¥ ] ' ) i ) ] 1) H '
) perf.}) --} 0 | 1] 1.5} 4;100 | 64!88.5, 4| 65 5, 26,
'‘Pres. | | oo Y | T N
' perf.| ! H l N l . 3 ' : | :
{ prog.; 31100 { 3;100 } ==} 0 [ ~--7 O | 3} 3y --1 =)
iPast | i i j ' i i i ; i ] ' ]
i, perf.; i i ) i i i ! i i i i i
i prog.} --1 0 {~1]50 { 1,100 | 1i560 | 1, 2, 3. 3}
i i ' : ) i : : i i i ] [

Consequently, the percentage of correc} use of past tense
forms was higher th?; the percentage of correct use of
present tense forms. The simple past, for example, was used
approﬁriafely 98.7% in terﬁs of total use by (P) Subjects,

and 98.2% by (S) subjects> The simpie present, on the other

I

(N
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A

hand, was used appropriately 47.9% ’*in terms of total use by

¥

) . 1]
(P) subjects and 42.5% by (8) subjects. 2

A concomitant result of the lower percentage of correct

use of present tense forms‘was a higher percentage of

N

incorrect use of these tense forms in relation to past tense

forms. This can be seen in.Table 4/2.

One significant finding which is not evident in Table
4/2, howevqif is that both (P) and (é) subjects ﬁsed tense
forms marked for aspect (e.g.h present pro' ess;ze) when
simple tenses (e.g., imple preéent) wére‘redu ed or would
have been more appropriate. They p;éauced the following,
for example: ™

(1)My father is the head of the family. He is working

at the Standard Bank. (works) (P) . : j

(2)We also tell about +the gifts that the King has
\

brought. (brought) (P) / X ‘

(3)She prefer to go and buy biscuits they were selling
one cent. (sold) (S) : S

(4)It seemed he had been giving them a 1ift. (was) (8)

(5)My first day at school was a very unpleasant oﬁe. I

was crying a lot in school. (cried) (S)

' Inappropriate use of this nature accounted for’52.4% of all

incorrect wuse of auxiliary forms by (P) subjects and 51.2%
of . those by (8) subjécts. In many instances such
inappropriate use was accompanied by the use of the 'wrohg
fgrm of the adxiliary. The remainder of incorrect use of

auxiliaries by subjects consisted mainly of the use of the

_present form of the Fuxiliafy insteaq of the past form. For

N
\\
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example, '"One ‘Wwoman I knew was 'coming from where I am

heéding for"""(was) (S)./
Table' 4/3 shows results with respect to sequencing of

n h N b L ’ ) .

tenses within sentences. ‘yIt was found that 52% (P) and 58%

. (S) of subjects’ sentences were subject to tense éequencing

as. there was a large number of sentences which ‘ contained

just one main verb. Of\gthe sentences\-that conﬁgined
sequences of tense, 74.9% (P) and 73.7% (S) showed correct'®
vt . A .
‘ggaaencing. ) h 3
TABLE 4/3

Number and percentage of correct and incorrect
sequencing, etc. per total number of sentences

@: Correct
Corre ‘but Inap-

Sequencing|propriate

'Total No.
Not H of
Apprlicable|Sentences

‘Level!
 of |Incorrect
~, 18ub- }Sequencing

] ] ]

] ] |

) ' f

‘ i :

s 1 Jects) ! ' : ' 3
. l 1 i l l 1 1
' i No. { % ) No. { % | No., % | No. |} % | No. )

) H 1 | ' : g : i 1 i

; i K : ) . : : ' i |

' P + 84 ;13 | 251 139.0!/-41 ;16.3) 307 47.8; 642 '

] ] ' ] 1] 1 ] 1 1 ] 1

E i T A T 5

'8 ) 203 115.4) 569 143.2) 54 | 9.4, 544 141.3;, 1316 !

' ] [ ] 1 1 1 § . I ] 1

' —1 | '— 0 | l 1 ) ' i

.4
However, a small proportion of these correctly sequenced
sentences -- 16.3%_(P) and 9.4% (S) -- were inappropriate in
> N
the discourse context. With reséect to incorrect

sequencing, the major characteri§tic was the nonnative-like
use of past and present tenses within a sentence as the
following examples show.,

(1)I went and visit my grandmother. (P)

(2)When I come to Freetown they began to... (P)



/
/

/

/

(3)We ga}bered-in a field and do..., (P) d

{4)I just say hello...aﬁd asked for... (8)
(5)The school choir came and\ present a vé}y nice
song. (S) 4
(6)As .soon as I"ﬁhs promoted...I transfer to the
YWCA. (S) / .
- Table 4/4 1is a éggmary of findings with respect to
sources of attribution of Eubjects' non target production --

- /

approximations.

TABLE 4/4

Attribution by /source of subjects’' non-target production

/

./ - - poe

As cad/ be seen from the table, the majority of learners’

i Level Vo ' e . g ‘ i
: of v E glish | Krio M English | Others :
.1 Subjects | J/ ! ' -V 4+ Krio ' !
] ] 1 ] 1 I
] ' ] 1 1 1
' ' No. | % ! No. ! % ! No. ! % ! No. ! % !
E B ! E ! E : '
) ) (] ] ] ] ] ] 1 1)
! P o8 1y 2.8 4 { 1.1, 257 +95.5¢ =-- 1+ 0 !
: /t : : : ! i ! : :
: /: : : : : b : :
. ! s '/ 45 8.81 -- 1 0 | 462 ; 90.7| 2! 0.4
] i ' 1 i ] ] < t ]
] 1) 1 I 1 ] ] 1 ] ]

appro%imations has ‘been attributed to o sources combined
== '/e., English and Krio. 95.5% of all approximations

Ipr duced by (P) subjects and 90.7% of those produced by (S)

subjects were classified as due to both English and .&rio..

/ [4
MThe proportion of approximations due to either English or

//Krio was small in comparison. In fact, there were no
/ [

/' approximations produced by (S) subjects that coﬁld be

classified as due to Krio only, and it ,can be arguéd by some

(4
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thaq\those,of (PF%%ubjects attributed to Krio ecan be due to

English also. Approximations that were due to English only

were relatively higher for (8) subjects than for (P)

subjects: 8.8% (S) and 2:9% (P). The 'c surface :
- characte;istlcs of most of tﬁese approximation% are: d
‘double-marking’ (e.g., "I did not reached”); regularizatioﬁ
of - th;~ irregular (e.g., "I waked”); and the use of . pé%t
tense forms for the present (e.g., "There are farmers...
they plant:A.and the farmers wife took the things to the

i
market to sell™). v
It is apparent from the results that (P) and (8)

subjects’ production differ significantly in = absolute
frequency on mosf of the features examined. This différence
is largely the outcome of a difference in proficiency ‘level.
(P) subjects were less proficient and ‘therefore produced
. less language. As noted in Chapter Three, the average

- 1 } ,
fgngth of the compositions of (P) subjects was 150 words,

whereas that of (8) subjects was 400 words.

N
\
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Chaﬁter FiJé

Discussion ¥
-

The discuss;on of the results of this study is divided
into two sections in order to keep sepgrate the descriptive
aspect of the study -- i.e., the prdduct level -- from the
ekplanatory level -- i.e., the process level. In‘thé first
section, a description of;subjects’' production is givgn,
while tge second section centres around the determination of
sources of subjects’ non-taréet language approximations.

H

Description of Subjects’ Production

Several significant findings emerge froﬁ‘ this .study.
With respect to subjects'’ producti%n pf verb forms used to
éxpress tense and aspect in English, it was founq that there
was generally a highér frequency‘ of well-formed tagget
language forms than non-target language approximatipns (see
table 4/i). This suggests that these subﬁects in general
possess a highQIevel of compétency in ﬁroducing English
tense/aspect verb forms. it was also found, hoWever, that

the subjects’ productibn was characterized by a high
frequency of omission of the -ed, past irregular and -s verb
morphemes. This. feature occurred ﬁore frequently, in terms
of perceﬁtage of total usexn in the production of (P)
subjects than (S) subjects, and this suggests that this
feature abates with increased proficiency 1in English.

However, the presence in significant numbers at both level;

of proficiency makes. it a common approximation in these

|
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‘égbjects' production and indicates that this ' approximation

. ' ¥ .

is slow to restructure and therefore a persistant error.
. o

(See Sedinker, 1972; ° Schumann, 1979; 7Zobl, 198B0b for

discussions on the relationship between slow restructuring

of (gnterlanguage lforms and the tehdencyﬂff these forms to

!
-

fossilize.) The results also indicate a definite. pattern of
.use ‘35 -5 morphemes: ) (§) subjects omitted this morpheme
less often but overused it more than their (P) counterparts.
The performance by (S) subjects is indicative ,of  their

higher proficiency in English. Dulay, Burt and Krashen

(1982) note that omission errors are more frequent during

Learly stages of L2 acquisition. As the Iearner is exposed
to more of the target language, they state, errors such as

overuse of grammatical mdrphemes are likely td occur.

The findings concerning these subjects’ use -- i.e.,
appropriateness of functions -- of English tense/aspect:
forms are no less significant or interesting. The results

reveal +that both (P) and (S) subjects, for the most  part,

ascribe functions to past tense forms that - the native
A .

w ) . . '
‘speaker would ascribe. However, their use of present tense

was characterized by the inappropriateness of functions

ascribed to those forms. Thus, inappropriateness of

functions resulted from the substitution of the present

tense for the past. The use of the ﬁresent tense for Ithe

past is manifested'not only in the use of the @ morpheme in

place of past tense inflections, but also in the ﬁ;e of
o . .

present tense forms of the copula and ‘have’, and in the

case of (S) subjects the use of the -s morpheme ingtead of .
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past .tense inflections. ‘This finding, concerning the
appropriateness of functions ascribed t; past and  present
. N
tense . forms .by these subjects, indicates that when they mark
verbs explicitly fof past teﬁse, @Hese verbs are indicative
of past time. _ When present tense forms are used -- i.;., 7]
and -s mqrphémes, the cqpﬁlaqand ‘have’ (pres.) -- these
verbs may be indicative of either present time or past time.
élso ‘concerning Fhe appropriateness of ' functibns
acribed to forms is the finding that subjects used aspectual
tenses -- i.e.,’ [A;x. + V] -- in some contexts where simple
tenses -- i.e., [V] -- were needed. The freguency of this
use was not as high as tHose of the other two common
approximations already 'mentioned. Howéver, it was an
pbser;able tendengy in these subjects' production: -
.Finally, the }esuits show a remarkable ‘similarity in
fhe ‘production = of approximations by (P) and (S) subjects
(see ‘tables 4/1 and 4/2). The difference between these
subjects’ production of approximations is essentially one of
degree rather than of kind. ' In other words, there was a
difference in frequen%y and proportion of deviant forms
rather than a difference of the type of deviation produced.
Tiis siqilarity is also brought out in subjects' sequencing
of tenses within the sentence. Although the number o{
sentences produced by (P) and (S) subjects d%ffered greatly,
thel proportion of correét, incorrect, and even sentencgs
that did not contain more than one main verb, were

remarkably similar (see table 4/3). The nature of +the"

approximations in tense sequencing at both levels of



Y

100

proficiency. was the vacgilatjon between present and past

tense forms. In most gases the ¢ morpheme and other é;esent
. ‘ ¢

_tense forms were used/in place of the past. . .

‘ -]

Detefmination of Sources of Subjbcts;,Approximations ’ R
The mogt commqn types of approximations of the subjects,
used in this stpdy, which make up over 90% of the subjects’
approximationl/ETsee table‘4/4),‘ ﬂave all been recogpded Hb
research studies _inQéstigating the productiop of ESL
learners éom different L1 backgrounds, and studies in the
production of L1 learners of anlish. In their study on the

v

acquisition of grammatical morphemes by L1 learners of

- 1e
English, both 'Brown (1973) and de Villiers and de Villiers
. » )

(1973) found that- children used the ¢ morpheme as

approximation of verb forms which they had not yet acquired.

""In second language acquisition studies, Richards (1971) for

example, observed that ESL learners from many different L1

backgrounds made errors which involved the use of @ morpheme

*

instead of inflections such as -ed and -5, His

N s

investigation also revealed that L2 lea;ners of English used
aspectual tenses in place of simple teﬁses as in:

"She is coming from Canada."” (comes)

"1 am having my hair cut on Thursdays." (have)(p.11l1)
As is brought out in Chapter Two, other reseg;chers such as

Meziani (1978): Olshtain (1979); Reyes (1969); and Setian

(1974), have made similar findings in this regard.

te
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As is also stated in Chapter Two of this study,

researchers such as Bartelt (1983); Edwards (41979) and Reyes
h\ .
(Q?BQ) all found inconsistency of tense sequencing in the

'produq}ion of their subjects from different L1 backgrounds.

» - i

Some of the errors noted that gave rise " to inconsistency

R »
were ;he use of " present tense instead of the past. Coulter
(1968), rreported in Sefinker (1972}, recorded constructions

-

with errors in tense ;sequencing made by Russian ESL
‘ > .
learners, which he believed to be examples of L2—Tearners'’

subs%sfuting the present:tense for the past. )
Reseafqh findings .such as these lend support  to the

view that the cqmmon apg;oximapion; of these Kéig:;peaking

subjects are similar -to those of other ESL learners of

differert L1 Backgrounds. For this reason, the

approximations of these subjects can Uﬁpconsidered to have

their source in the target language -- English -- and could
be termed ‘developmental’, ‘intralingual’’(Richards, 1971)
orvintrinsic (Barkman and Winer, 1983). "

From the faat that ihese squect;T\approximations are
similar io thase of other ESL learners, some may argue that
the language acquisition prbcesses and strategies which give
rise to these subjects’ approximatioﬁs must be similar (cf.
Sheen, 1980). Thusy the omission of +the -ed, past

irregular. and -s verb morphemes by these subjects may be

"explained in terms of the process of simplification by

. ¥ R
reduction, a process that is usually inferred from the

, ~omission of grammatical morphgmes'by both ESL learners 'and"

L1 learners 6? English (see Dulay, Burt and Krashen, 1982;

- ) ' “,' 101
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. " Richards, 1971). The process 6f %implifiéation by _; r'e‘ductic')n
is = process by which learners s:tmphfy the target language
system bemg’%cquired by remov1ng what they consider te bg
redundant features of little Value tg ge‘tting their meaning
a,crqss. This_ simplification,” it is thdught, helps the

I learner to cope with the target}‘anguage system . (see

Lit:,-lrevéd 1984). "

" »

Simplification, though of another kind, can be claimed -

to obe the pi‘ocess underlying these subjgcts’ use of bresent
tense instead of the past. It can be claimed that&these
{ubjects, like, other ESL learners, are 51mp11fy1ng the
t:x"get language tense/aspect system by using’ the present

. tense as an archi-form, i.e., the use ¢of one member of , a.

‘%’ ) . - \:’

class to represeat others in the class (see Dulay, Burt and
) . 51

Krashen, 1982). The present tense may have been chosen |

’

instead of the past because, among'other things, ‘it is the’

-unmarked form of the two in the sense that it is the form

"that is’ acquired earlier by ESL learners (s¢e table 2/1)

PN

- It can also be claimed that the process™ghich underfies

b3 ‘ :
.the use of aspectyal tenses, and the -s morpheme in theccase

3

- of '(S) ‘subjects, yis that of overgeneralization, for these
o su't;jects extend tPese elements b'e_yond'tile coniexts in which
//‘ : they are required. | A - ’ l .
| Simplification,, be it redundancy reduction or use of.
t fi'éhi-.ﬁorms 1 and }overger:eralizapiqon aresgeZex“a,lly consifiereii
{’ ' to be lénguage develop‘menta,l procééses, t
. q?x‘ich ‘are used by any'bne 'a?.:quiring a language (see Corder,
g; 1967; Dulay and Burt, 1974; Littlewood, 1984; Richards,

1

at is, processes
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. 1971). In sum, then, the three major
approximations found in this study can be conside
devélopmental, or ' intrinsic errors, and this ma

"source the target language itself, and makes them

\

J

of language developmental processes.

There ' is also evidence, however, th
approximations can very well be~the'fesult of the
of Krio tense/aspect system. First, it was obse

subjects’ omission of verb mcrphémes was selectiv

sense that only certain morphemes were omitted whi

.

Qere not or were rarely omitted. Though this s

can be explained in terms of the order of acqui

§

grammatical morphemes -~ morphemes observed to be
early by ESL, 6 learners were not omitted by these
while those acquired later were omitted -* a more

)

explanation is L1 transfer. The past tense verb

that were omltted corresbpond in functlon to the @ morpheme

~

a " perfective aspgc% which is also a frequently used

.past time in Krio (see tablé 1/2). The present

.

. . &
morpheme in English, together with 1its @ counte
equivaleht in function to the Krio perfective

tertaih kind of verbs (see table 1/3). The prese

morpheme form in Engllsh %nd the perfectlve form i

A

¥

types of
red to be

kes their

-

.reflective

at  these
influence

rved that

e, in the

le others

electivity ’

sition of ' ‘
acquired

subjects, ‘

plausible ;_//

morphemes

marker of .
tense  -s
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n Krio, as

can ,be seen, are 1dentlca1 It is likely, therefore, that .
the similarity of forms, and of some functions, triggered
. A " ) Fad N
. the transfer of Krio @ morpheme form to English. In

contexts where there is a correspondence of

function, ' positive transfer is evident as prod

form and

uction 1is



.
9,

SRR 5, -

-t

“&‘.,ﬁrﬁw:": e

o

104

% errqor-free. In contexts where there is no correspondence of

. , .
form even though ' there may be a correspondente -of function,

o &~
o

‘;egative 'transfer is evident as errors, or approximations,
are produced. . An example of this~i§ the unma¥king of phe -
ed, past irregular and -s morphé%nﬂg ’

A finding of this study which lends support to this
explanation 1is that morphemes ;hich were neve; or rarely
omitted were pgrts of verb forms that have correspondent
forms in Krio. “Auxiliaries, for instance, were not omitted
probébly because auxiliaries are free moéphémes, and as
such, .they ‘are acquired earlier than bound inflectional
morphemes (see Wode, 1981).‘ Auxiliaries are also’ verbal
particles in both languages, and are a part of the aspectual
tensé structure (see table 2/1). Therds is therefore a
structural éorrespondence which‘may have led to the transfer
of the L1 structure to English. | Becauwse of the similarity
of the Krio‘and English structure, the transfer is positivg.
It is ‘possible that the. -en and -ing ihfleé%ions were
rarely opitted becayse they are syllabic and thegefore

lient. Another possible reason is that these morphemes,

nlike the -ed, past irregular and -s morphehmes, are always

part of the structure of aspectual tenses and may - therefore”

be regarhed as bound in this sense (cf. Zobl, 1980a, for
instance, for a discussion on the immunity of ;hé -ing
morpﬁemes to L1 transfer).

; The production of aspectual ténses in.place of simple

tenses may also be due to Krio. It is possible that the

structural similarity between English and Krio aspectual

«y
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tenses, together with the similarity of certain functions of

these forms (see tables 1/4 -to 1/6), led these subjects to

beliéve that English and Krio aspectual tenses correspond in

form and funqtions. Consequently they transferred the Krio

férm to English.

The sharing of the unmarked form of verbs by Kric and
English, and the similarity of certain functjons of this
form may also account for the substitution of present tens;
forms for past tehse forms. The§e similarities might hafe
led ihe subjects in this study to hypothesize +that the
present  tense forms in English are used to indicate both
preéent éqd past time as the'pérfective is used in Krio (see
pp. 22 & 23, also tables 1/2 and 1/3). This 'hypothesis

could give rise to the transfer not only of the unmarked

forms but .also of other present tense forms Euch as the

copula and ‘have’ (bresent). This. explanation may also ,

partly accoint for the overuse‘of the -s morpheme by\'(S)
subjec%s. It is likely that the hypothesis just mentioned
ied these subjects to.use the present te;se -s morpheme in
place of past tense morphemes. .

Findings of other research studies lend support to thé

. view that L1 transfer is a plausible' explanation for the

production of major approximations observed in this study.
Zobl (1980a), for instance, in examining the selectivity of
L1 +transfer on L2 acquisiiion, notes that studies he

reviewed indicate that structural transfer from Ll arises

A

only when a learner ‘perceives a structural similarity

between the L1 and L2Z2. Gass (1979), based on her research,

N
. s
< . ’
. - .

’

A
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suggests that one of the characteristics which will predict
when L1 trahsfer is likely to occur is the distance between
the relevant structure 'of the target language and ﬁhe
traﬂsferred pattern. IQ her view, if there is a small
di;tanCe, transfer is likely to occur. Both Zobl (1880a)
and Gass (1979) therefore consider actual cross-linguistic
ties to be a factor in learners’ decision to transfer or not

4

to £ran5fe; L1 features to the L2. As is evident in éhe
preceding discussion, the transfer of Krio tepse/aspeci
features to Engiish by the subjects in.this étudy seems to
have been triggered by actual cross-linguistic ties -~ i.d.,
formal similarities -- that exist between the two languages.

Kellerman (1977, 1979, 1983) provides a theory which
best explains what Zobl and Gass have observed, and the high

proportion of these subjects' approximations that can Dbe

attributed to Krio. According to his theory of perceived -

¥

language distance, discussed at some length in Chépter One,

L2 learners’ decision to transfer or not to transfer L1
features to the L2 is based on their perception of the
distance bétween L1 and L2. This perception is‘éartly built
upon the presence and frequency of actual cross-linguistic
ties between the two languages, and learners’ perception of
the uniqueness of a particular Ll istructuré. .Kellerman
(1977) states that in a situation where the-Ll‘and L2 are
perceived. to be very close, due to both the existence of
many cross-linguistic ties and the hypothesis that ;n L1

feature - is common to both languages, there will be more

instances of L1 transfer than .in a situation in which the L1

|
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and L2 are perceived to be different. In the case of Krio
and English, an example of a creole/standard language
acquisiton ‘setting, there is a high level of -« cross-
linguistiq ties 1in the different areas of 1anguaée (see
Introductory chapter). These ties bring out the fypological
closeness of English and Krio. Because of this close
t;poiogical relationship and the presence of shared features
in the tense/aspect systems of both languages, as has been
brought out, the subjects in this study may have mistakenly
perceived that the tense/aspect systems of Krio and English
are closer than they actually are and therefore transferred .
all or most L1 tense/aspect features to English. This
results in é high fregquency of poéitive transfer where the
systenfs of the two languages coincide, and negative transfer
where they do not. Wi;;r (1982), in her study of the use of
English by Trinidadian English Creole.(TEC). learners of
English, suggests that the high d%gree of similarity between
TEC and English creates a deceéE;Qe similarity between the
two languages which obscures their significant differences
and produces special problems for these 1learners. One.

1

problem she found in her study was a high level of negative

-

transfer in the production of her subjects.
) Two additional factars may have partly influenced: these
subjects’ production of the English tense/aspecf system:
the target language input these subjects receive, and
language universals: The most extensive exposure these

subjects get to English, as was noted in Chapter Three,  is

through‘ interaction with their teachers who are themselves
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native speakers of Krio. The teachers are therefore these
subjects’ main mode%% and judges with respect to the use of
English. There is a possibility that the teachers, being

Krio speakers, may not perceive some of the nonnative-like
approximations, such as the tendency to use ténse forms
marked for aspect instead of simple tenses. If this is the
case, these subjectg may not have received the necessary

feedback, such! as overt correction, which may have alerted

them +to such nonnative-like use. It is not appropriate to

elaborate on the possible influence of this factor as the
/

knowledge of +the teachers whose pupils were used in tﬁis

study was never elicited. /

The production of certain errors by the subjectg could
have been influenced by their drawing upon certain/ﬁniversal
tendencies. The overuse of tenses marked for §§§ect can be
considered to be reflective of the alleged pr%mécy of aspect
over‘ tense. Cited in Chapter Two of this ;tudy were the
studies of Kumpf (1984) and Bloom, et /alf (1980) which
indicate that the interl;nguage temporal system of both L1

and L2 learners of English are reflective of a universal

tendency of languages to make a distinction based on aspect

rather than tense. This tendency does not surfate in
'English but, as these studies show, surfaces in the
interlanguage systems of learners of English. It 1is

therefore possible that the observed overuses of aspectual
forms by these subjects is partly due to this universal
tendency, or, more likely, this tendency and Krio, as Krio

also conforms to this tendency.
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Tﬁe explanations which have been given to account for -~
the .major approximations of)the subjects in +this study
indicate the problem of det mining the sources of -ESL
learners’ errors. It is diff¥cult, if not impossible, to
decide in this study whether L1 transfer ore laﬁguage
developmental procesges account best for particular
app;oximations. For +this reason the majority of +these
subjects’ approximations, as can be seen from table 4/4, are

classified as due to both English and Krio.

It 1is, however, possible that in a creole/standard

language acquisition situation neither source is
predominant. In other words, the inability to tease apart
the sources in ' the majority of these subjects’

i

approximations reflects +the mutual interaction of L2

developmental process and Li transfer in the Krio/Engl}sh
acquisition setting. The only clear evidence of L1 transfer
seems to be tﬁe persistent (relative to other ESL‘ learners)\
nature of certain errors.

Both Schumann (1979) and Zobl (1980a & b) have observed

.and commented upon the effects of errors which are produced

when L1 transfer errors correspond to dgvelopmental 'errors.
Both Schumann and Zobl note that the \use of preverbal
negation by Spanish-speaking and ItalMNan-speaking ESL
learners is due to the correspondence of Ll transfer errors
and errors due to L2 developmental processes (see p. 33).
In the views of these researchers ‘ the structural
correspondence between preverbal negation as an

interlanguage fbrm used by both L1 and L2 learners of
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English, and as a terminal stage form in Spanish and
Italian, gives rise to errors which are persistent in the
speech of these learners, and in some cases fossilize. This
effect, described by both Schumann (1978) and Zobl (19B0a &
b), seems evident in the'production'of approximations by the
subjects of this study. As noted'é&§Tier (see pp. - 97-98)
the omission of certain inflections by (S) subjects suggests
that this type of error was persistent and slow to
restructure. It is also likely that the similarity .of
proportion found between (P) and (S) subjects’ common
approximations is indicatlve of the slow pace of elimination
of errors that réflect the interaction of L1 +transfer and
language developmental processes.

In sum, this study shows +that the “production of
subjects 1is reflective of L1 transfer (both negative and
postive), and L2 developmental ‘pProcesses. ‘ More
significantly, +the findings suggest +that in a creole/
standard language acquisition‘setting, a setting in which
the L1 and L2 are closely related, the instances available
for L1 transfer to the L2 are many. Alse in this setting,
there is a high level of mutual interaction between L1
transfer and L2 developmental processes'because the errors
caused by tbe former correspond to those which are given
rise to gy the latter-mentioned processes. This , mutual
interaction tends to slow down the restructuring of the

errors it affects, which makes them persistent in the speech

of creole-speaking ESL learners. In this study, this

~
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persistent nature is suggested by the similarity of types
and proportions of the major appro%}matioﬁs of both (P) and
(S) subjects. |

The persistent nature of errors found in the use of £he
English tense/aspect system by the subjects in this stud; is
suggespive of a special problem which c;eole speakers
confront when learning English:'\ their proficiency in
Ené}ish in certain areas will/likply be slow to develop as
certain errors are difficult to eradicate from their speech.
A" longitudinal study examining different afeas- of English
language use by creole speakers may illuminate furtherl the
Vrelationship between persistence of errors Jand slow
development of English proficiency. However, the p;esent
study clearly suggests that a high level of interaction of
L1 transfer errors and L2 developmenta} errors ca; lead to
persistence of those errors influenced by such‘interaction.
It is vefy iikeiy that éuch persistence can retard
development of English proficiency in the areas of the
lagguage involved. Put within the framework of the problem
which this study addresses, it is likely that the low
standard of English of students in Sierra Leone is partly
éhe outcome of the retarding influence of &he high level of
interaction of the two central processes of second language
acquisition. |

I believe that in order to imp?ove the standard of
English in schools in Sierra Leone, one of many.steps that

should be taken is to adopt an approach to teaching English

to Krio speakers that would take cognizance of the problem
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mentioned above.
which shows that Krio Speakers are not operating
lidguistic system as standard English speakers,
their L1,

because of its closeness to the L2,

‘strong influence on the acquistion, process.
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not, in(my vi%w, take cognizance of the problem, a probleﬁ

the §éme
vt /‘ ‘
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Teaching English as a native language does.
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Chapter Six - .

TT—

it

ummary and Conclusions .

. Summary of Research , »

This study was wundertaken to address the following

gquestions:

.

(a) What are the most common approximations 6 of the
learners’ interlanguage‘ tense/aspegt system to "the
system 'of the targg? language§ Engiish?' 'Hoﬁ7¥requent
are these approximations in relation éo the correct use
of the target language system?

(b) Are théseﬁapproximations differeqt according to level
of . proficiency in English? Do they decrease or
increase in frequency according® to le;él of
proficiency, or are . there different t;pes Pof
gpproxidétions at different levels?

(c) Do these approximations evidence transfer from Krio?

» : )
If so, how? N

5

The results of the study reveal that the most common
approxiﬁations .of both. (P) and(J(S)"subjects are the
following: the omission®*of the -ed, past irreéular, and -s
grammatical morphemes; the substitution of present tense
forms for_ past tense forms; and the +tendency to use
aspectual tenses in place.of simple tenses. The ;esults
also show that, . with the exception of the substitution of
present for past tense f9rm§, subjects’ approximations were

less frequent and of a lower proportion than the correct use

of the English tense/aspect system.
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With respect to the second question addressed in this
study, it w&s found that (P) and (S) subjects Erodﬁced-tﬂe
séme types of apéroximations, thouéh_thé frequency, and at
times .the proportion in terms of) toéal use, differed.

’ Finally, there was found to be definite evidence of L1
tran;fer which shows' that Krio does influence these
subjedts’ production of the Engliéh tense/aspect system.
However, ‘it was also found that the same approximations
which evidence L1 influence could also be interpreted as
evidence of language developmental processes such ‘as

o

simplification and overgeneralization.

.

L4

(

Conclusion o

I have in the present study taken cognizance of Hatch’s
(1978) words of cautién, thgt the only question a researcher
) should “answer is'tﬁe one ﬂe (or she) asks. * The research
questions raised in this study have been answered. However,
_ the study wou{d be incomplete without my discussing some
implications  and making .some suggestions for further

research. , «

Application of Research Findings to Second Language Teaching

* A question which might be asked is "What relevance do

the findings of thi§ study have to second language

teaching?"” The answer to this question is twofold. First,
1]

this study will have little or no relevance to the ESL

teacher ‘who seeks Qnswers to pedagogicai gquestions, such as

A

how to teach the different English tense/aspect forms to’

-
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Krio-speaking ESL leazn'ners. However, it caxi/ be of relevance

to the ESL teacher who seeks knowledge on what Krio-speakzng

»

iearners of English do when they use tense and aspect in

. AN ///
English. The stljliy indicates t® the teacher, for example, (\
! ) R A\ -
the type of errorsethese learners are most likely to produce .
‘ - ¢

_in using the Engiish system, ‘and the 4nfltience\s‘ which give
rise to these errors. The study al;otreveals to the teacher’
and other educators ‘;hat the problems Krio-speaking learners
‘encounter in using English tense and aspect are associated
with ~these iearners.’ perceptioﬁ of a close relation'shi.p"
between English' and Krio. This perception = leads these

learners to transfer Krio features +to Engli;h. These*

learners’ problems also reflegt lanﬂguage developme (al

processes which underlie ' the erroré of all

learners. " This ”study therefore " proyides ev'dW

educators that the errors of Krio-speaking ESL learne T~

using the énglisl‘;‘tense/aspeﬁct system rei"lect the tv;o ‘ \

f;*.entral' processes which ,\’mder'lie second langugge

acquisition, a fact which. t'ea_chers of Krio speakers A
v

overlook. ‘ v oo

mendations for Further Research
l © ~
recommendations are with respect to the improvement

on ﬁhe methoaology used/in thq‘study, and wa:is in which the
findings of this study can be complemented.

Replication of this stu‘dy iswneéded in order to fL;rther
explore the issues-raised. However, in any. replic:;tion,

thex;e should be a variety of tasks used to'r_eflect learners’
. J



use of English tense and aspect. In this study, only one .

task ‘was used. The use of a variety of tasks, such as
grammaticality judgment tasks, cloze tests, and compositions
with different discourse functions, is more likely to give a
clearer indication of subjects’ knowledge of the English
system. ‘ '

I would also suggest-that a lArger—scale study Be done,
using more subjec;s, as this would widen th; population from
which éubjects are drawn,' and in turn would extend <the
generalizability of the findings.

Longjtudinal studies should also be done. ‘These

studies‘could. for instance. confirm the pattern of use of-

the -s morpheme observed in this study, which is that with
more proficiency in English, "subjects omit this mbrphehe
less often but overuse it more. They could a;so show
whether the approximationé found to @e persi;tent actually
fossilize in the speech of thesewleaéners, and shed more

light on the relationship between persistent errors and slow

development of English proficiency in. a creole/standard

la%guage acquisitional setting.

Further' research can be done in many areas which can
L ' ,

‘compléhentathis study. The investigation of Krio—épeaking

ESL learners’ use of prepositions, articles,  inversion in

-

questiqon formation, for instance, can throw more light &n
the complex interaction of L1 transfer and L2 developmental

processes in a'creolg/standard language acquisition setting.

L3
.
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‘Another fertile ground for investigation is. the role of

-

r

u'?arget\ language input from teachers in the  English-

E 3

proficiency of Krio speakers.
+An  area of Krio-speakers’ use of the English’

tense/aspect system which especially needs furthér research
is the u§e“of aspeétual forms. Further research is needed
to investigate the role of ugivefsal)language tendencies 15
thg’production of‘asgéct in English by Krio ESL learners.
Finéﬂiyz‘ &his study should be replicated in a host-

-

language eﬁ&ironment in order +to show whether the

'9pproxima;iohs, and the processes which give rise to thenm,

are similar ‘to those in a non-host-language acqpisition
setting. It would also be_ interesting to find 6ut if one
source of learners’ errors ‘can be seen to predominate in a

host-language acquistional setting.

v, . f . &

C’!

s

@




118

REFERENCES

&

‘Alleyne, M.C. (1980). Comparative Afro-A@erican: An

historical comparative study of English-based Afro-
- v .

American dialects of the New World. Ann Arbor, MI:

Karoma Publishers Inc.
Andersen, R.W. (1978). An implicational model‘“for secon@
language research. Language Learning, 28, 221-282.
e (1980). Creolizétion as the acquisition of a°

] ' 9

second languﬁge as a first. In A. Valdman and: A.

Highfield (Eds.), Theoretical orientations in creole
o /

R (1983). "Introduction. idginization and
creolization A as language ‘acquisition. Rowley, MA:

Newbury House.

3

( n
\\\ . (Ed.). (1983), Pidginization and creolization s

language acquisition. Rowley, MA: Newbury House.
______ (1984). The’development of verbal morphology in the
Spanish of Englisb speakers. Working draft: Preparpﬁ

July 5, 1984 for Fhe Temporaiity Workshop, Max-Planck-

e Institut fur Psycholinguistik, Nijmegen, Holland.

‘Ard,,J., & Homburg, H. (1883). Verification of language

. transfer. In S. Gass and L. Selinker (Eds.), Language

}; transfer in language learning, Rowley, MA{ Newbury

House.4
Banathy, B., Trager, E., & Waddle, C.D. (1966). The use
of contrastive analysis dgta"in foreign languaée

course development. In A. Valdman (Ed.), .Trends in
AY

»

language teaching, New York: McGraw Hill.

3




L3

I3

119

%
X
!

Bailey, B.L. (1966). . Jamaican e syntax: A
transformational agproééh‘ * Cambridge:’ Cambr;dge

! 7/
University Press.

Bailey, N., Madden, C., & Krashen, S. (1974). Is there a

"natural sequence” in adult second language learning?

Qggguagesgggrnin , 24, 235-43, -
Barkman, B., & Winer, L. (1983). The ESL performance of

Grade 10 fgancophones in Quech: Some methodological
considerations. In R.J. Di Pietro (Ed.), Selected

‘papers of the First Delaware Symposium 'gg Language

. NS
Studies, Newark, NJ: University of Del?ware Fﬁesé.

Bartelt, H.G. (1983). - Mode and aspect transfer in Navajo
ana Western Apache Ehg;ish narrative technique IRAL,
9

21(2), 105-124.

Bell®, R. (1981). An introduction to applied linguistics:

teaching. London,

Approaches " and mefhods in languag

England: Batsford Academic.

Bickerton, D. (1974). Créolization, linguistic universals,

- -

natural semantax and the brain. In R. Day (Ed.),

1980. Issues in English Creoles: Papers from the 1975

Hawaii Conference. Heidelberg: - Julius Groos Verlag.

(1977). Pidginization and creolizéfion: Language

. /
acquisition and language universals. In A. Valdman

(Ed.),» Pidgin and creole linguistics. Bloomington:
i " Indiana University Press. ;
Bloom, L., Lifter, K., & Hafitz, J. (1980). Language,
" Bg(2), 386-412. ‘

o



N swga s

- WINELRT RN v )
L e b T T YN WEN Yy 7 ey

120

Bloomfield, L. (1933). Language. New York: Holt, Rinehart

$

& Winston. ) ' , '
Brown, R. (1973). A first languige. Cambridge: Harvard

University Press. . o
Cancino, * H., Ros}esky, E., '& Schumann, J. (1975). The

acqﬁisition of the English a&duxiliary by native

Spanish speakers. TESOL Quarterly, 9(4), 421-430.
Cassidy, (1980). The piace of Gullah. American Speech,

A
_5._5(1)) 3"16.
Chamot, A. (1878). Strategies in the‘;cquisition of English

by a child bilingual in Spanish and French. In R.

. Andersen (Ed.), The acgquisition and use of Spanish and

English as first and second’ langggges.' Waghington,

DXC.: TESOL. ,
. Chomsky? N. (1857). Syntactic structures. The Hague:
Mouton..

v

(1965). Aspects of the theory of syntax.

— s e e

Cambridge, MA: Cambridge University Press.

(1968). ngggggg and mind. New York: Harcourt,

.Brace, Jovanovich.

' Comrie, B. (1976). Agggggi An introduction to the study éi

verbal‘ aspect and related -problems. Cambridge:

Cambridge University Press.
Corder, S5.P. (1967). The significance of - learners’

errors. 1RAL, 5(4),. 16-89. Reprinted in S.P. Corder

(1981). Error analysis and interlanguage. Oxford:

v

Oxford University Press.

B



I e I

L

121

7

(1979). Language distance and the magnitude of the

learner’s task.uggggigg in Second Language Acquisition,

N
2(1), 27-38.

Craig, D.R.  (1978). Language education in a post-crqgle
society. In B. Spolsky and R. Copper (Eds.), Case
studies in bilingudal education. Rowley, MA: Newbury

‘ House.

1

. -(19B0): Modéls'fpr educational policy in creole-
speaking communities. ° In A. Valdman and A. Highfield
(Eds.), Theoretical orientations in creole studies.

New York: Academic Press.
*De Camp, D. (1971). Introduction: The study of pidgin and

creoles. In D. Hymes (Ed.), Pidginization and

creolization of  languages. Cambridge: Cambridge *

University Press.

(1977) The development of pidgin and creole

studies”. In A. Valdman (Ed.), Pidgin and creole

linguistics. Bloomington: Indiana University Press.

D’Eloria, S. (1975). &eaching standard written English.

Journal of Basic Writing, 1(1), 5-13. -

de Villiers, J., & de Villiers, P. (1973). A cross-
sectional study of the acquisition of grammatical

morphemes in ¢hild speech. Journal of

———mn

Psycholinguistic Research, 24(2), 287-297.

Dulay, H., & Buft, M. (1972).‘Goofing: An indication of
children’s second language strategies. Language
Learning, 22, 235-252.

i

=



P AT AR LI T

122

(1874). Natural sequences in child3‘ second

language acquisition. Language Learning, 24, 37-53.

, & Kréﬁhen,, $. (1982). Language two. Oxford:
Oxford University Press. ’
Edwards, V.K. (1878). Dialect interferance in West Indian
children. Language and Speech, 21(1), 54-79.

(1979). The West Indian language issue in British

Py e —_—a

sghggl;d Léndon: Routledge & Kegan-Paul.
Fasold, R. (1969). Distincdtive linguistic characteristics

of Black English. In J. Alatis (Ed.), Linguistics and

the teaching of standard English to speakers of other

languages or dialects. Washington, D.C.: Georgetown
University Press. B

Fathmén, A. (1975). Lang;agé backgrouga}\age and the order
of acquisition of English structures. In H. Dulay and
M. Burt (Eds.), ©On TESOL ’'75. Washington, D.C.: TESOL.

Foray, C.P. (1977}, An historical dictionary of Sierra

Leone. Metuchen, NJ: Scarecrow Press.

Fries, C.C. (1945). ; Teaching and learning English as

I

foreign language. Ann Arbor, MI: University of Michigan

Press.
Frith, M. (1877). A study of form and function at two
stages of developing interlanguages. Bloomington:

Indiana University Linguistic Club.

Fyle, C.N., & Jones, E. (1980). A Krio-English dictionary.

Oxford: Oxford University Press.
Gass, S. (1979). ‘ Language transfer and. universal

grammatical relations. Language Learning, 29, 327-44.

\\-/,



X}

- 123

(1980). An investigation of syntactic transfer in

adult second language learners. In R.C. Scarcella and

S. Krashen (Eds.), Research in second language
acquisition: Selected papers of the Los Angeles

Second Language Acquisition Forum.132-141. Rowley, MA:

Newbury House. 1

e e e e et *

(1984). Language'transfer and language unive;séls.

Language Learning, 34, 115-132.
& Selinker, L. (Eds.). (1983). Introduction.

Language transfer in language learning. Rowley, MA:
Newbury House. |
Goodman, ﬁ. .(1964). A comparative study of creole French
dialects. The Hague: Mouton & 08.‘
Bakuta, K., & Cancino, H. (1977). Trends in second
language acquisition. Harvard Educational Review, 47,
294-316.

.

Hall, R.A., Jr. (1966). Pidgin and creole languages. Ithaca,’

"NY: Cornell University Press.
Hancock, I.E. (1969). Provisional comparison of English-

based Atlantic creoles. African Language ngigﬁ, 8, 1T~

72.
(1971). Wesp Africa and the Atlantic creoles. In

J. Spencer (Ed.), The English language in West Africa.

London: Longman Group.

o

.
———— e e

(1879). Krio. Uspublished paper.
‘ (1980). ., Gullah and Barbadian: Origin and

relationships. American Speech, 55(1), 17-35.




124

. (1985). The domestic hypothesis, diffision and
componentiéﬁity: An account of Atlantic creole
origins\ Paper presented 5£ the Workshop on Universals
vs. Substrata in Creolg Genesis, The University of
Amsterdam, April.

Hatch, E. (1978). Apély with caution. .In A. Valdman and H.

Gradman (Eds.), Studies in second language acgquisition,

pp. 123-43. .
Hayes, A. (1883). Planning a project: The KELT project,

Sierra Lecne, English Language Teaching Documents 116:

Language teaching projects.for the Third World, 15-27,

' ed. C.J. Brumfit. Oxford: Perg;mon Press.

Bocking, B.D. (1869). Types of interference. In J. Oller

and J. Richards (Eds.), Focus on.the learner: Pragmatic

perspectives for the language teacher, 87-95. Rowley,

MA: Newbury House.
Buang, J., & Hatch, ‘E. (1978). A Chinese child’s

acquisition of English. In E. Hatch (Ed.), Second

language acguisition: A book of readings. Rowley, MA:

Newbury House.

Hymes, D. (1971). Preface. Pidginization and creoliza@ion

of languages. Cambridge: Cambridge University Press.

Jain, M.P. (1974). Error analysis: Source, cause and
significance. Perspectives on 'second language

acquisition. London: Longmans.

Jones, E.D. (1971). Krio: An English-based language of

Sierra Leone. In J.W. Spencer (Ed.), The English

language in West Africa. London: Longman Group.



st T

. ’ “ 125\

Keller-Cohen, D. (1979). Systematitity and wvariation in
the non-native child’s acqui$ition of conversational
skills. Language ngmln_g.i 29(2), 27-44.

Kellerman, E. (1977). Towards a characterization of the

b2
strategy of +transfer 3in second language learning.J

-

. Inte¥language Studies Bulletin, 2(1), 58-92. '

¥ . "(1978). Giving learners a break: Native language

|
intuitions as a source of predictions about

transferability. Working Papers on Bilinggélism, 15,

59-92.

79). Transfer and non-transfer: Where we are
.

9
. "¢ now. tudies in Second Language Agg_u_is___itiéa. 2(11),

37-57.
— . (1983). Now you see it, now you don’'t. In S.

Gass and L. Selinker (Eds.), Language transfer in

language learning.

(1985). Dative alternation and the analysis of

[ ———

the data: A reply to Mazurkewich. Language Learning,

35(1), 91-101.

Krashen, S. (1977). Some issues relating to the monitor
model. In H.D. Brown, C.A- Yorio and R.H. Crymes-
(Eds.), Q£$IE§QL !77. Washington, D.C.: TESOL.

Kumpf, L. (1984). Temporal systems and universality in
interlanguage: A case study. In F. Eckman, Bell and

Nelson, (Eds.). Universals of second | language

acquisition. Rowley, MA: Newbury House.

- )



»

Labov, W. (1969). The logic of nonstandard English. 1In J.

Alatis (Ed.), Linguistics and the teaching of staidard

English to speakers of other languages and dialé@ﬁs.
Washington, D.C.: Georgetown University Préss.

Lado, R. (19575. Linguistics acrogs cultures. Ann Arbor,

MI: University of Michigan Less.

—— (1964)- Language teaching: A . scientific

r BRIl

Larsen/Freeman, D. (1975)1 The acqu{sition of grammatical

morphemes by adult ESL students. TESOL Quarterly, Qf

408-419.

Leech, G. - (1971). Meaning and the English verb. London:
Longman.

Lightbowh,»P.M.‘(1984). Greét expectations: Seqond language
aéquisition research and classroam te;?hing. Applied

Linguistics, 6(2), 173-189.

‘Littlewobd; W.T. (1984). ' Foreign and second language

learning. Cambridge: Cambridge University Pfess.

McDavid, R. (1970). A theory of dialect. In J. Alatis

(Ed.), Linguistics and the tdaching of standard English

to speakers of other languages or dialects.
. Washington, D.C.: Georgetown University Press. ’
Mace-Matluck, B.J. (19789). The order of'acquisition of

English structures by Spanish-speaking childreb: Some

possible determinants. ‘InLR. Andersen (Ed.). The .

acquisition and use of Spanish and English as first and
t "

second languages.



— ‘ ' 127
- . - N »

Mazurkewich, T. Syntactic markedness and language o

¢

acquisitién. Paper presented at the 17th Annual TESOL

Convention,» Toronto. ] ‘
(1984). The acquisition of the dative alternation

be, second danguage learners and the linguistic theory.

Language Learning, 34(1), 91-109.
- ’ /

' (1985). In reply to, Kellerman.' Language

q

e e e e o s

*

Learning,35(1), 103-106. - : : :

Meziani, A., (1978). The non-past in Egglish and Moroccan
Arabic.'LEAL, 18(1), 66—68. ‘

Nylander,. D. (1979).° Aspects of Krio'tonglégf and the
implications for lexicography. '/Paper preséhted at the
annual meeting of +the New Yorﬁ State Council on
Linguistics, Buffalo.

¢

Olshtain, E. 1979. The .acquisition of the English

proérgssive: A case study /éf a seven—yea;rold v y
Hebrew sﬁeaker. Working Papers on ‘ggligualism, 18,
81-102. &4

Politzer, R. (1960).. Teaching Erench: An introduction to
’ s , . \ A

applied linguistics. Boston: Ginn and Company .

. [ .

Quirk, R., 'Greenbaum, S., 'Leéch, G., and Svartvik, J.

(1972). A‘ grammar of contemporary English. Essex,

-

Englana: Longman Group.

Raven, R. ‘ (1968). Language acquisition in a secbnd

: * , . I \\\ / 3
language environment. IRAL, 6, 175-185. \\5 o
"Reyes, E. (1969). Some problems of interference in t e use

‘of English verbs by native Tagalog speakers. Lang

Learning, 19(1-2), 88-97.

L



-t

(s

ot B 5 A

BN

<hm

. (Ed.).  (1974). Error aM

¢

-

128

Richards, J. (1971). A non-cqhtrastive approach to error

analysis. “English Language Tefiching, 25, 204-19.

Perspectives

L

[:]

on

second language acgquisition. London: Longman Group.

Rivers, W. (1968). * Teaching fofeigg 1angﬁggg skills.

re ty Y 3 » w I3
Chicago: University’ of Chicago Press.

4

Rosansky, E. (1976). Methods and morphemes in second

Roy, J. (1977). The origin of Englis

creole:. Evidence for

the lexical structure. °~ Unpublished M.A. Thesis.

Columbia University.

Rutherford, W. (1983). Language typology and

transfer. In S. Gass agd L. Selinker (Eds,), Language

transfer in language learning. o

Schachter, J. (1974) . An error in error analyéis.

Language Learning, 24, 205-214.
v

~

(1983). ‘A new account of language transfer.

S. Gass and L. Selinker (Eds.), Language ;;ggsfer

‘lghéggge’iggzn;gg.

—_, and Rutherford, W. (1979). Discourse function and
¢

a

+

N

Wy

In

i

l_anguage transfer.- Working Papers on Bilingualism, Jg,

1-12.

Tyson, A.F., & Diffly, F,J. ‘(1976). Learners’

intuition of grammaticality. Language Learning, 26(1),

2

67-76. &h



129

-

gchumann( J.H. (1972) he pidginization process: A model

for second language

Rowley, . MA: Newbury

‘ % House. ' ¢
(1979). The acquisitioh of English negation by \ '
speakers of Spanish: A review of the litebaturé:,é In
R. 'Andersén (Ed.), The gcquisiti;n and use of -Spanish R,
4 - and English as first and second languages. : - ,

Scopt, M., & Tucker, G.R. (1574). Error analysis and

] ' English-languagé strat?gies of Arab.§thdents.' ngggégg - %:
Learning 24, 69-87. - — 3

Selinker, L. (1972). Interlanguage. IRAL, 10, 209-231.

Setian, R. (1974). Grammatical interference in the teaching

Teaching Journal, 28(3), 253-257. g
ive transfer in

Sheen, ;R; (1980). The importance’ of nega

- of Eﬁglish to Egyptian students. %gglis Language

' the speech of near-bilinguals. . IRAL, 18(2), 105-119.
Sj8holm, K: (1976). A bompa;ison of the test resmlts in-
grammar . and chabulary between Finnish- and Swedish- . v

speakihg applicants for English. In H. Ringbom .and R.

'Palmﬁqrg (Eds.), Errors made by Finns -and Swedish-

speaking Finns in the learning of -Emglish.  AFTIL 5,
Abo. Reported in Kellerman, 1977. ‘0 )
Skinner, B.F. (1953;. yé?hg; behaviour. * New Yark:
Apgleton—Qentury;bfofts. - ) ‘
*Stockwell, R., Bowen, J.D., & Martih, J.W. (1965). The . .

grammatical structures _ of Engiish and . Spanish.

thcaiiijUniveisity of Chicago Press. . A !

N . 9
. ¢ wy ’
, ‘ N
o R -




-Taylor, B. (1975). ° The wuse of ’ovérgeneralizéfion and

transfer learning strategies' by elementary and

intermediate students in ESL. .Language Learning, 25,

p
A * 73-107. _ ;% o g
Taylor, D. (1956). Language ‘contact in the West 1Indiés.
Word, 12, 407-414. .- : ' ——~

.

L 4
Turner, L.D. (1847). Africanisms in the Gullah dialect.

I\‘

Chicago: University of Chicago Press.

;aidman, A, &'Highfield, A. (Eds.). (1980)- Theoretical
‘orientatioﬁs in creole studiés. New York: Aca@emic -

“ Press. ° | : o

G

Wagner-Gough, J., & Hatch, E. (1975). The importance of
input data in second language acquisition studies.

anguage Learning, 25, 297-308.

Whinnom, K. (1965). The origin of ¥ the European-based
pidgins and creoles. Qrbis, 14, 509;527. .

(1971). Linguist;c hybridization and the special

» .
(U

cases of Pidgins and Creoles. In D. Hymes (Ed.),

o - .
Pidginization and creolization ' of " languages.
» - .

Cambridge: Cambridge University Press.

*

Whgte, L. (1977). Error analysis ahd efror correction in
adult learners of English as a second language.

Working Papers on Bilingualism, 13, 229-253.

-

(19835. v Markedness_and perameter setting: Some

implications for {Q theory of adult second language

acquisition. Paber presented at Athe' 12th . Annual
~ University of Winsconsin, PMilwaulkee, Linguistics
Symposium, March. ' ‘ o -



131

%
Winer, ‘L. (1982). " An analysis of errors in the written

composition of Trinidadian*EngliSh Creole Speakgms.

Unpublished Ph.D. Thesis. Universiti of West IgQiés

o

(Trinidad and Tobago). . U

e .
Wode, H. (1976). Developm#ntal sequences in naturalistic

L2 acquisition. Working Papers on Bilingualism, 11, 1+
31.

(1981). . Learning a second langduage: An

integrated view of language acguisition. Tﬂbihgen:

Gunter Narr Verlag.

~

'Wolframf ‘W. (1985). ~ Variability in tense markiné: A case
for the obvious. Language Learning, §§(é),c229-253.

Zobl, H. (;979). Nominal and pronominal interrogation in

the speech o% adult Erancophone ESL learners. SPEAQ

.Journal, 3, 69-93.

(1960a). The formal and devélépmental selectivity

of L1 influence on L2 acquisﬁtionn ngguagé Learning,

30, 43-57. ‘

L3

(1980b). * Developmental and transfer errors:

e - e e i s *

‘Their common bases and (possibly) differential effects

on sqbsequent learning. TESOL Qgg;&gglz, 14(4), 467-

‘L.

479.




Appendix 1



PR

Sampud b

JREEY. 15

L2

w

" 133

s
{(P)YO7 . Coe .
-1 1 Spent my Christras day beautafully, - In the morning at 9. am I
2 went fo tﬂe‘dxvxne Service at the Samariz Hgst Africa Methodist Chlrch

and I rcbbed 1n-the stall. After service‘I undrese and went home.
Then we went to our friends to taik acout the bath of Jesus. Then I
went homes .

Then I went to my uncie at Wiivinson road to Spent the Fest of the

gay. when I-go there my uncle took my cousins and myseif to the beach.

Then me s1ster met us playing in the water. Then she told us to get -

away fror trere, There we weer Bur tlothes and got into the car.

There ' my uncle drove away. Then when we went home at 5 o'clock.

)
-

He 7gave me come food to eat., when I have finished eating, I told him
thet 1 am coming hore tc my g}andmother, but my grandmcther did not
telieve that I came from my uncie’s h:use.‘ Then my uncle came and told

her thzl 1 was with him:a

'
- ’ L]

o
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. . (P)40 , ‘ \,
1 1 Sta(ied My holicay en the 15th of July 1985 after the Closing of
Z schooi. [ spent my Heliday 1n freétaw with my aunty. I have been \“\\
‘ o 3 pronoted to class 7 so my aunty make a nice party for me when . schaol ) ‘

4 close at that time. We have a nice birthday Farty tn our house so 1
5 “Btav 1n freetown till schools-cpen. on Holiday We usually go to Church

o " & “on Sunday moraing at Trinity., Sometimes after church I take my

~1

breeifast @iter brealfaet [ Wash plate and clean virthrcom and tgiiii},,/
- ' B during the rolicay my no¥her and my father Come and visit me but She

§ g1 ncot Core for long - before She goes She giveme a nmice gift for my

» : .
10 birthgay parvy,

. . , ) 1} o lfry Last Holiday 1¢ at hotifunk 1 went and visit my Grand smother.
- 1z when ghe saw me She 1s very H@ppy because 1t takes a long tome gihes We
\ ’ 5 . R .

\“ 1T tave <eeen, before I Came back to freetnyn She make ricebread apd rice
B N 15 Karry for ;s 1a aur family, - ‘ .- :
3 . s "
. k . -
L . .
3 - \' i i £

3 L -
&
. .
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a 'y *
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(s) 01 . ‘
i Wwhen I wec a little girl my Mother always live me to one laay
2 living tn the sare apdrtment because sne goes to ;orl, but before going
3 to wor+ she macde lunch for me anc Iive 1t with the woman,
4 Gne days when she finish making my lunch she took my dress off and
S say that she 1= going toc wash me 2nd ] started cry. She washed re angd
& dry my skin with a towel and éress me up. when sne finished she took
7 re tc the woman that % usually go and stav to her. when am angry and I
£ went to her for my lupch and she refuse te give x{ to me she pre%et to
g go anc buyy these biscuat they were sellirg ore cert and give it ts nme
£ she kgep an deang it every day and at that time I wac five year old
11 but ‘when :n five year old thet t.me [ wac talling very well, aitaough I
12 was t:i1ve year olf she was still doing it so ene day I toid sy mather,
13 She Erj ncl beisve, one day she zourt her redhanded but my mether dio
14 not sa, s word., some of the peopie 1n the %ard neard my mother talbing
15 about this att.ituoes that the :oman Was dcing sc they went and told her
it that !my msther> sac a grumcle, sc w-en the woman came che staied
L7 insilting my mother ano beih of than quarrel and they evén f1ght dnd
1 tha 1ady wounded my mother, end my mother alsc wounded the lady. but
15 ‘gt them were taien to the ;3i1ce station. ’
o Atter every tning haz finish the ne:t cay the woman cailcd me to
z1 go ¢nd take something as soon a5 1 we-t to her. she told me that <che
“z 15 qu:né to t111 mz and she prepare z bread for me with scse egg and
23 give 1t to me bui as scon as ; wanled to put 1t 1nside my mocuth the
' 24 bread fell down and I wert and told my mothbr.7 so sone of the age
29 graup told my rother that the lady poison <he b;ead 50 as from now _any
26 body who gives re scoething and she fell down I will nct pick it or eat
’ -

P———



(S)13 .
[ I startea school’ 1n September 1972, when [ was 7 years old. I
2 shouid .confesses that | was guite a bag garl, and I think that my
/
3

wn

~

parente were rot to be blared, because 1t was due to financicl

that prevented me not to attend scheol at an earlier stage. Ehildren

reorened, trnay cried and give ¢ll sorits of trouble, aut 1n my own*

‘now 8 cdays dc not feel comfcrtable tc sttend school o7 the day

school

case 1 wés not l:be ther, instead I was the are helping teachers to

.

canfert the crying children and as a result I was chesen to

mn

prefect f2r Ty clos

4

be the

bist maiec me to epprecicte scnool very mich are qay cousxtid/yho

veed to teil me stor:ec thet they have been told i1n school e&n

d they

chowec me picturee that they have been given and most of all 1g be-

cavse 1 acrired them so much when thzy are pointing to pilctur

what hasz been written agains® the pictures. so that urged me tc

ry sereats tc lew re attand scrool.

The periods [ erjoyed pest

primary  schasl are craftling tire and music time, I enjoyed

di<fererts c=hapes ¢+ things with clays and most of ail I lile

'

ene when [ sung 1 sake all necessary actions. N

i entered cecondary schocl 11 1973/1979 school year, Ther

sifering Arle sybjecte, but 1 fi1nd Arte subjects *o ditficult

g3 and
forced
in my
making

sirging

e I wWas

€0 3

stertee dcing commercial subjects at Y.W.C.A. vccational Institute,

where 1 ¢n otfering 3 yeart couse

I have already finished my

course.

I ga:ned discipled and 1 learnso how to 1nteract with people of

difterent groups.

-

purposes

-
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