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ABSTRACT

Acquisition of Standard Italian in a Heritage Language Program:
Accuracy in Gender Marking

"Susanna Elizabeth Barbatbun

In light of recent trends in language education in Canada and in
Italy, this study considers the problem of developing proficiency in

Standard Italian in a heritage language program. The sample consists

.‘C.. . \
of 145 students (87 elementary,; 58 intermediate) attending the Italian- ”fﬂ
Canadian Patrohage for Assistance to Immigrants (P.I.C.A.I1.) Saturda
4 s
r
School of Italian in Montreal. Subjects were tested for accuracy in -

gender marking on several typés of tasks.

‘Resuits igaicate greater accuracy among intermediate students
than elementary students, gir}s than boys; students educated in French
‘than those educated in English. Error patterns show unstable forms,
overuse of ;;scuiine articles, ;vidénce of dialect interfe;ence. It
appears that children learn ;rticles paired with word bases and pay
less éttention to final vowel gender markers in the lané;age
acquisition process.’ I

Tests are repeated with university students, not of Italiph
descedf, taking an introductory course in Italian. Their accu;acy on
‘written tests is comparable to ghat of intermediate P.1.GC.A.I. students;
oral prodliction shows evidence of monitored accuracy ﬁot manifested by .
P.I.C.A.I. students.

| Implications for heritage language programs aré disc;§sed; a

question 1is raiged about the extent to «which instruction of Standard I

Italian in heritage language programs should be approached as first /

lagguaée, foreign language, or second dialect developmenf. /

{iii)
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INTRODUCTION -

“
T . » 2
.

g&nqe the federal government adopted a policy of
’ 1

"multiculturalism within a bilingual framework" based on the

recommendation of Book 1V of ghe Report of the Roval Commission

\d
L .

on ﬂifingugliém and Biculturalism, several provincial governments
have supported the eséablishnent of educational progrgms designed
to preser;e"éhe langugges of echnic coﬁm;nicies in Canada ‘
(hereafter referred to as minority or non-off¥cial languages)
Alberta was che first to make a dtrong commitmenc to ‘ . " f
multif&ngualism when,' in 1971, 1t legalized the use of languages
other than Engl@gh and French as the mediums of instruction. -
Similar 1eg§slacio? has been passed inrugniebba and Saskatche@an.

. In Ontario and Quebec; provisions have also’been made tao teach ,

languages other't'ah_Englfsh and French, but only the two )

official languages may he used as mediums of instruction.

.\Depending on the typg of provincial legislation, three main .

o

gskt?nstructional tlme is divided
k)

(the proportdon may vary) be'd

bilingual programs in whié*5

een English-medium and the'mihority

language; transitional programs in‘whi¢h the students’ home language - -
L]

is used in the initial stagesvbf idscrucpion and gradually replaced

by ‘English; programs in which the minority langyage is taught as

an optional subject outside the regular curriculum.

5

The term "heritage lamguage prééfam" has been’gfgﬁ/in-ghe

t

most geqerai sense to refer to any type of minority language
. .

instruction. It was adopted bf the Ontario government to refer to

its optional program offering instruction in a‘minoyity language

v f
6 . a 3
.
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!
* were being offered to a total of 81,993 registered pupils.

©

4

! \
A v
as an’additional subject for a maximum of gyo and one-half hours
.
per week outside the regular curriculum. It is to chis type of

'optional program, in which the minoricy language Ls che object of

s

i
ingtruction t%chet than the medium ‘of instruction in the regular
curriculum chat the term "heritédge language" will refer in the

present work.

*  Of the heritage language programs., the Ontario program-.is

&

p;rhaps the most .widespread: In the period 1981-83, 49 languages

s
Italian is one of the 1argesc language groups represented with

38,358 pupils registered in ‘the program in 1982 83 (OnCarioA

Hinistry of Education personal communication October 1984). In

"

1978, the Province of Quebec also began a heritage language program
(Programme d’'Enseignement des Langues d’ Origine--PELO) offering

instruction in Italian. Pottuéuese Greek, and Spanish 1t has
since expanded to include Cambodian, Chinese. Laotian, and

L S~

-

Vietnamese.

Before minority language instruction received official
government supporf, ethnic groups had been teaching their

languages within their own communities. With the widespread

- ' " * -
government promotion of Instruction in the languages and cultures

of ethnic communities, came concern that mother-tongue

maintenance of minority language children would be at the expenée_

- of - the official languages and cultures. Consequenciy. there has

been a large body of research addressing the issqe’of‘mother-

po Y

tongue maintenance which has focused on the linguistic, w
cognitive, 'and social development of children'parcicipating in

minority language programs. ' Results have supported the promotion.

’ - «
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of these programs (Cummins, 1978, 1981; Bliatuagar, 1980; Swnin; 1981).

Though effects of minority language programs on'chiidten'l

pyscno-social development have been well documented (Cummins,

1983a), little research has been done on chlldreq"s'profictency’in

the language these programs purport to foster. Furthermore, most

of the ﬁfograms that, have been investigated are of the bihﬁnéual
. ) \ ' '
or transitional ‘type. A parent-teacher survey conducted by the

Metf%politan Sephrate School  Board in Toronto (Keyseéland Brown,
cited in Cummin;.“1983a, pp. 10-11) indicates satisfaction with

-

. A .
its heritage language program results, but, as Cummins (1983a)

‘notes, there is a need for systematic investigation of students’

-

proficiency.in the target language of these programs.

In the case of Italian heritage language programs, research
on étudents;’proficiency in the target languagé is pagFicularly
important if programs are to be effeétiva because, as will be
demonstrated, the relationship between the target language and
the childrens’ home language poses a pedagogical problég. The -
presené,sﬁudy will contribute té the re;ear;h on minority o
language education by investigatipg %ﬁe Italian language
proficiency of cﬂildren in a h?éitage 1anguage’progr;m in
Montreal, “The focus of the-empiricgl study: is on accuracy in
gender marking. . ~i '

The first chapter begins with the historical perspective on”

e development and spread of Shandard Italian in relation to

'y

«

roblems arising in Italian heritage language classes in Canada.’

”

fm Standard Itailan (S1), as will be demonstrated in

-

-

{alects in Italy that is necessary for understanding pedagogical
A .

-t



Chapter 1, is problematic. 'In the Eeférencas cited, terms ysed
-oemiﬁgly incerchangeably,c0crefer,t;'che same concept include:
) linggg. italiano. Thraughout this stﬁ&y, the Eerm-"Standard‘
Italian" (SI) will be used in 't:h? most .general sense to refer to \
the official:language of gbverﬁmenc dnd'insCruc;ion gp I;aly..

Schools ih Italy have only récently begun to‘respopd to the
fact Eﬁat the language qg instruction (SI) differs‘to varyinéﬂ //
'»degrees fr9m the first language ;f the majority of the students -

(Francescato, 1978).' Recognition of this fact, cggeCﬁe£ with

grawing cogcern for the needs of migrants ana emigrants (Etudes
Migrations, 1980, ﬁi) has led to an incieaking focus of.

attention on che'problgms of Ce;;;I;g SCaﬁdagd Italian to dialect
;peakers in italy (Leoni, 1979; Medigi &_Simoﬂe,f1971; Simone‘& Ruggiero,
1‘977).w This changing~aﬂ6;oach to language educgtién in }taly is |
outlined in Chapcgt 1.2,(£ollowed by a dis;ussion of the implications

of th;'language edqpaé}on issues in Italy for Italian heritage lahghqge
programs in Canada. P -

Chapter 2 begins with a rationale for thevselecéio% of

gender marking as ;he'focus'of Investigation of the ﬁresent
”study. This is seen in light of a summary of research findings

of selécted sgudiqs ?ﬁ”the ;Cquisiciop of gende£ in tw; other
Romance languages (Frenchqand Spanish) ;earned as first and second
languages, together with findings of researchvaddressing
diffiéulcies dialect speakers in Italy experience when ieerning
Standard ftalian. - : .

The present study examinihg the ability of students in a

heritage language program to mark gender in Standard Italian is

3




»

described in Chapter 3. Results are presented and interpreted in
v . ~ - .

Chapter_ht : .
: 7 The work concludes with a summary of th;/iﬁhdlng: of the

empirical study and suggaﬁcions for further ielearch. Implications

Ie

.

i the resultg’fot the devélopment of heritage language programs’

.

in Italian are considered.
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CHAPTER 1 _ #

TeachYing Stapdard Itallan: Scope of the Pddagogical'Problem
“The term Standard Italian is a somewhat fictitious label,

aiming to circumscribe a hopelesély vague concept"” (Cardona/

-

LD

&N

1976, p. 3). This view, recently expressed by an Italian linguaist;

is just one indic#tion;that the Questione della Lingua is still

unresolved among scholars of Italian.” While the long disputed

a national model seemed to come to a de facto resolution with

question of the nature of the linguistic variety to be adopted as

Manzoni’'s promotion Gf Florentine in the late nineteenth century

(Hall, 1980; Migliorini & Baldelli, '1981 Thap. I1, 12); interest

in tﬁis ptbblem has recently been renewed with a sbmewhat different

focus in a debate known as La Nuova Questione dellm Lingua

" (Cardona, 1976).

This debate is reflected in Italian language education

policy today by a reevaluation of the public education system’s
. ) )

original nineteenth century mandate (De Mauro, 1979, pp. 46-47)

to prescribe the Florentine model of Italian. In light of the
development of sociolinguidtic studies, Italian educators are

being encouraged to consider linguistic variability and the

relationship between the language of instruction, .the first

‘language of the students, and the linguistic. repertoire of the

community (Mioni, 1975, 1978),

Before it is possible to discuss the changing approach to
Scandar; Italian in education, however, the reasons for'Che
cohtroversy‘sutrounding_thls “hopelessly vague concept"” and its
relacionship to the other varieties of Italian must be

“

6

N\




uhdérstood. The first part of this chapter, therefore, will’

y : v -
/ 4

race the development and spread of Standard Italian in Italy.

/ This hfgtorical égrspeccive will be followed by an outline of

changing trends in Italian education which has only recently

begun to addgzss the probléms associated with linguistic

’

variabili y. ‘&mplications of linguistic divgrsity in rtaly for
28

the instruction of Standard Italian in the Canadian context of

heritage language programs will be discussed in- the third segment”

of this chapéer which will demonstrate the need #r research on

the acquisitidn and use of Italian and its varieties in Canada.

°

. -t [§
1.1. A Historical Perspective on the Problematic Nature of

Standard Italian arnd its Relationship to the Dialects Spoken .

in Italy.

k

Whereas Italy is commonly congsidered to be a monolingual
country with some linguistic variation, comparable, perhaps to d
that in England, France, or Spain, Italy has, in fact, been

characterised by more numerous and more widely differentiated
‘ 1
varieties of language than almost any other European country

(Hall 1980, p. 95). How did this situation arise? -

-
)

In the pre- -Roman era, various Indo- Eurggean languages and

'Eeveral non-Indo-European languages imcluding Ecruscan Ligurian

and Sardinian were spoken by the different peoples of the Italian

peninsula. Uith‘the formation of the Roman Empire, Latin was

established as the.official languégu of communication, but was
never imposed on the people through a systematic language policy
(De Mauro, 1979, p.'2]0). As a result, Latin was learned to

various degrees depending on the nature of the language and the

¢
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“level of civilization of the different populations " These local

varieties of Latin--referred “to as lgglng__glgg;g in contrast to

the literary modél--form the basis of the modern dialects.
.‘"" ,1.‘ y ) . ) . N
With the fall of the Roman Emplre, political.disunity and

geographic barriers reinforced the linguistic heterogeneity of
-the peninsula, thoﬁgh most writers kept the tradition of using ) .ot
Classical Latin until the late thirteenth century (Migliorini &

. Baldelli, 1981, p. 56).

,

-Of those who broke with this trad®ion by writing in the "—//,,\\

yglggxg Dante was the first to achleve widespread recognition.
and with the DLvina Commedia brought prestige to the variety of

Florentine in which it appeared during the early years of the -
2
fourteenth century. Derived from the latino volgare of’ the

Etruscans, which did not deviate significantly from the classical
model, Florentine was relatively eapy to understand by anyone
educated in Classical Latin (De Mauro, 1978, p. 33). The
commercial and political importance of Florence during-the

Renaissance further contributed to the prestiée and diffusion of

-

its literature.

And so it happened that of the many linguistic varieties
robresented in tho Italian peninsula, literary Florentine became |,

widespread.among the cultured elitgdy,{t is this Literary

»/v

Florentine which would become the focus of the long debated
But why should there be any more controversy over the

* Florentine standard than over the developing stahdard in other ’ e

(

Eﬁropean couﬁitibs? Literary Florentine could be defined as a

8




prgvailedf the majority of the population did not know the

-\
.

. standard language in.that it was codified according to a formal
~— R \ -

series of norms defining correct usage and‘accepted by a community

\

of speakers (Stewart, cited in Fishman 1972/1975, p. 80). In fact, the -

N . “3
Rlorentine Accademia della Crusca, founded in 1583, was among the

earliest European languaée academies and its vocabulary list issued

in 161%, constituted one of the first major dictionaries (Migliorini &

Baldelli, 1981, p. 37). ‘{

R

) The crucial facéor, however, is that, in séite of its early
codificatio;, literary Florentine did n;t acquire an officiql
national status until the late nineteenth cantury And untid) that
t}me was’ used only among the cultared elit:e4 (De Mgurdy 1979,
chap. 1). While movements for national'ﬁnity had encoufaged
increasing linguistic unity in-France, England, and S aiﬁ:
political divisivene;s persisied in the Italian penixiulé until
the late nineteenth century, serving to reinforce continuing

linguistic heterogeneity (Hall 1980, p. 96). The diffusion of the
Florentine model-was further impeded by limited access to education
which, in the absence of the movement fot.widéspread literacy

accompanying the Reformation elsewhere in Europe, remained the

.privilege of the Catholic elite (De'Mauro, 1978, .p.35). }

As .a result, by che late nineteenth century, the linguigtic

repertoire of the Italian peninsula had changed little from that

of the early fourteenth century: lingufstic heterogeneity _

L pu—

Vs
literary standard, and local varieties of language were often

used even in courts and universities. The only difference was

that iiterary Florentine had replaced Classical Latin as the

. written language of the elite (De Mauro, 1978, p. 35). -Literary

-
>

T 9
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Floreritine had even been described in the late eighteenth century
as a dead ianguage'(De Mauro, 1978, p. 37). ' ‘

Nevertheless, with political unification, literary Florentine
was promoted as the vehicle of cultural integracign. This can be

T

underétéod, in part, on the basis of Fiéhmap's model of language

poliéy..wﬁich suggests that a variaty of language may be selected

as a national standard if it satisfies the search for a Great
I .

TfaQ}tion (Fishman, cited in Bell, 1978, chap. 7). Certainly the
language of Dante satisfies such a search. As Settembrini wrote:
"La prima cosa che volemmo quando ci rigentimmo italiani...fu la

o K B
nostra lingua comune, che Dante creava..." (cited in De.Mauro,

1979, p.11 [The first thing we wanted when we perceived ourselves

as Italians...was our common language, that Dante created...]).

©
£

.. The greatest promoter of the Florentine standard was the novelist '
‘Manzoni, who sought the Romantic ideals of national and linguistic
"unity through this "pure” form of‘langgaée (Miglio;ini'&‘Baldelli,
1981, chap. 11-12).

- 'The.firsc governments of a Qnified»ltaly, however, were more

- -

concerned with building a strong army and a centralized bureaucracy

*

“than with the promotion of a naéional language éhrough an effective
systéﬁ of public educa£1on (D; Mauro, 1978, pp. 54, 55). Though «
‘pfovisions had béen made féf education, wide;preaé 1111te}acy |
persisted to the beginning of the.twentieth century (De Mauro,
d9i8, PP- 40; 90). As a resglt, in the years followlhg political .-
pnificécion, the Florentine model ¥or the national language was

" diffused more through the movement of people brought together

threugh government, the miljitary, industrialization, and

-‘ i 10 . | ;ﬁéf



"nor their students were fa@iliar (De Mauro, 1978, p. 47).

]

N

urbanization, than through any systematic Langﬁaéa pqliéy (De

P !
el .

> Thus, the major factors in the development of Standard o

Mauro, 1979, chap. 3). .

S

I'd
cfa®

. N
Italian to 1870 which must be taken into consideration if the

~

current problem is to be.understo;h are_éhat there was a high
dggree of linguistic heeerogeneity.at the time¥political
unfficac?on vas\complegéd;‘ﬁhat-only two per cent. of the
popuiaclan was familiar with,liter;ry'Florenéine and that the’
majority of this small perent;ge was concentrated in the region

of Toscana, wberé the spoken language was similar to the lfterary'
model, and in Rome, where clgrgy from all- parts of the cbun;ry
were assembled aha used literary Florentine as a common language;
that the Florentine ;tandatd had always been th; subjecé of
éontroversy“among\the educated elite; that the diffusion of

Florentine had been in written form and, after having been at
various times described as a dead language, was now resuscitated ) | ‘
for orallcommunication thgoughout the country (De Mauro, 1979,

chap. 1-3). Given these considerations, what sprt of lingua

franca had become the official language of government and

‘instruction? ,

In the new'parliamenc, members struggled to speak a dead

language (Migliorini & Baldelli, 1981, #. 249), and in the ¢

schools, teachers tried with vat}ing degrees of success to use as

" the medium of instruction, a language with which neither they,

-

In light of the nature of the development and spre’& of the

LY

national language, the reasons for thé controversy surrounding

\ the term "Standard Italian” can now be appreciated. Whils there . -

N -
i .

-

11



is continued debate on its precise description, the key point;
for the p;e;enc discussion i{s that Standard Italian exists only
as a written code, verbalized di.ff,rem:ly accordlngYCO the origin
of the sf:eaker. All would agree that there does not exist in

Italy today & non-regional pronunciation comparable to that which

Aexists Ain other countries where there are significant regional

differences in vpronunciacion. as in Britain, for example (gortelaigo,
1980, pp. 16-17). ‘ . ' ?

- The different regional vag:i—e—c-ies spoker; in Italy, then, are
based on the syntax of Standard Italian, but contain many
phonologicalf and lex'ic._al elf;ments which are dialec;tél (De Mauro,
1979, pp. 159-186)., Of these regional varieties, the jtaliano
regionale :poken in the 1lnf1uem:1a1.cent:res of Milan and Rome
are compeci.ng for ;{‘mOst prestige (Hall, 19-8_9, p. 101).

Dialects, limited in range of use to a given locality,

-

continue to be very much in evidence. They are classified

according to their distance from the Standard on tixe basis of
contrastive analysis. Central dialects deviate least from the
Scan‘dariﬂ. while northern and s'outhernm.osr. dialects are mutually
1n/comprehensible (De Mauro, 1979, pp. 186-201).

Izalianc popolare, another variety of language on the.

continuum from the local dialect to the Standard, is the focus

‘of further controversy. The term refers to the variety which has N\

emerged as a result of the migrations of dialect speakers with
N :

I'imited knowledge of Standa\d Italian to urban centres where -

. different varieties of Italian are spoken (Mioni, 1975, pp. 16- ) .

3
20).

12
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This is a gross simplificlation ‘of the linguistic rep.\rtplro
in Italy tha;t has, in fact, many codes which are -not easily
delineated. The soc1§ta1 patterns of bilingualism and diglossia
are complex (Mioni, 1975, pp. 7-56) and ar; considered within the

limits of this study only in reference to the importance of T

recognizing linguistic variability in education.
P \"/ T:ﬁ ‘

1.2. Changing Trends in Italian Language Education

-

When the first legislation for public education was established
dulri.ng the period of political unification in the late nineteenth
century, c‘;nditions of diglossia without bilingualism hadv\be‘en
Ereated (Mioni, }975,‘p. 15)., The school was to presc;lp_e the
norms of Standard Italhian, which was to —,be used as the medium of
instruction although it was essentia‘Hy a foreign language for
both teachers and s't;uci"nés. In the newly formed nation, the use
of dialects was seen AL d{a'jhteét to national unity, and dialectal
elements in students"‘x;)rk were to be "corrected" by the schoor—
(Coveri, 1981-2).

With the exception of a brief perliod during which dialects
vere admissible in elementary education under the Riforma Centile
(1923), public education 1;; Italy was characterized by what De Mauro

5 .
' N
has termed dialettofobis (De Mauro, 1979, pp. 357-62)., Teachers

vere to strive for the ideal of having their-students speak -

"come un libro stampato” (lit. "like a printed book"). This

resulted in the use of’:'/archaisms; hypercorrections, and the / :

emergence of a variety which, according to a recent st"dky‘by

. Benica, Ferraboschi , Gaspari, and Vanelli (1979), is still found

in Italian classrooms today_in the form of ' o
3 r v |
13 ‘ —
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:In spite of the school¥s efforts €o'eradicate dialectal
" slements from students’ oraréand written work, the use of .
. N . ® 6 .
dialécts in thelr communities has ‘not been abandoned. De Mauro

\\ (1978 p. 102) reports:the foilqylng statistics baseh on a 1974
survey: o Co- T

. e Yoo 7
-predominant use of jtaljiano

alternate use of 1§éligng and dialetto
outside the ®ome . > ' 35.5¢

outside the home 35.7%

’

exclusive use of ﬂiglgzgg outside the home 4 28@8%‘

- 8
Clearly, linguistic varisbility is deeply rooted in Italy.

"Unfortunately, Qiﬁlﬁ&&Qthii in education and a prescriptive

" approach to the {nstruction ¢f StandardsItalian seem to be almost
) -, . )

\ \ - ’
as deeply rogred: the legislation fer elementary education
h ;

~,

currently in effect dates from 1955 with—guidelines-reminisceng of

those in effect during.th riod of political-unificacgon

s

callingﬂfor teachgrs to provide a model for the "correct" use og
the national language. fhough the first spontaneous egpressions
in dialect may bg accepted, teachers are to refrain from
addressing t;eff pupils inléiélfct (De Mauro, 1979, p. 341).
Emphasis is on‘tﬁ; written cod%}which is t; be minrorgd in*
speech, since evidence of the command of a language is the- .
ability to "write as one speaks and to speak as one writes” | Rt
‘' (Corra, 1981-82, p. 103).

This l;g}slation, established at a time when two-thirds of

the population used dialect as gﬁe principal fot& of expression

4

'(De Hauro,/ 1979, p.102), ignored the differences between the

i .

2 first language of the students and the language of instruction.
J- L '

: ' ) 14 "“\
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ﬁ‘ 4 L e - : M ‘



If Standard Italian is essentially a written code, it cannot
.. ’ . 9 -
exist as the mother tongue of anyone in Italy. At best, those

with exposure to italiano regionale yiil have "only" to acquire

the skills of written expressior in a code\wﬁich is closely
related to their first language.' Many, however, will be

\ 1
struggling with the simultaneous acquisition of oral and written

skills Iin a code completely different from the one they normally.

use: . .

~ "...la grande maggioranza dei bambini italiani, quando
vengono a contatto con le strutture scolastiche...sono
dialettofoni, con tutt’al piu una spolverata di elementi di

., '~ italiano piu o meno colorito regionalmente..." (Francescato,
1978, p. 133 [...when the majority of Icalian children come
into contact with the school system., .they are dialect speakers
with, at best, traces of Italian ele ts which ‘are colored
to a gréater or lesser extent by regional variations. D R ’

4

Fortunately, there has been a ‘movement among linguists and
some educators10 to promot; recognition of the need for schools cé
—féspond to this sigaation In the late.sixties. mPQements for
uq'educazione demog;a;iggll(be Mauro & Lodi,'¥97a) began to

focus attention on the social function of language, and the
éecognition of power associated with the ability to make use of

the full range of the linguistic system was réflecCedgin revival

3

of the adage “"chi ha lingua passa i1 make" (Lo Cascio; 1978,
intro. [one who commands language can move mountains]). Interest

has been gene}ated in the sociolinguistic work of Bernstein and

¥

Labov (Mioni, 1975, pp. 24-31), and there has been some

'

investigation of the relationship between social class, language,
and academic success (quici & Simone 1971; Simone & Ruggiero 1979)

Thus the ideal now be;ng‘promoced is that of choice of code by.

0

-
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;n inzrzzaﬁal who controls £Be full rangé of availaéie codes (Colombo,

1979 Lo Cascio, 1978; Renzi & Cortelazzo, 1977; Ponzio & Mininni, 1980).
12

This Is reflected in the 1979treforms of the Scucla Media
(Decreto Hinisteriale, 9 febbraio 19795 which give more attention to
the social functions of 1anguage and reco;nize linguistic variability

L’acquisizione di una sempre pil sicura padronanza del
linguaggio in tutte le sue funzioni & un diritto dell'’uomo.

(The acquisition of an .increasing control of all language

* _ functions is a right of the individual )

La particblare condizione 1iﬁguistica della societa

italiana, con la presenza di dialetti diversl e di altri idiomi
e con gli effetti di vasti fenomeni migratori, richiede che la
scuola non prescinda da tale varietd di tradizione e di realta
linguistiche.. .
(The particular linguistic conditions in Italian soclety,

with ‘the presence of different dialects and other idioms, and
with the effects of extensive migrations, require the school
to ensure that such variety of traditions and linguistic
realities not 'be overlooked. ) ~
Parimenti non si trascureran&k le varieta tipiéhe, ad

esempio della lingua colloquiale e .familiare, della lingua piu
formale e colta, perchd 1’alunno ne sappia cogliere le
caratteristiche espressive al fine di utilizzare l’'ura e 1’ altra
varietd linguistica a secondo della situazionme.

(Similarly, typically encountered varieties of language, for
example, colloquial language used within the family, as well as
more formal, educated speech, should not be ignored if the pupil
"i8 to learn to perceive differences in expression and be able

to use that variety of language which is appropriate in any
‘given situation.) 1 . .

» “

Thus, the school has finally acknowledged linguistic
variability and officially r;cognized codes other than SCandara
Italian as legitimate forms of expression. The approach éo the
instruction of Standard Italian i{s moving away'from '
prescriptivism chard a more communicativa approach wﬁich

L 4

’ -2
encourages development of all skills to maximize the potential of

’

t}geacive expression ?becreto Ministeri;I;. 1979). \

s P ’
However, Corra (1981-82) notes that in practical terms little

s
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" dialects mainly from a historical perspective, or as pleces of

s gocial function in the lingulstic repertoire of the commdﬂity
{ .

I3

R

'

has changed. Still without adeqdate training, teachers are not
squipped to re&pond to the néw trends advanced by researchers ,gd
policy makers (Berretta, 1980). New texts still tend to treat

Y
folklore rather than as forms of expression currently serving a

(Corrd, 1981-82). Teachers still emphasize the written Standard
v . N ~
through a normative approach (Lo Cascio, 1978, intro.).

Some advances have been made, however, by groups such as

GISCEL (Gfuppo di intervento ; studgoiﬁel campo dell’educazione
linguistica) which have stressed the need for accepting the
linguistic variety’the child bkings to class, and for using this
knowledge as the point of departure for learning the Standard.
Practical s@égestioné (De Mauro & Lodd, 1974, chap. é-lO;
Franceséago, 1978) for accommodating linguistic vartability in the

classrovm include:- class participation in compiling a dictionary

of dialect/Standard; use of parents as resoyrces in children’s

\
research on %ﬁhlectal expressions, proverbsnggolktales, songs;

éncouragement_of children’s creativity through composition in’
) . ;

dialect; class projects which survey patterns of language use
among pupils and their families; use of contrastive examples

&
when teaching structure.

Even if the importance of using the child’'s first language
to develop skills in Standard Ic;lian is recogéized, significant
problems are encountered in the clasgroom £u1051-1975, 1978;
Corra, 1981-82): ‘ "

Often more fhanione dialect {s represented in a single class.

Which one will become the veh%cle for literacy development? To .

-

!

YR ‘ . 17 . ' g
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. 3
what extent can teachers, given their training, be expected to be

_familiar with the dialects .represented in their classes?

Evef if a'single dialect were represented in a homogeneous
class: dialects are essentially oral languages. Thoygh cperezis
a dialect literature, these languages have not been codified.
Vhat will be the model if dialects are to be used.in iiceracy

development at school?

Francescato (1978) point% out the need for linguistic
research.r'sﬁudies on first‘languagé acquisition have not taken ’
linggistic variability intb’cohsideraiién, and provid; little

.7 '
information on the relationship between input from the environment

and first language development. Longitudinal studies usually follow _‘

a child only to age thres or four, before the influence of the ~
school;s linguistic model may be obgerved. The few studies which
have been done on the relationship betwe;n aca?emic success and
. ﬁo;e language p;ésent methodological problems. In addition to these
cgn;ideracions, Francescato fﬁdicaCesqg need for more contrastive
studies ofiStandard\Italian and 1;3 dialects.

Large migracions to ursan centres haQe resulted in less dialect

differentiation. Problems of children who have been exposed

of these centres has been

. mainiy to the
cdhpare? to those of speakers of«giack Engl}sh (Mion{, 1;75).

The pedagogical problemijaSSOCIACBd with'internal ﬁigrations
be;ome morequabticatqd with emigration, and are receiving
increasing attention 'in Europe and North Americas. Italy 13’
committed to faéiIICAting the education of children of emigrants
(legge 153, 1971) and, ip cooperacioﬂiwith host countries,

4 . ‘
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programs are being developed ‘to meet the needs of these children -

(Etudes Migrations, 1980, 51).

-

1.3 Implications the Italian Situation for the Instruction of ~

, Standard Italian in the Context of Canadian Heritage Language
o Programs . . v

14

-
[

The European situation differs f;om the Canadian in that EEC
. ;. - :

cdu§Cries expect tempakngy residency of many and cultural/. '*ﬂf
lieguistic assimilarion of those who remain (Tos{, 1979-80),

. p while Canada has been committed to multfculturalism since 1971

- q

through a federal‘policy. The heritage languege programs, .,
' ' encouraged by the GCanadian multicultural policy (Cummin; 19é3b),

have been cailea‘eg "unquaLified-suceess"(Danesii 1983). While 1£

is fot the intention of the following &tudy to dispute this claim,
___1it“must be noted that the researeh which s?pports these programs
(Cumfnins, 1983a) focusad primatify on their ps&chosecikl and
cognitive effects the development of participating students. -
Furthermore, this research has been based principally on bilingual

< .
and transitional giograms vhich are completely different from the

wa\and one-half hours per week elective option designed to ' .
ma%ntain or develop fhe‘ghild's s?ille {n ;he_“ethnecultural
Iangueée of the community; (Qummins, 1983a, p. 1). It is to this.
tyﬁe of enrichment program that the name Heritage Language Program
(HLE) vas given by the Ontario Ministry of Education in 1977.
Virtdiﬂiy no exte;sive systematic research has been done on the
attainment of the ethnocultural language ‘in this type of program.l3

In lighc of the preceding discugsion of the role of Standard

Italian in Italian education, developers of Heritage Language -

Programs for Italian must invescigZCe the hature of linguistic

(
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. variability in the student population and the extent to which

coache;qa are equipped to deal with heterogeneous classes.

1f "dialect is, ;till the mother tongue of a significant
number of Italians, and, if those who emi‘grated had little 'formal
education (Tomasd, 1977), it is like}y that the variety of
Italian that has emerged as a result of emigration to urban

centres like Tdro&o is similar to t};e italiano popolare

resulting from internal migrationst with the additional elemeng:s!

i

of English interference (Clivio, 1971). 1In Quebec > there are
likely to be additional elements of interference from French.
While there has been considerable study of lexical interference
in Italian communities in North‘ America (‘Correa-Zoli, 1974,
Pletropaolo, 1974; Ferrara, 1980; Villata, 1980), there does not

seem to have been extensive study of the patterns of language use

&

in these communities. Danesi (1974, p. 299) suggests that "Toronto’s

>

"Italfans generally possésss only regional (or dialectal) codes
which are used in all social contexts". What, then; is the

ethnocultural language of the community which the HLP {s designed

to pregerve or develop?
s

While discussiorp/f HLP refer to the "...hope that the
language skills of HL children will improve through the
déveloptent of the first language of the home®™ (Martindale,

19.83, p: 76), it is not cléar, in the case of Italian, what that

language is.. A study bsl Feuerverger (1982), indicates that ten

- dialects wers represented in s group of 101 children of Italian

B

background. The e:é\t:ent to which these dialects have acquired

cémnon features to-become a type of ftaliano popolare merits

)
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.investtgation and must he-taken into consideration when teaching
/ ' -

N

Standard Italian. Danesi (1974, p. 229) has observed that among

university students, "...¢lalectophonic errors are frequent .in a
y . P q

¢

classroom environment."

If students are exposed mainly to a type of Lﬁilinng
popolare at home, how mu%h effeéc can two and dne-ﬁklf‘hodrs per -
veek have on promotiing the acquisition of Standérd Italian?}a
Considering tHe relatively poor results of core French'prqgrams,
(Stern, 1984) which prévide ‘compatable hours oflinstruction and
do not have to c;ncend with a“ompeting,variety of the target

)
prodioting acquisitiord of Standard Italian is questieonable and

lazziage in ‘the child’'s home, the effectiveness of HLP in
warrants research. -
An édditiokal problem is presénted by .the presence of

children in these progrdams who are ngt)of) Italian background. One

/
study reported by Cumminms (1983a) indicates that 15.6% of the students
15

‘were not of ITtalian background. While this may be desirable in

the spirit of multiculturalism, what effect will the exposure to
possible dialectophonic errors of Italo-Canadian children have on
the acqui;itionJof Standard Italian by their non-Italian peers?
In an. informal -discussion, Professor Pletropaolo ®f the
Universlty of Toronto Department of‘}talinn.Scudlea, vhich
provides ;eparate courses for dialect;phones and students with no
dtalect background, has observed that dialectophones acquire less
accuracy in Standard Igélian, though they may be more fl#ent than
their non-Italian peérs (D. Pietropaolo, personal communication,

September, 1984). 1f one of the goals of HLP is to promote

acquisiton of Standard Italian, and if there is such a thing as a
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classroom di&IEEE/iPlann. 1977), what will be the relationship
/—’/ . '
between fluency and accuracy in Standard Italian among children
in HLP? C}early. there {s need for studfes of language
deveiopment in this context.
This has beén indirectly acknowledged by Byrke (1983, p. 25):
"In 1ics firsﬁ three years the program has had to meet the
need of both'native and non-native speakers with little
preparation for adjustment of curriculum and methodalogy or
dccommodation of different dialects of minority languages."
. , . '
More than terilyears ago Danesi (1974, p.295) observed:
"In teaching Standard Italian to dialect speakers in Italy or

" abroad one must take into account the fact that there is, in~¢
effect, no nationdal standard (only regional standards)."

’

~

'Nevertheless, conversations with Danesi in éreparaﬁion for
this study indicated that, in spite of awareness of linguistic
variabili&y, there have been no formal guidelines to assist teacher
in accommodating different dialects in their classe; (M. Danesf{,
»

persongl communication, September, 1984). Enquiries aboug thé, use of
dialects in classes offared by the.Centro Canadese Scuola e Cultura -
Italiana, which has taken a leading role in the promotion of Italian
heritage language programsz revealed that dialects are "by no mean;
encouraged” (Centro Scuola, person;l communication, September, 1984).,

The need for professional development of teaéhers in HLP has
been addressed by various {nitiatives, including an anndal
Hericage'Language Symposism. Since many instructors of Italian
RLP have beel educated in Italy (Di Gipvanni, 1983, pp. 18:19),
they are likely to have been crainéd in the tradition of
glllgsjgﬁghln. Profas;}onal developmeA: courses, therefore,

& N
should include practical suggestions for coping with dialect .

t ,
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differences in the classroom, such as those mentioned in the

1

preceding discus;iior; (Chapter 1.2). More important, teachers -
must be encouraged to adopt an attitude toward the instruction of.

Standard Italian "...which does not subscribe to an archaic and

. — , . 16
puristic pseudonorm..." (Danesi, 1974, p. 303)/.

Before effective programs can be developed for Italian

" heritage language classes, studies are needed to determine the

[}

kind of language that students of Italian backgroﬁnd are exposed to at
’
_home and whether Standard Italian is for them a first language,
17
second dialect:. or foreign language.

Notes ' 2 ’ . ’

¢ \ .

1. The situation in the German-speaking areas of Europe is most
comparable, but there is still more variability in Italy (De
Mauro & Lodi, 1974, pp. 9- 10) , )

"varieties of language" refers only to varietieg of Italian in

relation to the.Standard. Linguistic minorities in Italy with

special status (French, German) and those with no special
provisions (Albanian, Slovenian, Greek) will not be considered
here, For a discussion of thefl‘egal position of these, see

Pizzorusso (1975). :

. R .

2. Though tha language of Dante was to represent "true"

Florentine, se¢ Migliorini & Baldelli (1981 chap. 5)

for grammatical and lexfical items indicative of several varieties of

Tuscan, different registers of Florentine, some archaisms, and

fox.eign elements which appear in Miﬂnﬁ_ggmmmg

3. The Accademia began as a group of friends gathered for
“gruscate--discussions without beginning or end--from which the ’
name "Accademia della Crusca" derives (Higliorini & B&ldelli

1981 p. 159).

4, However, even amongAthe elice, the "Questione dells Lingua”
was not resolved. Disputes between those of the Accademia, and

" the "anticruscani” persisted even after the fourth edition of
the Vog¢abolario, 1729- 1738 (Migliorini & Baldelli, 1981,
p.-219).

23 .
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: mnummu was intense under the Fas¢cist language policy

10.

11.

12.

13.

. In fact, Francescato (1978, p‘. 128) suggescs that the csrrent

when the use of dialects was forbidden in theatres, newspapers,
as yell as in schools. It is ynteresting, however, to note ghg
nusber of popular songs glorifying Fascism that appeared in
dialect (Covadri, 1981-82, p. 9‘ .

patterns of diglossia and bilingualism reflect the in
the school to make the Standard accessible to everyone.\
Diffusion of the Standard has been attribputed more to nass media,
egpecially television, than to the school (De Mauro, 1978 P- 102)

ity of -

. It is not clear what the term "jtaliano" used here designates,

but it is likely to be italiano regionale.

. It is difficult to obtain precise information on the patterns

of language use due.to the nature of self-reporting.” Though
the statistics may be disputed, it is generally recognized that
dialects are far from extinct (Cortelazzo, 1980, p. A’»22)
Extensive use of dialects is most prevalent in the.northeast,
south, the islands, small rural communities and, in general,
among those with little formal education (De Mauro, 1978).

LS 5 § " (Cortelazzo,
1980, pp. 16 [...spoken Italian (Standard) does not exist, at l@ast
not yet]) ' ‘

Lo Cascio (1978, p. xvii) distinguishes between l_j_ng_g__mgm

(mother tongue) usually synonymous with lingua nazionale, (national(
language) and lingua materna (maternal language) which he uses to
refer to the first language of a speaker. ,

Among these educators are Ciari, f.odi, and Rodari (cited in
Corrd, 1982) and don Milani (cited in Renzi & Cortelazzo, 1977).

Issued of language in ,éduc'at:ion became part of a st:lr_ong
political movement promoting social equality through the power
of expresston (Francescato, 1978).

Lettera a una Professoressa created by don Milani and la ;
Scuola di Barbiana became the "little red book" of the 1968 v

student movements (Renzi & Cortelazzo; 1977, intro.).

. [
See.also “"Dieci tesi pex l'educazione linguistica democratica"
in De Mauro & Lodi (1974, pp. 105-117).

The only large scale investigation of the Ontario Heritage
Language Program has been a parent-teacher survey conducted by
the Mstropolitan Separate School Board in Toronto, 1981 (Keyser
& Brown, cited in _Cmmins, 1983a). This investigation 1ndicated
that those involved were satisfied with results. Cummins
(1983a) notes the need for evaluation of students’ progress.

~
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14, See Tdsi (1979-80) for dincussion of a comparable situation
. jn Bnitain.

15. Furthermore, the majority of all students surveyed were born
in Canada (Keyser & Brown, cited in Cummins, 1983a, p. 10),

; o

16. Danesi (1983, 1986) reiterates the need to accept dialectal

-, variations in students’ speech. He suggests teachers use error
analysis to understand the source of students’ errors and
language games to focus attention on difficult forms’ (Danesti,
-1986) . However, it 1s not clear from the examples of errors
given in the analysis that the source of error is, in fact,
dialect because similar errors are made by university students
with no Italian background (e.g. misuse of conditional/
subjunctive). '

17. At the time research for the present study was in progress,
the first major project studying the competence of Italo-
Canadian children in their community languagé was being planned..
in Toronto (J. Cummins,apersonal communication, November, 1984).

' The principal investigator of the project is Professor Arturo

" Tosl of the Oxford Polytechnic; the project is supported by

Centro Canadese Scuola e Cultura Italiana and by the National

Heritage Languagé Resource Centre at the Ontario Institute for'’

. Studies in Education. Results are forthcoming (S. Fiorucci,

& personal communicatiqp, March, 1987). -

. Frescura (1984) has developed exercises based on contrasitive
analysis of dialect/Standard for dialect speakers studying,ltalian
at university.

Further study is needed which investigates the relative facility of
. Italo-Canadian students’ in dialect/comminity’ language/Standard
" N “Italian. .
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Chapter 2

~

~

Acquisition of Gender and Problems of Dialect Speakers:
Review of the Literature o

E

.

This chapter will begin with a rationale linking the focus of
the present study to related literature. The rules fgt' markiné
gender in Standard Italian are outlined and ,diale'cpa‘I variations
are noted. The 1ice'feture teview which follows considers the -
findingsﬁ of studies addressing.difficulties of dialect speakers ’
ec’auiring Standard Italian. Since these studies do not address

gender marking specifically, reference will also be made to the

acquistion of gender in two other Romance lenguages (French and

Spanish) ge'LlA:}ad L2,

-

4

/2.1, Rationale for the.Present Study

Gender marking and agreement (definite.article/singular noun)

"has been ‘selected as the focus of investigatiod 6T the pr:es«mt:!s

~»

; st:udy because the degree of accuracy in this area provides an index

of attainment of competence sin Standard Italian. Obligatory
contexts are easily and,clearly defined,. and 100\ accuracy is
generally associated with nat:ive speaker competence Furthermore,

studies of several languages fndicate early acquisition of the

gender system in L1, but -how persistent errors'in L2. By !

considering results of the present study in light: of those of

¢

ocher studies. of the acquisition of gender in Romince languages:
1earned as L1 and L2, ,t:oget,pet with those/of dialect speakers in

*

Italy.. insight can be geined into t:he extent to which heritage

J

lariguage Ceeching ought to be viewed as first language; foreig'n '

26



] ' N
lagguage, 6f second diﬁiecn development in the case of Standard \ °
Italian, - . . R

Evidence of interference in Standard Italian among )
' v

" dialect speakers--the reduction of final vowels (which clearly .

mark gender in SI) to "schwa" in some southern Italian dialects and
' . « .
the tendency to truncate words and omit final vowels in some

‘

northern dialects--suggests that students who report the use of

AN
o

these dialects 1ﬁ'the1yome will experience difficulty i{n m&stering

the article system. o

LY ’
i -
> . ’ .~ ¢

2.2, Classification of Dfalects * ' N N . s Ve

. N ' ' . . . 4 -
Leﬁ\gby and Lepschy,‘(1977&'p‘41) identify five major dialect -

groups: T » "
’

1. Nor;hern « Venetian

Piedmontese

- - Gallo-Italian,

¢ Ligurian
Lombard .
Emilian,” : :

central, Florence - . N

, 2, Tugscan

- ﬁ;stern - Lucéa;‘Pisg,‘Livorno
- southern - Siena, Areiz& ’
3. Central - northern Latium

o

- parts of Umbria;—and the Marches o :

4. Southern. -- Neopolitan - southern Latium . T

T ’ Abruzzi .

L - Campania .

{
]

part ef Lucsnta . . . -

’ t
\d ’



- -—— ' ) v I\ \
-~ . T ) \ N . . I‘f?\_\ . L )
.- northern Puglia
. - Sicilian - Salentine'peninsuia i
4 - D )
" - Calabria
' | - Sicily ' o

L] 7 ) . v
Cos. Saﬁinian‘ ‘ | : Y 4

2.3. Gender Rules in Standard Itglian and Dialectfs

the focus of the eﬁpirical study. °

’.,

¢

Articles, nouns and adjectiv;as agree in gender: and number in

Standat;l r’It:a‘lian. 'fhg schema below shows the Standard forms of

v i

singular"ar,;:icle.-; and final vowel gender markers which will be 4

a Ca e

, " Masculine = co > Feminine
@clcle/“ "~ Noun- . Article ~ Noun- -
S -e-s0/E 1l ! ----A/E
L5 (Iibxg). . .o (portg) -
. (cang) ' T (chiave) .
L : [v]----0/8 © 1 [V]----A/E
(alberg) o . (gliva)
i (gsamg) . . (gstatg) '
lo T S+[C)----0/E - 1 . .
Y (asruzzg) s o
- ) ; (gcaffale) . . ;
. ’ . . )
v 4 - GN-xl-0/E T
V=N - (gnoccg) f S -
,, (xnﬂsolPﬂf - e 4 »
- z ..... o | - ¢
(zafng
(zabagliong)




Dialectal variations ofwmost interest for the focus of

investigation of che.present study are the reduction of final

vowel gender markers to "schwa" in some southern dialects and
the tendency to truncate words and omit final vowels in Venetian
dialects. éThe parents of the majority of students in this study

come from southern Italy; a small group comes from northeastern

regions where Venetian dialects are spoken--see Appendix B.)

w
-
1

2.4. Studies of Dialect Speakers in Italy: Difficulties with
Standard Italian . O

’
) S -
2 - -
'

The acquisition.of Standard Italian (SI) by children who are

exposed primarily to dialect models outside the school Basvonly'

recently become the object of empirical study. One of the first

major conferences to include a section on the relationship between

dialect and SI in Italian schools was the fourth international

convention ofganized by the Societa’ Linguistica Italiana (SLI) in

k]

1970. " The proceedings of this conference were published by

Bulzoni (Rome) under the title L'Insegnamente dell’italiano in
Italia e all’estero, Medici and Simone, editors (subsequent '

publications of SLI conference proceeﬁings with related themes

include: Simone & Ruggiero, 1977;‘Leoﬂ1, 1980).

Since research addressing dialectal interference in SE 1s

a

relatively new ih Italy, there is not yet a cohesive body of
information from which firm conclusions can be drawn. Studies are

&isparate, based on relatively small samples, and contain

methodological problems. Also, many of the avail&ble papers

€

‘ present parts of a larger study, or—give anecdotal reports of a

-
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study in progress, making evaluation and comparison difficult.
Neve;tﬁeless, they pro@fde a useful point of departure for further
Ve p/\ ’ . Ce
study. . ' | i

»

The following will summarize features of representacibe
studies most relevant to the c&;?,ofglca16~Can1?{gn children . «

learning Standard Italian Canada.

2.4.1. Error Analyses ' \

L} -

@

ﬁazggnella and Guerra (1971); Fabris et al. (1971); and Coffaro

and Prinzivalli (1971) have analysed errors.in students’ ’

2

compositions. Dialectal interference has been found in syntax,

porphélégy, and lexicon, with orthographic errors reflecting

dialect phonology. The latfer seems to be most résistant to

"correction”". There is evidence of éimplification, ovetgenefalitation,

hypercorrection, unstable forms, and dialect calques.

[y

Methodalogical problems with: these studies include the lack of

¢

an operational definition of ‘error classification and specification -

of obligatory contexts. It is difficult to determine the extent

¢ s

“fo which errors reflect interference of an underlying dialect as

opposed to a developmental scpgé of SI acquisition which is not
dialect épecific since most studies of SI as Ll have‘not takep

diilect into coﬂsideration Sfrancescato, 1978).

e

2.4.2. Differences in the Langhage Behaviour of %}rls and Boys

B o
Pinto and Tranast (1979), and Cremona (1975) have found
Pl )

Q

girls have a greater sense‘of'EEnﬁormity to the linguistic model

provided by the school than do boys, who associate a gzeacer

, | /
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L4

sense of solidarity with dialect models and adopt dialect patterns

A}

vwhich are pefceived to be cruder and more masculine. It will b;

interesting to see whether such differences also appear among

Italo-Canadian children.

. X
‘ -
\ . -

-

2.4.3. Difficulties in Distiﬂéuishing between Dialect -and Standard

o

In Crémona’s 1975 study, children listened to a recording of
thirteen sentences (se;en in dialect, six in SI) and were asked )
to ‘repeat each sentence. Tne‘putpbse of this task was to determine
the extent to w§ich the child‘;ould tend to laése into dialect
when given the the SI s;Lmulus. or " to correct the dialect st{mulus
by repeating it in SI. However, children had 9iffiFu1ty'keeping
the two ‘codes separated: whether-the stimulus was presented in Sf
or in dialect, the respo;sé was a hybrid.

It would be interesting to repeat this test with students of

dialects which are very different from SI, such as Sardinian, or

Venetian to see what effect dialectal distance from the Standard

has on the incidence of diaiectal interference: Is there a

developmentally determined interlanguage common to all learners of

£

S§I, or is the interlanguage consistently marked with dialect

specific characteristics? Such baseline data on dialect spenki?g
children in Italy is needed to gain perspective on the‘lungugga‘
of Italo-Canadian children whose dialect is likely to contain

elements of ?nglish and/or French. J

31
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2.&.4. Attitude Towara Dialect

Italian studies investigating attitudes about dialect among
{

students, teachers, and paréncs'flnd that nega;ive attltud;s prevail
(Mocclaro, 1979; Pinto & Tranasi, 1979). Ferreri (1971) has

- » .
suggested that students avoid using certain structures in SI
. s ; N

L)

where there should be positive transfer from dialect because of

3

feelings of inferiority associated with dialect.

————

2.4.5. Dialect Speakers in Transitional Bilingual Programs
(Italian/English) in North America

\

Gonzo and Saltarelli (1979) report on the relationship between .

dialect and SI in a transitional bilfngual program (Italian to English)

in Chicago. The putﬁose of the study was to determine students’

level of comprehénsion in Italian/English and to ldencify the dominant

language of a éfoup of American-Italian children. A secondary

purpose was to observe the relationship between dialect and SI in

a class where different dialects were represented. The felated
¢

research queston addressed the extent to which SI is a valid
b£1dge-1d transitional bilingual ﬁrograma (Italian/English) for
children exposed primarily to dialects in the home. 1In the
absence of standardized measures for itali;n, the Jdmes Language K
Dominance Test and the Bfliﬂgual Syntax Measure were adapted for SI.
All dialectal va:}atiohs‘were accepted ;s reponses to the atimhli'l
pt;sented.' |

. {esults indicate that the children were English-doﬁinant ;r
bi;ingual.(\gb;ervations suggest that children. could undarstand
SI, cbough their responses were in dialect. fhe researchers

——
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" conclude, therefore, that SI is an effective bridge for dialect

&

speskers in a transitional program and does not create additional

+

' problems as anticipated.

- In their 1974 study in Toronto, Purbhoo and Shapson also

report that Standard Italian can be use&-effectively in a

transitional program. Though they do not analyze the relative

use of dialect/Standard by childsen in tpe program, observations
are similar to those in the Gonzo and Saltarelli '(1979) study:

children seem to understand Standard Italian, but their producC1ve
» +

skills are dialectal.

Further study on children’s relative competence in the

*

home language and Standard Italian is necessary: given the
: !

tendency of heterogeneous groups of dialect speakers to adopt

a koine, it is not clear exactly what the home language of these

. , ! . o
children is. It may be a koine which is close enough to SI (and,

s @

perhaps, also to English). to make SI appear to be an effective

bridge to English. One must certainly wonder about the extent to

- which the use of SI in transitional bilingual programs can be

'
considered an example of mother tongue development if students’

prpduccive_skills‘age in—a-dialect or koine.

Given the difficulties‘ofadialéct speakers in Italy and the
evidence of dialectal forms in the speech of Italian children in
Nortﬁ‘Ametica, it is likely that stud;nts 16 heritage language

programs will exﬁerience difficulty acquiring Standard Italian.



7N\

¢

2.5, Studies Examining the Acquisition of Gender in French and
Spanish as Ll .and L2

¥

ﬁn}ike Icéli#n, in which gender is explicitly marked in
the majority of nouns, French and, to a lesser extent, Spanish

. 3

do not have as explicit gender markers on nouns. Consequently,
research ad&ressing problems of gender acquisiton are

tangentially related to the present study and will be considered

only in so far as they raise issues which may be pertinent to the

cage of Italo-Cazrdian children learning Standard Italian in

heritage.langdﬁg programs.

© 2.5.1. 'Early Acquisition of Gender in L1 Relative to L2

«

Tucker, Lambert, Rigault, and Segalowitz (;968) asked -French-
speaking children to choose the.g;nder'of\:ow frequency and.nopsense
words and found phem to be successful; in contrast, they suggest )
that L2 learners have gersistenﬁ'errors.f This stud$® has been
cited and replicated with varjous modifications by other
investigators of French L2. Garavito (1986) in her review of
séhdies of Spanish learned as Ll or L2,also reports similar
differences. e

The relative accufacy of the Italo-Canadian students in the

present study could, therefore, provide insight into the extent to

which these students behave as L1 or L2 learners of Standard

' n
Italian.
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2.5.2. Unstable Forms, Overgeneralization to Masculine Forms

This type of error has been reported for Spanish L2
(Andersen, 1982; Cohen, 1974) and for French L2 (Harley, 1979;
j ¢
Stevens, 1984). The suggestion 1is that masculine 'is preferred

‘ beéause'if‘is considered an unmarked form. Since mascuiine and
<

feminine forms are contrastively marked by o/a in many Spanidﬁ

’ nouns, it will be interesting to see if Italo-Canadian children
will exhibit the same tendency given nouns with the same overt

4
markers.

F,
“ -
2.5.3. Use of Phonological Cues as an Aid in Dekermining Gender

/

’* ?Pcker et al. (1968) has sugge;ted that monolingual French
children rely on word endings and, in some cases, on initial
syllablesxto determine gender. Slobin (cited in Stevens, '1984)
has suggested that the strategy "pay attention to the ends of words”
aids children in determining gender. Consistent with thfs strategy,
Karailogf Smith (cited in Stevens, 1984) shows phonology to be
the most important clue for gen&er marking.

Kessler (1951) suggests tha%.American childr;n wgo are
bilingual in a non:standérd variety of Italian and English havé
difficulty with inflectional endings in‘English because th;§ are

L+
undifferentiated in their dialects.

Italo-Canadian students in this study, who are presumably
exposed primarily to dialect models in which final vowel gender

markers are’reduced to "schwa", or omitted, are likeiy to rely on

strategies other than "pay attention to the ends of words”.
B , pay

.
7 -
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2.5.6, Learning Articles as Part of the Noun ' .
L 4

Montes Giraldo (cited in Garavitc;, 1986) suggests that

- . “ - Y
Spanish L1 children learn articles paired with nouns. Given the

unrelihbilfty’of word final phonology in“southern and Venetian
dialects, learnigg articles and nouns as a unit would be more

wr
useful than-the "pay attention to the ends of words" strategy for

Italo-Canadian chilé}en exposed to these dialects.
8 ' ~ .
2.5.5. Importance of "Other" Linguisi‘.ic Knowledge for Second
Language Acquisition By

* Bialystock and Frohlich (1977) propose a model for L2 learning in

which "other language *knowledge” (i.e. linguistic knowledge other

than formal instruction or exposure to the target language) -

affects proficiency in L2. In a test of reading in French L2,

students who spoke Italian at home did better t:hn;n English
speakers. The suggestion is thag, {nferences can be made: about
the target language on the basis of prior experience with a’
similar language. . ' . Y

Harley (1979) found language domin\?qce to be a key factor in
the acquisiton of gender among Franco-Ontarian studemts: t‘:hose'
who communicated mainly in English with their parents were
more .conparable to monol‘ingual English speakers in gender mark_»ing
fgtuthn;:h than to monolingual French speakers.

Language experience in general is necessary to extract

e

language rules. Stevens (1984) gugéests that experlenc;a with a

gender system in L1 will affect acquisition of gender in L2:
since French gpeakers have many more opportunities to hear

and to t:est:rwthqir hypotheses about gender than do French L2

36



learners, the latter may be able to "catch up" to a certain
i . . .

o

degree over” time, but are unlikely to achieve perfect mascery.‘
As Italo-Canadian children have experience with three

linguistic systems that have grammatical gender and with

English, which has not# 1t will be intérest:lng to see which

\
linguistic experience will have most effect on their ability to

mark gender in Standard Italian. ' -

-

-

2.5.6. Importance of "Monitoring! in Act;ieving Proficiency
in L2 - ?
™, . Vv :
Bialystock and Frohlich (1977) suggest that the ability to

"moniter”, that is, to compare one's speech against the native

épeaker model, is a’ strong predictor of proficiency in L2, If the

native speaker models that Italo-Canadian children are exposed to
at home and in their community are-non-standard varieties of™
' - 3

Italian, and if they perceive themselves as native speakers of Italian,

it is unlikely that they will monitor their speech in heritage

i

language classes,

Y

Andersen (1982) reports that his subject (a twelve-year old
-
boy learning Spanish through contacts with native speakers in
Puerto Rico) is less concerned about form than about content and,

therefore, does not monitor his speech; low accuracyy but general

s
communicative facility is evident. .

' . 'y , !
If Italo-Canadian students are already capable of expressing

thé content that is necessary for them in some variety of Italian,

-

I4

it is unlikely'that—th_ey would feel compelled to monitor their
speech and adjust the formal features of their message to,conforh

to the model of Itéllan presented in the ﬁatitsg‘e languaéo class.

37
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' 2.5.7. Importance of Attitude apd Motivation. for Successful L2

Acquisition Lo

In ;dd;cion to the abllfey to monitor speech, Blalystock and

PR —_— 4

Frdhlich (1977) suggest that attitude and motivation are strong
_ predictors o%-actaining proficiency in L2, If Italo-Canadian
' ‘ ' ' : )
< . , .
children are able to communicate in a variety of Italian which ™

. 1s underggood within their community, Qhat motivation would tbe;
» have to-adjust their speech habits to conform to Standard

i

Italian, which they only use in the heritage language program?

' . J

-

+ o —

- -
-
-
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‘ought to belapprpaéhed,as first language, foreign language, or

~ '

CHAPTER 3

L

» «
Acquisition of Gender Rules in Standard Italian: An Empirical
Study of Italo-Canadian Students of Italian in a Raritago
Language Program

3.1. Purpose

[

To describe part of the gender marking system (definite article/
singular noun) in the (language of-Italo-Canadian students learning
Italian in the Saturday morning program (Squols del Sabato Mattina)-

offered By the ICalian-CahadianiPatronage for Assistance to Immigrants

. (P.1.C.A.1.) in Montreal: .It is hoped that 'the findings of this - -

scﬁdy,will,provide'somh insight into~§hé extent to Wwhich the

instruction of Standard Italian in heritage language programs

second dialect development.

. ’ ) . ’ X
3.2, Research Questions _ o AN
. . . ‘ .

How accurate are students in the P.I.C.A.I. Saturday Schools

N £
of Italian at the end of the elementary cycle (olementgfy V);ahd .
at the end of the prograﬁ (intermediate IIf) in gender marking
and agreeﬁent of defini;e articles and s}ngular,nogns as required )
by the rule? of Standard Italian? ‘ i | v’:
,A. Is there a difference in the performance of ‘ (i
* 45 elemenéary v ;nd intermediate III sc;dcntl? ‘
' . (2i girls and boys? | ‘
(3) students gcCenq}ng'anlish schools and those ) ¢
' " attending French schools?
. 39 . ‘ -
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. B. _‘Are students likely to be more ac;:uxa e“on

(D) m;sculiné words or -feminlr;e words? .

(;":) familiay words or unfamiliay \;o ds? -

‘ '(3) vords heard more frequently at Home or‘,ti\ose ‘heard’
more frequer;l:iy at school? P .

- €. Is there a patt/;;:n in th? errors? [Evidence of unstablé‘ forms? )
D. To what extent are 'students influenced, {f ac. all, by |
dialect phonoh;gy (in i)arclcular, re.duc)\tzion of final '

vowcls to "schwa” anci omisiion’of finul\wowels)?
, (1) On a aiccatlon in Stat(\dard' Italim, would students
be able to transcribe final vowels ‘\malrkmg gendt:.r
‘tgac ‘th‘ey hear, or would thgir ‘own ;eyder markﬁxg
*hablts" be reflecteda in t::heii' writing? ’ \
(2) On'oral tnk do students tend to reduce,f'tnal . )
vowels t;_':chua and/or truncate \ﬁ‘orps?
-E. Do gcudom:n- show evider;ce of a consclous psla of li‘ngﬁistic
rules to mark gender ) o
(1) ona discrete point test?
(‘2) on an eél task?

F. Ho'w do students wi‘th‘ r;o Italia;n backgro?nd' .raking an
intfod?ctory Italian co‘drs‘e at university compars with
kItalo-Cunad,ian children in ;h; P.I.C.A.1. progran

(1) on quéstions B(1)(2), C, D(1), E abovp? \ \

K (2) on the discreta poipt: t:es%? ' ' a
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. Montreel North Sc. Leonerdf and’ Laval The total enrollment for _ -

3.3, Nature of the P 1.C.A.I. Scuola del Sabeto Mattifa:
Background Information . )
- . L

The‘overvlew which follows is based on the researcher’'s

observations during the 1982-83 académic fear when she was en

N

.instruc;or in the P. I C. A I program, together with those naae

while collecting the data for this study in February/March, 1985,
) ' . s

- - <

3.3.1. General ’ .

The non-profit program is funded by the provincial and s,

‘federal governments, the Italian Ministry of External Affairs,
»

- ‘

and tuition fees.

Y [4 .o

» Classes are held Saturday'ﬁornfngs for thrée hours from ®
mid-September until mid-May for approximacel& eighty ‘hours of °

instraction per 9ear.0301assigom facilities are rented fram

l.boards-of’education in areas where numbers warrant. In the 1984<

'85 académic »ear, classes were held in 30 schools, primarily in’

'

that. year was 3,370 (2,323 elementary; 1,047 intermed{ate,

P.I.C.A.T., personal cemmuntcation,“MaEEh, 1987).

- P

3.3.2. Qurriculum : - ’. a

N
°

* The cycle of studies is modelled on: the: Italian system of

N . -

five years of elementary school followed by three years of 4

middle school (hereafter referred CO as intermediete I, II III)

In addition, some schools offer a kindergarten program. A -
. ' ° . -

<

certificate is granted‘at the end of elementary V-and . ' "

.- intermediate III, though there are no°formal exams.

. 41
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The implicit aim is the_iﬁs;guction of Italian language and

culture, but there is no formal statement of objectives or

-

apptoach, nor is there afsCandard,syllabus. Each teacher is

required to submit a course outline at the beginning of the year,

8

and a course evaluation at the end of the'yeéE; but there i{s no °

system for ensuring continuity from one year to the next.,

o

It has been suggested that the elementary program adapt
guidelines of the PELO (Projet d’'Enseignement des Langues
d'Origine) program; however, teachers have experienced

diffigulties adapting PELO guidelines becahse‘the P.I.C.A.I.

n

g¢lasses meet for a three-hour session once a week as opposed to

the more frequent shorter sessions in the PELO program.

. Since each teacher is responsible for his/her own syi}abus,

\

it is difficult to make generalizations on content and approach;

however, discussions with several teachers at different schools

a

i

indicate that course contenfl in addition to language,'includes

basic notions of Italian histo

e

4

Teachers’ expectations of students seem to be divided, with

¢

. e '
some teachers approaching their classes as they would a similar

agé group in Italy, and q€hérs considering their students as

H )

;econd-language learners of Italian. All teachers encountered by

the researcher (both in prepaiatiop of this study and when

fal

involved with the progfam) feel that thelir students’

42
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exposure to dialect has a negativé effect on their development of

' Standard ltalian. ; : . y ,

, Books used are sent by .the Italian governmenk and include
< \ . . . .
texts prepared for children of emigrants (usually designed for

EEC countries) as well as,tﬁoée desigd;d for students in Italy.

The consensus among teachers seems to be that thetialé designed

4

specifically for students 6f Italian in the Canadian context are «

necessary. One Canadian initiative for the development of

texts has been made in Toronto by the Centro Canadese Scuola e

' Cultura Italiana with its series Echi del Nostro Mopdo for

elementary grades. L S .
N ]
3.3.3. Evaluation —-
D

X

There are no formal guidelines for evaluation of student.
performance. Y%rcuaily all students are(bromotqg_ﬁo the next

level once they have spent g_séhool year attending classes.

¢

3.3.4, Teacﬁers

While individuals with teacher training are desirable,
knowleégg of Italian lahguagé and culture is the essential
. eriterion. Recencl;} there have been various inité:tives for
professional development. These inciude a qhe-day”workdhop in
1983 give;‘by the Ministere de L’'Education du Quebec on the use
" of language games; a weekend seminar in 1984 orgaqized by the

P.1.C.A.1I. and presented by Professor Wanda d'Addio.of the

Unlvergify of Rome on methodology and classroom techniques; and a

ggries of seminars offered by the TESL Centre of Concordia .
. N - » ‘
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ﬁntve;siéy on langhage acq;igition and mechéholégy.'
As an incentive' for professional development, teacheré'
participation in seminars offered is taken into éZﬁiideration when
salariee are decérmgned (P.I.C.A.I;, personal coﬁmunication.

September; 1983).

3.3.5. Parents - A
« As.is typical in Italy, there ig little active parental
involvement ip the school program. Though parents are keen to
have .their children attend classes and generally accompany them
to and from school, they do not seem to take an active part in

related activicies. » For example, the majority do not-take

advantage of the opportunity to meet with the teather on the last
. ’ f 5 .

L
.

day of school when children réceive their report cards., ¥

- 3.3.6. Sté?ents

¢
P ' '
Students are usually:placed in class on the basis of age

' rather than on knoyledge of I;alian} however, there are cases of

O .

twelve-year olds who are placed with older students at the

intermediate level because of their fluency -in Italian, and, less

frequently, older students may be placed in elementary classes.. ,

Informal discussions with students during the collection of °

data for this study and observations made when the researcher

© wWas T teacher in the P.I.C.A.I. program suggest that students .

"

[y

attend classes essentially to comply with their parents wishes,

While the opportunity to get together with their friends

' / « -
e .
: 44
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seems to sweeten the prospect of an extra morning of school, the
consensus, particularly am;ng'intermediate students, is that,
Saturdays could be better spent doing something else. The
Itali;n progra; is taken less seriously than the :egulaf‘school
program, in terms of both classronp co-opéracion and effort on
asgignments. Thers was some suggesu&oﬁ by older students that
ch%s attitude prevails because the program does not 'sufficiently
stimula;e their interest.

!

v Nevertheless, most students do not object to the idea of

44 4

leérning Italian in principle; th;ylindicate that it is important’
to them to know Italian because it is the lénguage of the;r'
families, and they’think thaé a third language (a language in -
addition to Engfish and Freﬂﬁa) will be an asset wheﬁ applying

for a job. However, most students in the final year of the
?.I:C.A.I. brogramlindicate that they will not continue their
studies of Italian because they feel they already kpow enough

to commuwnicate for their own purposes.

Although interaction between students and their teachers {s
generally in some form of Italian and dé;pICe the fact that students
(barticularly at the intermediate levels) can communicate in
some’vgrieCy of Italian, interaction among students, in class and
on breaks, is in English or *Frenc‘q.

*  Additional background information on the students in this
study is presencéd‘fn the discussion of the questionnaire results

\

in Chapter 4.1.
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3.4, Selection of Subjects for this Study: Schools and Grade

Levels - \

3.4.1. Schools NN

The sample was selected on the basis of P, I.C.A.I.
reports of student enrollments. These records contain
information\only on age and sex of students; therefore, a quota
sample of students controlled for variables such ;s éES and
French/Engllsg dominance, which may affect resﬁlts, woul&\have
required a survey constituc;ng a study in itself. Based on
observat;ons ané discussions with teachers at various seminars,

however; it was reasonable to assume that the difference, between

schools was not likely to be greater than that aabng individuals

L

. within a given school. Consequentlyf three schools were selected

*

onh the basis of location from a'listiprovided by the P.1.C.A.1.
‘The schools chosen for this study, then, can be assumed to
constitute a representative sample reflecting a student
.population drawn from three main areas uhére the program is
offered: Montreal North, St. Leonard, anh Laval. In order to

ensure an adequate sample size, the schools selected were among

those with the highest enrollments,

3.4.2. Grade Levels

Since a certificate is granted on ébdpletion of the five-

[ year elemenéary'cycle and at the end of the three-year

a

intermediate cycle, students at these two stages'of the program
[ 7 J—
were selected to be the subjects of this study in order to gain

some insight into students’ proficiency in Standard Icaliaﬁ on

D
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completion of.these two levels.
3.4.3. The Comparison Group

Tests we;: also administered to studgnCS completing a
credit course in introductory Italian at Queen’s University,
?g.ngst:on, Ontario. The majority of thesg students é2l¢/27) were ¢
not of Italian origin and had no prior exposure to—Iltalian.
Their course consi§;ed ;ﬁ three hours of classes (essentially

e

formal grammar) and one hour of lab per week for twenty-four

-

weeks, Conversation classes'(optional) and computer-assisted
- -

instruction (an assigned series of exeréises) were alébl_/—”’
availagie. ‘Students were tested in the final week of the course.
This gtoub was. included in the study with the expectation
thag they would be as accurate as, or better than, the Italo-Capadian
students in the intermediate III grade of;;he P.1.C.A.I. program
for two main reasons: being older, th;y would be more efficient
learners; having no ItalMan background, they.would not ﬁaye to
deal with c;mpeting dialectal forms that may be interfering with
the P.I.C.A.I. students’ acquisition of Standard Italian. If
this expectation is substantiated by the results of the study,
questions will be raised about the récignale'and goals of Italian
heritage language prbg;;ms. |
By examining the similarities and differepces'between the
univer;ity and P.I1.C.A.1. students’ performance, insight can be
gained into the éxtent to which Italo-Canadian students of
Italian in heriéagg:}anguage progrém{/exhibit ch;tacta£81CLCl

[

comparable to those of écQéents learning a foreign language.

!
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3.5. Procedures and Instruments

»

Data were collected‘over the course of six consecutive weeks
at the enq of the 1984/85 sgssion (mid-February to end March,
1985) during the regular Saturéay class periods.t Claggroom
teacheqipiwho did not know the research questions) were present
to maintain discipline. In order to mitigate possible test
foéccs, students were told céglxxhe purpose of the expeLiment
was to assist the researcher in planning future heritage language
classes rather than to assess their performance per se s& that
they were encouraged to give spontaneous responses. Another
measure to limit test effects was taken by presénting tasks
whose object of inves;igation was not evident before those which

»

were explicit tests of geﬁder marking. Tasks were to be

completed in two sessions durihg consecutive Saturday classes to

"avoid fatigue.

The following tasks were to be completed by all subjects in
the order in which they appear belo;:
1. background questionnaire (30 min)
2: dictation (20 min):~
3, compositio; (éO min)
4, cloze-type test based on dictation sentences (5 néy)
5. discrete-point test (15 min)

The discfete-point test was the primary foous of
investigation. Tha other tasks would provide additional
information with which to validate and ipterpret resulcs}bf the
discrete-point test. When all tasks had been éompleted.-students
were asked to reflect on the way they had made their choice of
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article/final vowel on the discrete-point test.
Before completing tasks (4) and (5 ) above, a boy and girl
. .from each class were also to do an oral exeréiseﬂ(lo min) recorded

individually with the.researcher. For the purposes of comparison,

3

the entire procedure was to be repeated with university scudents

compleCing an introductory credic course in Italian. Deviations
from these intended procedures became necessary and will be ;;blgi?ed

as they apply to each task in the description that follows.

——— -

L — —

r

3.5.1. Questionnaire

X L

All students were asked to complete a background
questionnaire in order to gain insight into the type of student in

the program and thereby faclilitate interpretation ?f\results. At
. .

the time this study was undertaken, virtually no data from which

a student profile could be constructed were available. It is
r

hoped that the’information gatheréd in the course of. this study
will provide a useful starting point for neéds'aésessments:ln o
future program development. >

The qu;stionna}re (Appendix Cl) was designed to elicit
information p;rtaining to family Sackground; language use and
attitude toward Italian language; preservation of an Italian
identity; and partici?ation in hggfyage language classe;.
Written in Italian, student responses to the questions generated
additional lgnguage samples which, though not formally hnaiyzed,
would provide additional insight into the degree to which the

students were able to communicate in writing.

Though the questionnaire was meant to be completed without

)
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. assistance and was worded with tée youngest students in mind, it
became necessary for the researcher to gulde the elementary

. classes through the questions, as in a structured interview, It

0

seemed that the nature of the questions, rather than the language,

was thé source of difficulty: the students, whether in elementary

or intermediate classes, had never really considered their patterns

5

of language use, or feelings about learning Italian. Consequently,
the open-ended questions had to be supplemented in some cases ‘

with multiple-choice style suggestions provided by the researcher
A R
to ensure a response. While this may have influenced results, as

much neutrality and consistency were preserved as possible. Students

were encouraged to give spontaneous” answers and were assured that

I —cm—— .
individual results would not be disclosed to teachers. Students

at one school %?mpleted the questionnaires at home due to lack of'®

time available 15 class.
A similar questionnaire (Appendix C2) was prepared for the

comparison group to provide information on the students’ language

learning experience and motivation for studying Italian.’ Students

completed the questionnaires imdividually on a voluntary basis outside

[

class. .

3.5.2. Composition i
t

The composition was intended to provide written data which

N

was more spontaneous and less focused on gender than the discrete-
point test. At the first school, students were asked to describe

a typical Canadian house to someone inlltaly who had never been

-

to Canada. The elementary students were also. shown a picture

[

4
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to facilitate the writing task. The topic was selected on the
basis of its potential 'for generating a large number of high-
frequency’ vocabulary items heard in the home envi(.'o;unent.

A cursory examination of the compositions written by students
at the first school, however, indicated that this task m‘as ;\ot a
particularly fruicful source of t'he definite article/singular 3

)

noun agreement as expectefi. Conseq\;ently, the in-class " §
composition was elimin;ted from the series of required tasks.
Since the compositions did, nevertheless, yield other
_Interesting types of errors, it was decided to assign
compositions for homework (to save limited c!.ass tir;—e_; at t:hq
other schoolss [he compositions would be used not in a formal

‘error analysis, but'as supplementary data providing information

on general proficiency in writing Standard Italian.

%

It was not possible to obtain sample compositions from the

comparison group of university students. v

3.5.3. ‘Dictatibn and Cloze Test Based on Dictation

The dictation consisted of a series of sixteen sentences

(Appendi;c C4) ‘rehcor(.ied on .tafye by a professor of Italian who 1..:
a native speaker of Italian. His accent, though identifiably
northern, is not strongly marked.

Eac-h sentence was read once at normal speed and then
repeated, pausing just long enough between phrases to allow
t:ranscx?i;')tion so that students would have little, if any, time to
" reflect on form. Once all the sentences had been dictated, they

8\ . v

were reread at normal “speed.



¥

The cloze-type test based on the dictation sentencés
consisted of a transcription of the dictz;tion sentences with the
articles and finsl vowels of nouns and adjectives omitted.
(Appendix C5) Students ‘were required to £111 in the blanks
without time to reflect on form. There was a recess ‘ .
bet;ween the administration of the dictation and the cloze test.

| The purpose of the dictation and the related cloze test was
to determine whether students would accurately transcribe the
articles and word final vowels they heard, or whetﬁer they would
make subscitutioxj\s) according to thelr own gender systep that ﬁlay
have been 1nf1uer:1ced by dialect phonology in ’which word final
vowels are lteduced to “sct_wa", or omitted,.

With this in mind, the sentenc?s were épnstructed in the
fc;rm--DEF ART + N + BE + ADJ + ADJ--with each of the three
possible final;vgawell gender marl;ers (masc---0; fem---a;
masc/fem‘---e) represented. To ensure t:l:lart:he final ‘'vowels were
' not stressed unnaturally during the recording of the dictation,
neither the purpose, nor the design of the dictation was
desc;ibed to the rc;sader of the dictation. ‘

Studénts' accuracy in marl;:lng"final vowels on, the dictation
would be compared wi.t:h‘ their performance on the cloze test based

on the same sentences. These paired tasks were completed only at

one school (in both elementary and intermediate classes) and by only

‘part of the group of university students because of time constraints.



1

, .
3.5.4. The Discrete-Point Test

In this task, students were clearly aware that they were

being tested 1) 5 gender marking. The test {Appendix C3) consisted

of 100 lexical\items divided into iyo sections:
Part I--familiar words--70 items
Part 1I1--unfamiliar words--30 ic{ms
Words in Part I were selected from a érequency list of 1500
commonly used words inya beginner's text of Italian (Katerinov & -
éoriosl. 1976). Thirty-nine masculine words and thirty-one feminine
"

words were selected with an attempt to include tokens of each

possible‘definice afticle/noun combination genﬁgated by the rules

of Standard Italian.as follows: - C:
Masculine - Feminine
Art’  Noun- Art Noun- o ,
11 ----- 0 ' la oA
T eeeea E ' . ==---E —_—
1 Y--..0 S TN FPPEY S
- v-.--E v--},E v
”~
10 S+C--0/E
GN---0/E
2----0/E

There were eight more masculine words than feminine vords in
order to accommodate tokens of the "lo ----- O/E" type for'wﬁicﬁ

there is no corresponding feminine category as can be seen in

the table above.

a
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" selected frém each of three domains: ’

feminine (seé  Tables Al through All for items in each group).
B —

Pl .
rules should have been able to predict

Where possible, words of each of the above classes were
(1) home--20 items
(2) school--20 items
(3) non-§pecific--20 items
This was done with the hypothesis in mind that students may be

more accurate when marking words associated with the school ¢

environment than the home environment because of greater
attention' to form and exposure to a Stapdard Italian model
at school.

An additional group of ten~ltems ending in "e" were included

.regardless of domain to have more tokens of e-ending nouns |,

v

which are likely to be broblémacic~since they may be masculine or

Words from egch group were ordered randoily on the test and'
students were required to provide both the‘singglar defgpite article
and the final yowel for each.

The words inQPart Il were of lower frequency and wete \
presumed to be unfamlliar o; less familiar to the studenésu , 'x
Again, tokens froh each article/noun combination type wete
included as for Part I with seventeen‘mascﬁlin; and thirteen
ferinine words. (As in Part I, more masculine tokens wére necessary

- 4

to accommodate the article "lo" which has no corresponding feminine -

class.) Since the words in Part 11 were presumed to be unfamiliar to the
students, final  vowels were supplied; students who knew the gender
the correct article for

those icens c@aarly marked (ending in O/A). Two items (11 verdetto

and 11 volante) were inadvertently included twice (Responses are

" 0 s4 ‘ ' -



1

iﬁcluded for each of the duplica:e items) o = _//(ﬁ“

< ' . <7 .

The following types of wo;ab vere exluded from the discrete-

_point test: *

4

, ®
1, icregular nouns (e.g. il clima; la mang) .-

2 words heard most often’in the plural (abg le scarpe)

3. words having the same base but differenc referents,

distin%uished by different aticles and final vowoll

b", -

(e.g. 11 foglio=sheet of paper/la foglia = trae-leaf) '(la pog:a -

door was included because of its htéh frequency although

1fvpogt6 - port also exists) s .

4. words’having the same base whose refererits have natural gender -
which is marked by difgerent final vowels and ag%iples (e.g. ii \ .
ragazzo = boy/la ragazza = giflf . o | Ll o

5. words of the same gender-with different referents . ’ .

A}

discinguished by differedt final vowels (e. g la seta = silk/

A
la sete 4 thirsct) R '

- v o

6. words: which are invariant, but can have a ﬁale or female .

réferent (e.g. la guida= guide’ m/f) ‘ .
the wotd "insegnante" (teacher)., which is fnvariable‘and

. : ¢ @
. can have a male or female referent, was Ifticluded to see if

o . R . ~
< .

"students’ errors suggest a tendency to overgeneralize to

masculine as expected in acquisition of grampatical gender,
PR ot ‘ ' .

or wo’feminine becduse of association with a female referent.

°

B} ! . o \

7. foreign words whlc\ do not end in a vowel (o.g;’}1°filn; 1o ‘ 'L
~ L ‘9‘ . ', 1
sport) ’ v
's5 R e '
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., researcher then provide;

. the four sdbject-categories (male/female; English-medium

. o \
On bompleCLon of thdg test, which was.the last of all. tasks,
whether to put '° 11, ‘1;' , ‘;‘

ore a word? How did you know w

studaents were asked, "How did you kn
‘1, ‘la’ bel

the last letter of

R

that they had not reflected on the form of their responses. The x> -

the following prompts:: "Did you use& a .
‘rule? What was {t? Jf you know a rule, but you used another way

to find the answer, téll me how you did it--Did you guess? Did

you just "know". the word? Did the sound of the word give you a clue?

3.5.5. The Oral Tasks /

v

Time constraints and ‘access to the subjects made it

impractical to include-the collection of naturalisti speg;l

samples in the research design. An attempt was made, however, to
: - : A

collect oral data in an exercise which diverged the subjects’

\
.
»

attention from gender mé;king.

The samﬁle was to include ¢ne subject rebrésenting eqch’ﬁf:
4

lvstructioﬁ/French medium instruction) who wpuld be selected at
4 ) - ‘ .

. ' N L)
L<Fndom from each grade level at all schools for a total of twelve

subects for“ea?h grade level. Time éonstrhints made it impossiblg
to compose the sample as intended; instead, it ﬁzcame necessary

to ask for volunteers to parcicipaCe afcér class. Members of thg
universicy group also participated in this part of the.study on a
voluntary basis on their own time.

To divert BubJeccs' attention from form, they ware askej/to play

v . g

& ‘ '




a 2memoqy game" in which they were shown a series of twenty
plctures of commonly encountered items (see Appendix C6 for list
of lexical items) pr;::nted 15 groups of £o;r. and asked to ‘
recall what they had seen: ‘. ‘ ' .-

1 The subjects were then aske? to (1) read selected sentences
from the dictation and gards which had appeared on the discrete-

point test; (2) repeat sentences read by the researcher from

* those which had been on the dictation.
The oral tasks were designed with the following qﬁesclons in
mind: Does the P.I.C.A.I. students’ speech show evidence of

interference from dialect phonology which omits, or reduces final
()‘ * . '
vowels to "schwa”"? Can stud s accurately read/repeat Standard

Italian cues, or do they substitute final vowels based on their ~
/ : 1 .
3#“ system of gendex marking? Do students show evidence of

monitoring their oral responses for grammatical aécuracy?
All oral tests were conducted indivlduall&. Responses were
recorded on tape for subisequent analysis. Sample transcripts are

A

included in Appendix C7. -
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CHAPTER 4

v

A Y

o

Results of the Empikical Study: Adalysis and Discussion

i

,This chapter, presentg a discdssion of the results obtained
on each task. The discrete-point test is the focus of the
'statistical anal&sis and, as wili be Hemonstrated, givés clear
evidence of the differences in the relative accuracy of students

by grade, sex, and language used at school.

A

An analysis -of the error patterns for different groups of

——

words within the discrete-point test, togther with the results of
N \
the other fests and questionnaire will providé additional insight

into’ the way students handle gender marking in, Standard
\

Italian.

' 4

4.1, Questionnaires
4,1.1. Students in the P.I.C.A.I. Saturday School

Questions were in Italian (Appendix Cl) and students were

[l

asked to respond in Italian. While errors in their answers could be
/ .

attributed to {nterference from dialect, English, and French,

they may also be developmental; further.sttdfés are needed to

determine the primary source of error for Italo-Canadian students

t

learniﬁg Standard Italian‘in this context.

Questions 1-7

All but two students were born in‘the Montreal area; the two
. ' .
who were born in Italy came to Canada before they were two years

old. The average age of the elementary students was twelve; thg

N [

- average age of the intermediate students was fifteen. Most had '

)

»
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changed P.1.C.A.I. schools at least once and had not "oined the

program at the 'same stage. The parents of most children came

\

from southern Italy, but both parents were not hecessarlly from

,

f the same region; a minority reported family origins in
, northeastern Italy; several had one parent---usually the mother--

who was born in Canada (Appendix B contains a list of the‘reglons
. o
from which parents originate). Many students had no 1333 when,
: 3

} .
or 'why their parents had come to Canada; those who responded to

this question indicated that their parents had come to Canada to

improve their prospects for employment. ~

Questions 8-10

-

All children reported most fahiliy ties in Italy, and said -
they would like to learn Italian and visit Italy for that reason.
Most of the intermediate students had spent at least one recent
vacation with‘relatives in Italy; many of the younger children
had never been to Ita}y, or had visitgd when they were too young

' to remember much about\the experience. All students expreséed a’
desire to visit Italy, but ner wanted to live there permanently;
\\Tosc fe1t~ch%it parents would not want to return to Italy permanently,-

but had not heard any discussion about this prospect.

Questions 11-19

These questions ﬁertaine? to language use. Inconsisgsggies _

s suggest that the students are not aware of the differences

between dialeef/;nd Italian (they used these terms interchangeably)

and reported mixed use of dialect/Ifalian/English/French in the
home; it {s not élear whether reference to "mixed"™ use {s meant as

—

alternate use of several languages, or use of one language with

59
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eleﬁents of other languages; it is likely that both situations
exist within the same household. Students reported that they are
addressed in dialect/Italian/English/French by parents, but that

4

they usually respond in English or French; communication with
granéﬁéren;s is in dialect/Italian; communication with siblings
is iq,English or French. |
Most students reported that they never read in Italian or
watch Italian movies, but sometimes listen to the Italian radio.
\ They consider themseleves capable of speaking, wffting. and

understanding Italian. -t

Responses to question 17 show that the s;ud;ﬁfs do not
understand the difference between Italian and dialect because
they reported equal facility in writing both, though they would
never have had occasion to write in dialect. Of those who .
indicated an awareness of the difference between dialect and
. Standard, most perceived the dlalect to be Af limited use
compared to the Standard, which could be understood by more
speakers. Many indicated that dialect is ;n inferior variety of
Italian.
”Quescions 20-24
Respon;es to the;e questiohs suéggsc that there is a °
definiée "Italo-Canadian identity” among the students: their
favorite language is the one they speak best--English/French; the
language they consider most important is "Italian, because I am’
Italian"; féiends may be anglophone, francophone, or Itélian; their
identity is “Iqalo-Canadign, because I speak Italian and I was born

' in Canada”. Most students indicated that it is not important for

‘P — them tp marry an Italian, but they would like their children to
. . » ’

) 60
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speak Italian. They consider it important to learn ;;alian 59—-
that they can communicate with tﬁeir relatives; some older students

think it will enhance their employment prospects.

Questions 25-28

Most students 16dicated ;he primary te;son for attending the.
P.I1.C.A.1I. classes is to comply with parents’ wishes, but also
indicated some desire to learn Italian. They do not consider the
Sagurday School to be as serious or as challenging as their
reg;ia: school and suggest activities be more stimulating. Many

will not continue their study of Italian on completion of dﬁi

P.I.C.A.I. program because "I will already speak it then".

Questionnaire results suggest that the students in the P.I.C.A.I.
program perceive themselves as Italo-Canadians, who speak Italian
(the d@alecg/Standard distinction is not clear to theﬁg and are
goiné to the P.I.C.A.I. school to maintain and develop their skills.
Since they seem to make little distinction between dialect and
Italian--though they know some sort of difference exists--it is
unlikely that they would be attentive to formal features which
' distinguish the the two varieties of Italian and, consequently,
would not monitor their speech for accuracy in Standard -Italian.

!

4,1.2. University Students in an Introductory ICalia% Course
3

»

The questionnaire (Appendix C2) finds that this group
1 -
comprises students from various disciplines, and levels of study

in their areas of specializationl All are studying Italian for

Ithe first time; for most students, the course 1s an elective to

61
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complement studies in art history or music, or an interest course
motivated £y past or future travel in Italy. Most do not 1Atend
to do further study in Italian. ’

Many students reported that they find language learning .
difficult (most had studied French 1n'high school). A mgnority
of students are interested in pursuing studies in modern
languages or translation. . Given the reasons most students are
SCudying Italian, it is not likely that they would exhibit
characteristics of a self-selected group of "good" language
learners.

J

4.2. The Discrete-Point Test and Analysis of Student Performance
in the P.I.C.A.I. Group

s

Tests (Appendix C3) were hand-scored, and scores (N correct

responses/100 items) for each individual were entered into the

£

éompﬁter with tags indicating school, grade, class, sex, and®

school languége (English/French). The data were analyzed using

" the Statistical Analysis System (SAS) according to the General

Linsar Models Procedure (proﬁ glm). .

Mean scores were computed for each class and compared by |,

grade and by school. Since therefwas no significant difference

between classes of the same grade at different schools, only
o~

grade means are reported (Table 1). ’

A three-way ANOVA was performed with variables grade, sex,

_and school language. The significance level for all tests vas

P < .05 (Table 2).

4
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4.2.1. Results of the Three-way ANOVA for the Discrete-Point Test

Significant differences were founé for all_three variables:
grade, sex, and school language (Table 2). Studentslin
Lntermediate classes were more accurate than those in the elementary
groﬁp (p = .0001). Girls were more accurate than boys (p = .01).

¢ ~ Students who attend French-medium schools were more accurate than

those who attend English-medium schools (p = .01?. —

0f the interaction effects, only Grade X Language (Figure 1)
showed significant effects (p = .004), with less difference among
students whose school language is Frengh as opposed to English

at the intermediate stage of the P.1.C.A.I. program.

Table 2

g ANOVA of Mean Scores for Discrete-Point Test: P.I.C.A.L. Group

" Source g s M _ E-ratio 2

' School 2 714.6 357.3 1.98 .14
Grade - 1 4396.4  4396.4 24.31 .0001

School X Grade 2‘ 106.7, 53.4 .30 - .75

~CIAss(Grade) 2 571.8 285,9 1.58 .21

Sex 1 1142.1 11az.i 6.32 .01

Language 1 1159.8  1159.8 6.61 . .01

Sex X Language 1 2,51 2.51 .01 .91

Grade X éex 1 52.98 52.98 .29 .59

B ' Grade X Language 1~ 11543.9 15439 ° 8.54 . .004

a Error 132 23870.8  180.8 .- e
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- that of the intermediate P.I.C.A.I. students (78.3/80.2).

L 4,2.2. Comparison of Univorsfcy Students and P,I,C.A.I. Students

on the Discrete-Point Test

The discrete-point tests of the university students were
hand-marked and mean scores were calculated. Three of the’
students in the university group were of Italian descent and were

excluded from the.anslysis. The mean score for the 24 university

students with no Italian background (Table 1) was comparable to

This confirms the expectation that the univefsity students

could achieve accurady in gender marking comparable to that of

v

the intermedi;te P.I.C.A.1. students.

i

4.2.3. Interpretation of Results of the Three-way ANOVA for the
o Discrete-Point Test _

s

It is encouraging to find a substantial improvement in -
accuracy among the intermediate students when compared to the
elementaty,studeFCS since several conditions existed which
could have hinderea ptogfgss: long, infrequent ‘class periods with
more tgan five monfhs off between annual squions; exposure to
non-standard varieties of Italian outside the instructional time;

lack of program continuity from one school year to the next.

In. spite of these obstacles, improvement is evident.

’

However, '’
& number of factors other than increased learning through the
P.I.C.A.I. program could account for this: increased focus bn form
in the final years of 1nstrugtion; increased attention to form by
older students as a stage of language acquisition; self-selection

of students with poorer students dropping out of the program.
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-~ intermediate stage, by which time boys would have "caught up" to

2

The greater accuraéy oé girls compared to boys 1;
consistent with studies og dialect speakers in Italy which
suggest that girls conform more rendiiy to the Standard model
than do boys, who use diale;t.as a syﬁbol ;f grouﬁ solidarity. It {s
doubtful ‘that solidarity tﬁrough dialect explains ébe relatively
Veak skills of the bo&s 1; Ehe P.I.C.A.I. program, but, based on
observations made during the data collection and dur;hg tﬁ;
periodvthat the researcher was an 1nSCrucﬁqr in the P.}.C.A.I:
program, it is certainly,likely that balking at attending
Safurday Italian classes and reéisting instruction a;e—almost.
defining characteristics of the male peer group. . I |

Since the Sex X Gr;d;_zkteraction was not significant. the
relatively weak skills of soys can be attributed more o atttﬁudinal
and motivational factors favoring resistance to Italian ;nstruction
than to a slower rate of language development among males. If {t
were the case that a sexually dete;;ined rate of language. development

were the critical factor affecting accuracy levels among males, °

one would expect less difference among girls and boys in the

A

the girls.

The relatively strong skills in gender marking among

students whose school language is French, together with the Grade X

'Language interaction (less difference in performance due to school

language among students in the intermediate group than those in the
elementary group) suggest that Italo-Canadian children vho attend
French-medium schools have ; "head start™ on uastering the gender
system of Standard Italian°When‘c0mpared to Italo-Canadian children

whose school language is English.
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It vas expected that the Italo-Canadian cﬁlldren would have

v difficulty wich gender because of their exposure to dialect

‘models in which the final vowel ma‘rkklng gender in Standard
* I‘ 0

s Italian 1s omitted or reduced to nschwa", making the . "pay .
attention to Tht:hta ends ,of words" strategy less pi‘oductiv;. : 7
Since (éhere is a difference between the éerformam.:e.of students
vwhose 3cho£>11 lirxogque is English and those whose school language’-
is French, it may be ‘that: they \are using different strategi‘es ir{

. ~ the process of acquiring gender in St;ndprd Italjian. Further

studies are needed to determine whether students who have

experience with a language that is marked for gender use

. " different strategies to aéquilre the gender' systen in their second R

o . language than do students whose linguistic experience is with

languages that are not marked for gender.

4.3. Analysis of Results on the Two Parts of the Discrete-Point Test: »
P.I.C.A.I. Students )

Results of the discrete-point test were also analyzed
’ ’
according to student performance on the different item types

; L]

bel?w:
(1) familiar words, for which stud;nts were asked to supply both -
' the article and final vowel gender marker (70 items--Part I).
(11) unfamiliar vwords, for which students were asked to supply
) article only (30 icems‘--Pm\:t 11) ‘
tiii) nasculine/feminine words (Part I--39 masculin;a/Jl feminine)

(Part 1I1--17 masculine/13 feminine)
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Table 3 \
. ‘ | o . {
Mean Scores on m’;;_gegg-Pognt Test by Grade/Part/Gender . .
P4 ' : . 7 - ,“ a7
~ Elesentary Students: N+87 Weores - N '
Variable  Neam SO Min  Max  SEM
PART I feminine 6.4 83 151 NS 2.0 ‘e
‘ msculine - S8 26 17 W9 24 : D '
Jdotal T oS4 193 129 %0 21 ' c
- g .
PART L1 fesinine 65.9 3. 0.0 1000 23 P -
easculine 36.9 20,1 0.0 88,2 2.2
total 608 183 0.0 867 2.0 X
- » 7 S
GRAND TOTAL 532 1.2 23,0 66,0 1.8 ..
lnie’rp?diite Students: ‘N=58 1Scores
T variable  vMem S0 Mim  Max  SEN v
Part 1" feminine oL.7 J AR 1000 1 -
-masculine B1.6. . 4.2 1000 L7
~ . i
| total 8.6 122 514 100.0 1.6 ‘ .
" Part 11 feminine 8.3 15,5 30,8 100.0 2.0 v -
aasculine 732 9.3 1.7 1000 2.5 i
total 6. W9 2.3 J00.0 2.0 N
- GRAND TOTAL . 80.2  iL9  S0.0 9.0 L6 )
74
University Students: N=24 IScores =
Variable Rean
Part | feninine 1.2
aasculine . 188
total 6.7 ’ '
Part 11 fesinine 8.8 N
sasculine 80.1 - . v
|
total .’ . " ‘ .
GRAND TOTAL 783 B
69 4 ’ © e J
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Scores for each of these item types were tabulated and

.
. converted to percentages since cells were unbalanced. Mean

scores yere calculated for each Eacagory (Table 3). The

scores in Table 3 were;;;alyze& using a weighted ANOVA to

‘

compensate for unequal cell sires.
"~

The differences in students' accuracy on Part 1 compared to
rt-II within each grade and on masculine wérds compared to

emimine words within each part were not significant (Table 4);
4howeu;r. 1n£graction effects (Table 4; Figures 2 andl3) were

significant (p = .02 for Grade X Part; p = .01 for Gender X Part),

'

*

. 4,3.1, Interaction Effects: Grade X Part

”»

qugrmediate students achieve greater accuracy than
elemenégry stude;ts on the test as a whole amd on each part of —
the.tesc; howeyer, the gap between the ievels;of accuracy of the
two groups'of students 1s narrowér on Part II (unfamiliar worgﬁ)
than . on Part I (familiar words). This dec;easea gap ﬁay’be a
function of the élfference between the number and type of
required response; on the two parts of thé test: On Part I
(familiar wqfds) students were required to stply both the final
vowel and the article for\each word stem, whereas on Part II, the
final vowel cue for gender marking was given, requifing/students
‘to supply only the article for each word. Siﬁce the possibility
for error was, therefore, greater on Par? I than on Part II, and
ié the}final vowel sgppl%LJ\in Part II {s used by’studenCS as a
cue fot‘article selection, it is nog surprfsing that there is
less diffexence betdeen the two groups of studenﬁ; on Fart II.

It is surprisiné! boweveJ,‘Co see that what contributes

- A
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most to this darrowing ét the gap between students’ performance on
Part II relftive to Part 1 is poorer peformance on Part II by
intermediate students and not better performance on Part II by
elementa;y students (Figure 2). Since it should have been
possible for students to determine the article required for most
of the words in this part on the basis of the final vowels, this
res&lﬁ suggests that neither group of students makes full use of

L . .
final vowel cues for gender marking."
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éifction Effects: Gender X Part

o 4.3.2, Int
- /
Feminine words were correctly marked more often than

masculine words -on both parts of the test, but the difference
was significant only on Part II (Figure 3). This is soeminﬁlyt
n

\
inconsistent with stdfie reporting overgeneralization of
masculine fgrms; however, analyses of the errcr patterns o

,unfamiliar words (Chapter 4.5.1 and 4.5.2) shows that this
f .

finding does not, in fact conflict with those of other studies.
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4.4, Comparison of University and P.I.C.A,I. Students on the Two
Parts of the Discrete-Point Test. . ) '-”f’
The university students, in contrast with the P.I.C.A.I.
students, show somewhat higher nean¢lé;;es on Part II than Part I. '
(Table 3). This suggests that final vowels may be more important
g:nder cues for the university students than for the P.I.C.A.I.
students: Although the university and intermediate P.I.C.A.I ‘ e

students achleved comparable accuracy on the test as a Qhole, ic

would appear that their strategies for achieving accuracy differ:
| -, D e + . A
) o

a
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It is likely that the university students pay more attention to

form than do the P.I.C.A.I. studsnts because of the tendency for
N

university language classes éo emphas{ze formal accuracy.

4.5. Analysis of Error Patterns on the Discrete-Point Test

Th&" test results of one elementary class (24 students) -
. .

and one intermediate class (16 students) were further
analyzed such that any patterns in the errors could be observed.
For each of the 100 items, ,tests were hand-sorted according to

N
the type of error made by each respondent. The results are

presented in Appendix A (Tables Al through All) and are

1

discussed below.

4.5.1. Unfamiliar Words Clearly Marked for Gender
. . ¥
\\

«

For this group of words, which appeared in Part II

Y

of the test, students were required to supply only the articles;

final vowels ("o" and "a" ) clearly marking gender were given.

'S

The error patterns seen in Tables Al and A2 show that
though the ANOVA (Table 4) indicated a significant difference in
accuracy on feminine words than on masculine words in this part

I \

of the test, most of the errors. on masculine words were not in

‘gender assignment but in form of the masculine article: Of the

total errors made by elementary students on masculine articles
only 15.0% were errors in gender assignment. The other errors
were in inappropriate «choices of the i{l/lo masculine articles.

Since there is only one possible unambiguous feminine article

_ "la", virtually all errors (97.5%) on articles for feminine waords

v

vere in gender assignment. One error was a plural form of the

£

. -
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feminine article "le* (Table Ai). Similar patterns emerge in the
analysis of intermediate students' errors (Table_AZ).

Analyzed this way, it can be seen that students assign
masculine articles more often than feminine articles but do not
know which of the masculine articles is appropriate. This
tendency to assign masculine articles is cénsistent with other
studies reporting overgeneralization to the masculine in language
acquisition (Chapter 2).

Given the suggestion that university students and
P.I.C.A.I. students may be using different strategies when
marking gender (Chapter a.a), an error analysi; w;s also made for .
‘the university students on this set pof unfamiliar words (Table
A3).

! .
are concentrated in the grou

It is interesting to‘i%i;éfable A3) that errors

f masculine words beginning with -
"g+(C)", "z", “gn" which require the article "lo"; na errors were
made in the masculine nouns requiriné the regular article "il".

Such a clearly divided pattern of errors on forms of masculine

’e

articles did not occur among the P.I.C.A.I. students who showed

P

more uncertainty about the choice of masculine articles. This

*

suggests university students pay more attepition to form. ’ "
An ev;n more sériking. and rather curioys, error pattern in the
Y . . Yesponses ;f'un;versity students (Table A3) 18 the concentration
of gender errors 6; feminine nouns beginning with the initial
congonants that would require 10" in masculine worés: students

. ignored the final vowel "a" feminine cue, prompted instead by the
’ . .

. \w initial consonants to respond with the mase¢uline "lo" that is
. . \ a .
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associated with them. This further suggests that the university
students are more sensitive to form)|and use different strategles

students.

to mark gender than do the P.I.C.A.Ii

-~

4.5.2, Unfamiliar Words Ending in Ambiiguocus "e"

As for'the group of unfamiliar woyrds clearly marked for
gender (section 4.5.1. above), for this set of unfamiliar wgrds
in Part II of the test, students were required to supply only the
articles; the amhiguous "eﬂ'ending w;s glven, '

3

Of interest in the error pattern in fhﬁb set of unfamialiar
words ending in the ambiguoué "e" (T les\Aa, ASY is‘chg
incidence of errors in gender as opp§iné»t9 form fbtiﬁasculine’
articies (63.2% for’giementgry studentsf—6§.6\ for intermediate
students;. This‘contr;sts sharply with’ché low inéldenqe of
gender errors (15.0% for elementary students, 8.2% for
intermediate students) on unfamiliar masculine’words clearly
marked for génder (Tables Al and A2) and suggests that
SCudepcs must be relying on final vowel gender cues to some
degree. The extent to which students depend on final vowel cues
to marg gender is not clear, however, given the relative s‘cres
on familiar/unfamilar words (Part Q/Parc I1) and Grrde X Part
.1ntgract%on effects discussea in Chapter 4.3:

Evidence of dialect interference is minimal for articles
with only three instances of the dialectal form of the masculine -

article "1i" (Table A4)
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4.5.3. Familiar Words -

o

For this group of words (Part I of the test) students were
reéuired to supply both articles and final vowel gender markers.
Error patterns show more difficulty with final vowels thaﬁ with
articles in all cases (Tables Al through All). This suggests .
students are not depending on Slobin’s "pay attention to the ends
of words" strategy to mark gender. Instead, 1t would seem that
these students learned articles and word stems as wunits for
which they selected final vowels.

Observationff of students during the test also suggest that
this 1is the strategy’they were using; for each 1;xica1 item,
students tended to supply the article before deciding on the
final vowel. When working on the unfamiliar words, students'in
the elementary class grumbled, "How are we suppo;;d to do this?
I've never even’heard these w;rds before”.

It 1s interesting to note that even without gender cues,
most errors are in the form of a gender appropriate marker as
;pposed to use of a marker of the wrong gender. As in' the group
of unfamiliar words, £eminine nouns tend to be incorrectly marked
for g%nder more often than masculine nouns, which are correctly
idpntified‘as masculine, but associated with an inappropriate
form of the masculine article.

- Errors on the final vowels of words requiring a strong véwel
ending show a tendency not to use the inappropriate strong vowel,
but rather to select the ambiguous "e" or to omit the final
vowel. it is 1ntefesting(;o notice, however, t£at ;f words

ondlng)in meiguous "e", "insegnante" (teacher), which can refer

to either « man or a woman, was marked with the feminine. final
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"a". This suggests that when there is no overt grammatical

gender marker, but there is a referent which is perceived to have

(‘l

natural gender, rather than overgeneralizing to the masculine, or
"schwa", students mark gender on the basis of the natural
referent. ’

The tendency for students t6 overuse the ambiguous "e"
endin'g supports the hypothesis that students are influenced by"
dialecg models in which the final vawenl is omitted, or reduced to
"schwa"™ and that they overuse the nen ending as a graphic
representation of the "schwa". This is interesting in ligl:\\t: of
the backgrounds of the stucllents in the sample for \;hich errors
were anaiyzed: Parents of most subjects.in the study are from
southern Italy (primarily Abruzzo/Molise and Campania, - in which
gialects reduce final vowels}:o "schwa"), but the classes were
heterogeneous (Appendix B), including many students of "mixed
marriages" (parents from different reglons of Italy, or one
“'parent not of Italian origin--see Appendix B). That a clear‘error
p;t:t:ern emergec{ supports the suggestion that dialectal disciqccions
blur in-the Italian community which has created itz own koine s
(Chapter 1.3.). ~

Though the hypbtlhesis was that students would be more
accurate on "school words" than on "home words", results for the
elementary students were virtually the same on both sets of words
(49% accuracy, see Tables A8, Al0). Howevér, the number of
errtors on final vowels which were due to an overuse of "e" (probably
a rgepresentétion of the dialect "schwa") is lower on "school

words™ -(39) than on "home wdrds" (Sﬂ),ﬁlu expscted (Tables Al0, AS8).

By
7 9 . . . §' "% ‘ %r
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Intermediate students wera slightly more accurate on "school words"

(74 .7% Table All) than on "home words” (72.5% Table A9).

“

17
Studies of students’ facility in the home language', teacher/

parent input, and classroom methods are needed in order to
determine the extent to which instruction-in the heriiageﬂ
language program accounts for this accuracy, particularl‘y since
both intermediate and elementary students did better o;\ the non-
specific "e" ending words (85.6% intermediate, Table A7; 62.5%
elementary, Table A6) than on the "school words" with strong
vowel endings (74 .7% intermediate, Table All; 48.95% elementary,

Table Al0). “’

"4,6. Discussion of the Dictation, Related Cloze Test, and

Composition

During the dictation, students made comments (in Englishli)
indicating that they were focusing on the meaning rather than on
the form of the sentences (e.g. #5. Franco has a great family!).

o

Nevarch/eless, almost all final vowels were correc‘cly»tranacfibed )
by all students in the representative sample analyzed for each
grade level: Among the alement‘ary stuJents. the mean number of
errors in 66 obligatory contexc; was 5.6 for fourteen subjects;
for the sixteen intermediate students whose dicatations vere
analyzed, the mean number of ertors was 3.6 in 66 obligatory
contexts (dictations.of the university students were not analyzed
since only 6 out of ;:he 24 subjects in this group were present for
this test). '

These results do not support the hypothesis that students

would tend to substitute their own final vowels instead of )

80
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accuratély transcribing what they had heard, as was anticipated when

.the dictation was des;gnéd (dictation sentences are prasented in

Appendix C4).
The related cloze test (Appendix C5) shows that accuracy on
the dictation was due to accurate transcription and not‘fbi

control- of the final vowel gepder markers since individuals whose
i '

dictations were accurate had Brgors on the clézé test (Table 5).

This suggests that Slobin’s "%ay attention to the ends of words"
strategy is not operating her%.

Errors on the dictation ‘ere inconsistent with those on the
cloze for given individuals (partfcularly those in the elementary

- Ve
level) reflecting .a stage of language acquisition charactérized

by unstable forms.

Consistent errors in a glven sentence.on the cloze were
counted as one error, eg. il cucing canade;g’e’ diversg ..
Ferror; since students were given articles on the diétation
but not on the cloze, counting both errors on the cloze woul&
have introduced an extra possibility for error not present in the
dictation thus increasing the likelihood of producing more errors

e}
on the cloze.

Table 5

, | e . ) ]

K}

Mean errors/66 obligatory contexts

N ‘Dictation " Cloze
Elementary students 14 5.6 19.2
Intermediate students 15 3.6 8.6
A 3
q ”
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Though the dictation did did not yield man& errors on final
vowels, there ;as evidence of other errors consigteﬁc wlth those
reported in'studies of dialect speakers in Italy (Chapter 2):
These include errors in doubling consonants; inappropriate use of

accents; substitution of s/z, g/c; b/d. There was also evidence

of interference from English and French ("et" for "e" = and; "ch"’

for [c] xepresented by "c" in Italian). Compositions also
concglned errors 9f these t}pes, together with syntactic: .
errors, somé of which are consistent with tbose of dialect
speakers in Italy. FurtheF studies are needed to determine

the extent to which errors are d;velopmental and not dialect
specific, as opposed to evidence of interference from English or
French since the university students, who were not of Italian
origin, exhibited some of the same errors (e.g. single/double

consonants; m&ssing/added accents; French "et for Italian ,"e" =

*and"),

4.7. Discussion of the Oral Task

. The "memory game" (list of lexical items is presented in
Appendix C6) was interesting Secause it revealed a clear
difference between the performance pf the P.I.C.A. 1! students and
that of the non-Italian university students, which was not
apparent on the wricyen tests: the university stu&bnts showed
definite signs of "monitoring® their speech for grammatical
accuracy by hesitating, backtracking and correcting, and asking
the researcher for verification: the,P.I.C.A.I. students were

more interested in the "content" of their words and confidently,
. v, ’\\

A}
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_ differences between university students not of Italian descent %ﬂﬁ‘

"

without hesication. used incorrect forms to tell the researchetr ' 5 -

what items were in the pictures in the "memory game" (Sample

transcripts are presented in Appendix C7).

It could/be that the increased attention to formal accuracy
the uﬁiversity students was partly’a function of their age; ic is
likely that éﬁe difference in behaviour i? ind;;ative of
"foreign" as opposed to "natural” languagq\lgggpingxand not due
to age since neither the 17-year old, nor the léé?ehr'old
P.I.C.A.I. studengs monitored their speech.

The oral teéts also showed evidence of dialect phonology in
phe‘P.I.C.A.I. ;cudents' spe;ch: some final vowels were reduced
to "schwa" as expected; some voiceless consonants were véicéd(
There was also evidence of syntactic errors consist;nt witﬁ o ¥
repor;s of dialect speakerslin Ital&.(Chapter 2) and several |
lexical items reported by sfudle; of "italiese" (eig. frigidairo/
frigorifero; checca/torta, Pietropaol&; léjh; Villata 1980). s S k

R The university students did not‘“sound Itaiian“. They -e
marked gender in Standard Italian more accuratel& than did the
' * AR

P.I.C.A.1. students, but.had less communicative facility., This

i3 consistent with Professor Pietropaolo’s observations of hig

and those who are dialect speakers (D. Pletropaolo, personal

communication, September, 1984). " !
When asked to read sentences or repeat them after the .

researcher, the P.I.Cﬂé.I. students substituted other final S

\

vowels (some "schwa", some varifous) for the written or oral cues;

the university stidents hesitated or backtracked to ensure - 5
' 1.

accuracy. . ‘ |

/ IR



" {e.p. words ending in "ak are feminine and féquife "la").

. These results suggest that the P.I.C.A.I. students behave as

"natural" language learners, but~ghat their language differs

from the Cargeevlanguage (Standard Italian) of the heritage.
4
language program. -

4.8. Students' Reflections on Strategies Used in Gender Marking

A

.

On completion of gll tasks, 'students were asked ;B reflect
on the way they had made tgelr chofce of article/final vdﬁel on
the discreCG-pointltest. The majoni:y of students responded "by
the sound of the word"; "I.just know the word"; "I guessed”. Rules

were seconaary, if indicated at all. Of those who did indicate
that they used a rule, most could not articuluate it: "I see if
it's masculine or femininef. .

Interestingly, thg uriversity students' also reported use of
rules as secondary, althbugh more students did indicate use of a

rule which was explicitly stated and dependent on final vowels

B o

T b
¢
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Chapter 5

» t 3
Summary of the Study and Implications for Heritage Language Programs

<

‘l

5.1. Summary of the Study . .

’Given the historical development of Standard ILaliaﬂ#in
relation to dialects in Italy and iinguiktic variability
complicaced by internal migration and emigracion Chapter 1 has
demonstrated that the 1nstructio;ﬁgf Staqdard Italian'poses
significant pedagogiéal problems' both in the Italian context, and
in Canadian heritage 1angq;ge progr#ms: the first language
of the students differs to varying degregs from the language of
instruction. ’

Virtually no systematic research Aas.addressed the problem

of developing proficiency in Standard Italian th¥ough heritage

language programs in G?Fada étudies‘of diglect speakers in

)

Italy reviewed in Chapter 2 1ndicate dialectal interference in *

phonology, morphologﬁé syntax, and rexicon. Orthography reflects

dialect phonology; phonological deviations from Standard

v : . \' . '1_‘,
* n .

Italian are most resistant to "correction

The focus of the present study is on acc;pﬁty in gender

ﬁarking. Siﬁ}e the question of gender acquisition[%s not

¢ T
specifically addregsed by Italian/studies, Chapter 2 also draws

L)

on issues raised L gender studies in French and Spanish as first -

" and second languages. Given the significant interference of

dialect phonology reported by the Italian studies, and tlfe
reduction of final vowels to "schi¥a™ in southéern Italian dialects

(wvhich predominate 'in the Italian-Canadian community 'in various
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s -

forms), the suggestion that children "pay attentfion to the ends
of words" (Slobin), and the role of pwgnéiogy'hs a source of cues -
Bl . 7

for, gender reported by studies og'dﬁiaéquisition of French

(Stevens 1984) are of particular relevance to the fnterpretation
L g

of the data generated by the present. study.
Other findings reported in the literture on the acguisiéion'~ o

of ge;der_in French and Spanish that are pertinent to the presen;

study are:. prior experience with a language hgving,a gender *

.system as a factor affecting acquisition of gender in L23+¢'

"differences in the language behaviour of .girls and boys;

overgeneralization to masculine forms ;s'a stage In language )
acquisition. ‘ ‘ )
In light of the foregéing, the eméirical study in the
present work addréssed the questio%fof acc;racy in gendér marking
by Italo-Canadian children leArning Standard Italian in
elementary and intermediate heritage language cla;ies. '
Students were given several tasks, of which a discrete-point

test was the primary focus of statistical analysis.

Research questions addressed relative accuracy of subjects

"by grade, sex, and school language. Error patterns on the §

different tasks w&te examined to suggest strat;gies Italo-
Canadian children use totmark gender in Standard Italian, -
A group of university stuAents who were not of Itallan_descent
also complgtgd the discrete-poitgigest 16 ordeihto provide insight
into the extent to which the It§¥;-Canadian children share
characteristics of foreign language learners. Findings are summarized

* « ﬁ
\‘ ",
below. i .
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5.1.2. Comparison of P.1.C.A.I. §tudents for Accurac'y on Gender Marking
on a Discrete-Point Test ‘

1

- When cor;lpared by grade, sex and school language, performance
of ;:he P.T.C.A.I., students on the discrete-point test indica;:es
that {ntermediate students are more accurate than elementary
students; girls are more accurate than boys; students att:e'n'ding
Frenc}\-r;ned'iam‘ schools are m.ore accurate than those attending’
English-medium schools. Of the interaction effects, only Grade X
School Language is significant, with less difference in performance

. ~
due to school language among the intermediate students than ‘among

_ elementary students.

5.1.3, Comparison of P,I.C.A.X. Students on Different Sets of
~ Words on the Discrete-Point Test : "

.
e .
A \

There 1s a Gender X Part interaction with a greater difference
in acéuracy on feminine and masculine words in PQrt II (unfamiliar words,
final vowel gender markers given). There is.also a significant

Grade X Part Dnteraction with the performance of intermediate )
f

students approaching that of the elementary students on Part I1I.

When compared for accuracy on words assoclated with the home
e <

' T, .
environment as opposed to the classroom.environment, glementry
students show no differences in the number of correct responses
on words heard most frequently at home as opposed to those

.

'asso‘clated with th: schgol environment; intermediate students are

[l

somev:hf/(more accurate on words heard more frequently at school than
on those assoclated with the home; in both groups of students, errors ’

on final vdwels reflect a greater overuse of "e" (pro\baly representing

rs '

"gchwa") or "home words" than on "school words". Further study is

:
i

o
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needed 'to determine the extent to which the heritage language

[}

program ‘accounts for this difference.
5.1.4. Analysis of Error Patterns

Final vowels are incorrect more often than articles: errors

son final yowels show a tendency to overuse the ambiguous "e": 1In
- . o o
¥
cases of overuse of a strong vowel ending, it is virtually alwaz;”

i . i . ! /

gender appropriate.
I4
Errors on masculine articles are due to uncercafhty about which -~
of the two gender appropriate forms (11/lo) to select, as opposed

to doubt about gender.

5.1.5. Influence of Dialect Phonology ) )

There i{s no evidence of interference of‘diglect phonology on'
the transcription of final vowels during a dictgtion: students °
are able éo transcribe what they hear. Th;re is, however, evidence of
_ interference in oEChography. Since students are not ‘able to
generate correct final vowels when given a c;py of the dictation
sentences with word-final vowels omitted, accura;y on final vowels

in the dictation must be due to oral cues and not to an iﬁternalized
i

system of gender marking for Standard Italian. : /

In oral production, students tend to reduce final vowels to KV‘

-

- ¢
Al

"schwa". ’ ST
5.1.6. Evidenég.of Conscidus Use of Linguistic Rules to Mark Gender

On a discrete-point test, most- students report that they

# .
select gender markers on the basis of the "sound” of the word, < .

that is, their familiarity of a word throughqune. Rules are secondary,

= q

. 8‘8 ° ‘ ' v
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if used at all (of, thoge who reported using rules, mdst were not

. : . / N
ablé to articulate--with any degree of precision/-a rulg‘fot
- X .

¢

gender marking)./D
. " In oral production, P.I1.C.A.1. students did not gesltate in

order to réflect on the formal accuracy of chegr responsés{

rather, they behaved as ”nacuraf” L2 learners or native sbeakers

though they did not exhiblt native-like accuracy.
' . . * ! -
5.1.77 Comparison of Unlversity Students with No‘Xtalian Background
- ) and P.1.C.A.I. Students

-~ B .
On the discrete-point test, university students achieved : -

- accuracy comparable §° that\:! the intermediate P.I.C.A.I students.

¥

| —-——— - Relative accuracy on feminine/masculine nouns was also comparable;
. LY

however, university students did not exhibit a decrease in accuracy on

unfamilia; words relative to familiar wor&g as q; the in;ermediate

\P.I\C.A.I. students, Ié;ffcq, the error pattern on unfamiliar

;ords'shows greater consistency and more attention to foémal

detalls among the university stuéents. )

As thﬁré.I.C.A.I. studenté, the university students réborted

that they de!ermine gender of words oh the ;Iscretf-poinc tzéé'by ‘
using thedsound” of words (their familiarity with a éiven word . >
acquired through éxperience); Qse of linguistic rules is a secon;§£}

< aid to determine gender. During oral ptéducﬁ%on, however, university

students showed considerable evidence of "monitoring} their speech

for formal accuracy which was not manifested by the ?.I.C.A.I. .

N .
students, ' Further study comparing univeésicy students who aé;
¢ . ~ not of Italian descent with dialect speskers is needed.

’ s
s

’ : ' ‘ A
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5.1.8. Gender Marking Strategies! ) .o ,

. L : o : . 4

¢ .
For the Italo-Canadian students, exposure to dialect mpdels W

¢ .

Ingwhich the. fir.\al vowel gender marker ‘is re:duced to "s‘?:'h\?/a" or

omitted, the strategy "p#y at,:t,t;ntii'm'to‘ the ends of woﬁrdf/" is not
a usefulrone for determining gender. . Ingtegd. st‘udents// ai:pear to
1ea‘r‘n articles and word-stems as a unit, and selsct final vowels
accordingly. As a stag‘e in this prc;cess, students o/ﬁergeneraliz“e

to the masculine article and show inconsistent use /of the i1/1o
. . ; \

masculine articles. Overgeneralizatiomon Einaif;vlowels to

€

. . / .
“e” {s presumably due Wo interference of the di'.t:,Aect: *schwa".

“There 1s no évidence of mopitoi‘ing for fo,rmai/ccuracy among
rew : ‘ . ’
P.I1.C.A.I. students; unlversity §tudencs seenr to pay more attention

/

to formal features of the language.
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5.2, Implications of Results for Instruction of Standard Italian in
Heritage Language Programs: First Language, Forel&g Language,
" or Second Dialect Development? ‘ AT -

. | -
.The Italo-Canadian students #n this study exhfpit '
A

characceriscics of L1 learners in that their oral productio
L N~ .

Fspontaneods and free of attempts to monitor for formal

{accdracy. 'Théfr level of accu?i%y in gender marking for Standard
ItalIan however, ,is comparable to that of foreign language

learners at university. .Errors of the Italo-Canadian students T

‘—\!

show interference of dialect phonology; brthography, lexicon, and

.syntax also reflect interference from English and French.i .
In light of these resulcs, togethgr with considerations of

the relationship between Standard ftalian and dialect discussed

in Chapter 1, questions must ‘be raised about the goals of ) ) X

heritage language programs for Italian General goals

outlined by the Ontario Ministry of Education and cited by Burke .

(1983, p.23)'are

(L) [éo] enhance the students’ concept of themselves and their
) heritage ! . -
L , \ { . . -
(L1) [to] 1mprobg communication with. paents and grandparents '
. ‘
(£11) [to] prepare students to use heritage 1anguages in the
' Canadian context

(iv) (to] gﬁlow students to use skills and concepts they &1ready
“ possess

(v) [to] provide experiences in qu;ning that may prove a
- valuable basis for credit courses at the high school level

+

' (vl (to) encourage all students to develop new language skills .
- that will help them to function more effectively-in Canada’'s
multicultural environment as well as in the internatiomal
community

. J A ‘
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2

Questions -will be ralised about the extent to which each of
. . 5

the. goals outlined abmove is appropriate for Italian heritage

language programs: . '

(1) [to] enhance the students’ concept of themselves and their
heritage -
# ' How should "heritage" be interpreted in Italian programs?

.

. This may appear to be se‘lf evident, or merely a terminological
'»quibble, but the consideration it merits will bécome evident as

the discussion of program goals progresses.

; 24

-Given the'regionalism and linguis/cic heterogenelty that is
'deeply rooted in Italy and reflected in the Itallian communities

in Canada, should "heritage" be interpreted in the narrow sense

—

of the community to which parents of 'partlgipating children
?  belonged? This would néither be prac.tical. givén the
heterogeneity wit':hin a single class, n;r desi'r?bl‘e, ;s it would
' serve only to reinforce existing Aivisions.

Di Giovanni (1983) has indicated the need to encourage
r - .

s

appreciation of the Italian-Canadian her%tage through readings.

3 »

related to the experience of 1mmigr§nts. This ralses a new

questi.on: what is the language of the‘ Italian-Canadian heritadge?
At the same time, Di Gipvam}'i ('i983. p.’ }9) hasi emphasiged

that "...you don’t have to be of Italian. ..background te take—

that language" What imagé will non-Italians, as well as children

v

of Italtan background have of modern Italy if the focus of
. , ] -

‘
Q

‘{nstruction is on the immigrant experience? A broad perépective
_of the rehlities of modern Italy, together;with historical
references to the conditions resulting in emigration must be

i Lot \ .
presente‘d if students are to understand their heritage.

. ‘ 92



(i1) [to} improve communication with pafehtg and grandparents
(11i) [to] prepare students to use heritage languages %n the

' Canadian context . “ -

’
L3

\

,What language do ‘the parents and grandparents speak? If, as
* has been suggested, they 4re likely to have only limited

" knewledge of Standard Italian, and i{f the variety they speak

1

differs significantly from the Standard, how will the instruction

of Standard Italian facilitate the communication of children with

their families?

.
-

Even {f the parents dre familiar with the Standard, and are
é*posed to it through Italian media, they may prefer to use a
different variety in the home. If different dialects or a‘!;;e

~
L. p
of jtaliano popo . mixed with English and/or French is used in
the community, what does it mean to "use heritage languag;s in

/
the Canadian context"?

N ‘ -

Though there has been considerable study on lexical

£

°© .
variations within the Italian community, sociolinguistic studies
are needed on tﬂx,pacterns of ladguage use (dialect/Italian/English/ﬁf
French) in order to asses the/rélat;ve importance of the
gngcruccion of Standard Italian for facilitat;ng communication
within the ethnic communicty.

Stu&ies are needed such ad the one undertaken by Préfessor

¢

©  Tosi in conjunction with Centro Scuola and the National Herjitage
<t : Languagé Resource Centre on the initial competence of chiigren in
the “coﬁmunity language" (raSuits forthcoming, S. Fiorucci,
Onéarié Institute fo; Studies in Education, p;rsonaLf
communication March, 1987): If it is the case that a child has
)
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. reasonable facility in some variety of Italian on entering a
heritage language program, it is likely that he/she already knows -.
-enough of the "heritage” 1anguaée to communicate with family and
friendﬁ; if the child has little or go knowledge of any variety

" of Isalian, and if Standard Italian is not widely used in the
community, how would instruction of Standard Italian enable him

- to increase his participation in the ethnic community?

-

L4

‘(iv) (to] allow students to use skills and concepts they already
possess

1

All students in the present study were born in Canada,
educated in English or French and speak some variety of Italian
to some degree; what are tﬁé'ékills and concepts referred to
here? %he problem is that the term "heritage language program"
and stated goa}s refer to both elective enrichment programs in
which the §£udeﬁts are learning the target language, and to
- transitional or bilingual programs which are designed o enable new
. immigrants to make use of their first language as they learn one-
;f the official languages.
Even if the program were designed to make use of the first
' language, there would be a problem for Italian children: Danesi
(i986) notes that often the first language of the Italo-Canadian .
/ ) child i{s a non-standard form of the target language of the heritage

-
program.
’ . =
’ ls

(v) (to] provide experiences in learning that may prove a
, valuable basis f6Y credit courses at the high school level

Kuitunen (1979-80) sees the heritage program as a means to -

encourage the maintenance of enrollments in Italian at the

- g ‘94
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secondary school. But if Italian is perceived as an ethnic
language, limited in use to the Italian community, to what éxtent
can students of different backgrounds be expected t; take Italian
in high school? Chandlex (Burke, 1983, p,2h) has observed that
"a negative by-product of multiculturalism has been the paftlal
identifiéation of italian as an ethnic language to be learned and
mainFained b} people of Italian origin, but not really a 'proper’
school language for other students" Furthermore, mgﬁy of
students‘in the present study who were completing the final year -
of ghe heritage program indicated that they would not pursue
study of Italian at school because they felt they already spoke
‘ic well enough for their own purposes.
(vi) [to] encourage all students to 'develop new language skills

that will help them to function more effectively in Canada’s

multicultural environment as well as in the international
community. -

! | g
As has been demonstrated, in the case of Italian heritage
programs, the e&cant to which the target language will help a
student "fdnétion more effectively in Canada’s multicultural
environment"” is questionable because of the nature of the

relationship between Standard Italian and the other varieties of .

Italian which may be represented in the community.

ree— —

Cl@arly. the instruction of Standard Italian in heritage .
language prégrams is problematic. The present study has
demonstrated that Italo-Canadian children share characteristics
of both dialect speakers and second or foreign language learners.

The crucial issue, then, is whether Standard Italian in heritage

.
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language programs ought to be approached as second dialect or
foreign language teaching;‘cettainlyhiq is not a case of first

language development.

o
o

, Tosi (1984, chaé.&) has constructed a model describing the
language development of second generation immigrants in BrLCain.l
Since the, situation of fmmigrants in Canada differs from that in
Britai#, further study is necessary to describe the language
development of Italo-Canadian children (Results of Tosi's Torgnto
study are forthcoming, S. Fioruéci, 0ISE, March, 1987)"

Other suggestions for further résearch prompted by the present
study 4include an analysis of studehts'(rqlative facility in and :
attitude toward dialect/Standard Italian on entry in a heritage
program and longitudinal studies examining stages in the
acquisition of Standard Italian in this context; an analysis of . .

[ % -
the relative interference of dialect, English, and French,; .input

studies compafing the child's home language to that of the -classroom;

N

%

a comparison of Italo-Canadian children learning Standard Italian
in heritage language prograns to children identified as dialect

speakers in Italy.

Only further research addressing the problems associated with

-

the development of profiéiency in Standard Italian in heritage language

~

programs and the reevaluationtof program gosals can ensure'chat

the instruction of Standard Italian will meet the needs of

'

students in this context.

\ »
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Unfanjliar Words Clearly Ha;hg for Geng’ er: Elementary Students .

Nusber of Respondents = 24

! Error type
] X Article ‘
3 '€ B L w w I LE
Lexical itea .
. ”
HASCULI"E “'~ :j [ .
il verdetto 14 2 6 - , - /
il verdetto 13 4 1 - Co ) '
il perno 16 | 6 (1) ;
it fango 13 1 ! T : RN
il polso 13 1 10 .
|

1o schermo 0 3 \;; -1
lo strezzo 13 1 10 . .
lo zaino 19 3 - 172
1o gnomo fn 9 (3)
Total/2g 12 ‘4 a % oamy o1 '
FEMININE ‘ . .
Ja scorta 20 3 () . .
la stolfa 2 &) o . <
la zingara 12 1 Q@ ® ' . '
laslitta 2t .2 ’ i -
1a mireaa 14 1 o &» - - . T
la dogana 3 @ @ .
la ringhiera 16 3 - (§) N T .
la noffetta 18 2 Yy ) e
Ta ragnatela 20 M .
Total/216 159 17 \'(24)- 1)) ) 1.
C:correct B=blank () = incoriect gender , ) 4
totals = nusber of respondents X nusber of lexical itens in the '

set : :
T Correct 1 3Error in gender ¢
Masculine  %.5 Masculine 15.6 ° - ,
feninine 13.6 Fesinine  97.5 +
Total 69 ’ ’

4
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Table A2

Unfamiliar Nords Clearly Marked for Gender: Interaediate Students

1

Nusber of Respondent§ =16 -

! N~
‘ , Errof type
< T+ ¥ Aticle
¢ B I - L c T
Lexical ites e :

NASCUL INE
"il verdetto 10 | ‘ ()
il verdetto .13 3
il perno 8 2 A
il tango 13 ? |
il polso 01 5 ’
lo 3cherno R N ' '
lo struzzo 14 1 (1) i
lo zaino 1 1 7 . 30)]
lognowo -5 1 8 T
Total/144 B9 17 2 1 W !
FEMININE
- - L] L
la scorta 5 1
- lastoffa - 16 ‘ _
l1a zingara 15 1 . .
laslitta 15 i 3
la marea: 12 1 (3) B .o

la dogana 16
laringhiera 15 1
la noffetta 15

la ragnatela” 1§ 1°

_rom'n« M 6 W

C=correct B=blank ()= incomct.gender

totals = number of respondents X nuaber of lexical iteas in the

. set ‘
Anosalies: lo gnowo > il cognomo

1 Correct ' 1 Error in gender
Masculine 61,8 " Masculine 8.3
- Feminine 93,1 ® - Fninino 100,0 .
Total 1.4
. . E
- ’ L
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Table A3 - ‘
. . ' R . . D A
Unfaniliar Words Clearly Marked {or Gender: Unjversity Studeats

-
¥

Nusber of Respondents = 24 l

’ ' © Error “type.
—_— ' X Article |

‘ C B L W U W
Lexical iten, -
MSCULINE
il verdetto 24 °

) ‘il verdette 24 . L .
il perno - — 24 ' B

' il fango 24
il polso 24
lo schermo .18 | 3
¥ _ lostruzza 21 -3

lo 2ain0 18" S — 1))
lo gnomo 8 T 16 o,

° Totali2t6 - 185 1 29 i
FENININE
la scorh' 21 &) h .
la stoffa 20 ) e,
la zingira 20 SN . .
la slitta,, 2 J D) S
“1a warga 24 ' ’ ®
la doqana =~ . T

- la_ringhiera -23 () L e
- la moffetta. 23 1 .
1a ragnatela 24

Total/26 200 1 . (1) (14

- C = correct 8 =blank () = incorrect gender
- totals = nuaber of respondents Xnusber of lexical

—_— itens in  the set . .
) 1 Correct . 1 Error in gender-
Masculine 85.6 Masculine 3.3
" Fesinine 9.6 .. Fesinine 00,0
. o Total 8.1 . ;
» .
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A}

i /// Unfaniliar Mords Ending in Asbiquous *e*: Elenentary Students
i . * -

<

N

L e

-
’

ante ae’

-
e

SIS
ra, fn?
.

e

»

L

Nusber of Respondents = 24

/ &

.,

-

N

v

o0

- Error type. o
ot X Article ™ .
. - . €6 B IL W U WA LE. L
- Lexical iten ‘ LY
NASCULINE
il volante - 13 2 1 ® @
il vlante 13 2 N (T
il gregge’ 7 ot @ m
lo scaffale - 0 1 1 e
" Vordine 21 2 |
Vinteresse 20 | 1 (2) )
I'inconveniente 19 1* 3 a B 3]
Total /168 103 8 13 3 2 @29 (n -3
FENTNINE ’
Vinaugurazione 2 (2p 1
12 plebe 2 2 ue . Q) 1
la grandine 5 as (2 . 2,
la valle § 2 Ul @ I M
Total /9: . B4 U D 1S
C = correct B = blank () = incorrect gendér
totals = nusber of respondents I aumber of lexical itess in the
set
Y Correct 1/ Error in gedder
Masculine 61.3 _ Masculine  63.2
Feminine  34.4 . Feninine 8%.8
Total St.S. ’ Y
!!
LI
I A )
108 ‘-
. e \ ; ‘ *
» .Ly -

)



Table AS . . .

’ njli in ‘e": |atermedi dint
1 \ ‘
Nuaber of Respondents = 16
Error type
X Article

o0 B 'L W0 A
Lexical iten

‘NASCUL INE
- il volante ‘9 N ¢
v . Tthyolante 13 1 ° 1w
: T i gregge 3 2. 1 an x\
‘la scaffale 5 1 -6 Yy
3 ({ Iordine 5 .. 1, ‘
o . interesse 16
- inconveniente 14 P W
L. . '
Wtaltiz 75 5 8 3 @b
B " FENININE T -
. L 1'inaugurazione “ . (2) _
. 1a plebe f1om @
1 ‘ N la grindine 8 1 n
, la valle 9 2 5§
/ - ‘ -
- Totil/e4 I 4@
€ = correct B =blank .() = incorrect mdé;f
. totals = nusber of respondents I nusber of lexical .
iteas in the set
A 1 Carrect ’ X Error in gender
L. ’ )‘l‘ - N
' . . Ilamq\ino 66,06 Masculine  65.6
. -+ Feainthe 34,7 Feainine 86,2
. Total 625 R
s‘ t 3
% ' \
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- Table Af

g
5

Faniliar Nords Endjng in Ambiguous "e®: E\ aentary Students -
Nuaber of Respondents = 4

Error type o
T Article I Ending
C B I L0 WA LE & ¥.0 M1
Lexical itea ’

MASCULTNE
Al cane 19 ‘ H
il ristorante 18 t i X S |
il direttore 20 { { { |
1tanore 17 Tl ’ t [ 4 I T '
I'aninale 9. 7 2 o,
----------- —e————— - . i
Total/120 93 ) 2 2 { 2 2 (1) 4
FEMININE . 03‘7 -

y
1Tautomobile 19 1 (2) o '
Iattenzione 17 1 - ) 1 2.
13 canzone 3 2 4) 2 1. i1
La carne 9 W 2 e
la colazione 100 3 (W K 3
Total/120  “= 57 1 D 4 6 % 3

Total Accuracy = 62,51
C = correct B = blank () = incorrect gender .
totals = nusber of respondents X nusber of lexical items in the set

Other errors: il ristoranti; i direttori; 1'awori, 1a asor; 1'animali, il animl;

‘ I'automabili, la automabil; 1'attenzioni (2), la attenzioni le canzone_(2)
lo canzonp;’le carne (2) il carno, il cirn; la colazion

- - -
-
° -
. , . ’-\
’ £
¢ 3 Q
- -
.

LN




. L ‘ - Irticle - 1 Ending’
L ot C. _B It 10 LA A » i} Al
. Lexidal ites . .
‘ L mAsLIN
il cane . 16 o /
il ristorante 15 .
il direttore-g# 15 N 1
p 7.t ' ‘ ' I
.f "anore 14 ' - (n
{*aniaale 14 . .o i v
'y Total/80 " o ¢
- Jas
R \ AP e !
- | FeNINDE. s / |
.. - -
_ T autowdpie 14 . J ~(D !
. attenrigne 14 - L) Y ))
7 . ' .
. .1a canzone 71 , , (7
1a carne . 14 - fo 2
. la colazione - 14 i PR \ 2
' Total /80 8 1 o @ 1,
Total Accuracy = B3.6Y ' : . '
€ s correct B =blank () = incorrect gender
/ totals = nun'bgg of respondents X nuaber of lexical iteas in the set
' _Other errors: anigali, 1'autosabili
< v & -,
\
e \
. / v
.\n
; . o ! .
i ? > ) ’
' , .,
. T -
o ) ~ o 111
) o —— - - : - * '- . 5 -

£}

- ' e
e
- .
s .
N . ///’ |
[ PN
/ ’ ‘
. . ~ s
. " ]
" lable A7 v -
Faniliar Words Ending in Ambiquous “e": Inte udent:

Ninber of Respondents = 16 _
T . " Error type




Nuaber of Respondeats =

. Error type : - S
1 Article ~1 Ending \

¢ B IL LD L' WA LE A . & 0 _A E I
" Lexical itea R ’ :

EY

HASCULINE . ,
il prinzo 3 2 1 - ) I (1 .6
il piatto 9 o 53
il letto 13- 1 2 T 2 1
il telefono , 8 1 3 8
il frigorifero 8 ! 2 - 9 1
il bagno 13 4 3 T2 1 -
il bicchiere 9 . 2 . ' {l) t ] T4
"Il latte - _ 15‘- . y B | 6 ’ 1
il pane 16 B i () 1
lo zucchero 9 8 - ’ : : S I
1'appartanento 6 1 - ; > (2) 10
Total/264 1S 1 ’s 8 a)y @ 1 h\ 2 4) @2 12
FENININE . R , .
'oliva 5 | ’ (3 6 *
la forchetta 18 ) T, | . 4
1a wacchina 15 N . | 2
lacemam .- 9 ¢ ' S —
- 1d chiesa 172 ’ 3
la tama - 2 1 ' A B {
la bicicletta 17 2 3 .
" la televisione 13 ' ‘ 3 -2 . 2
1a chiave 6 5 () .o 9 too,
Total/216 . 121 15 M i - A 8 (1 16
Total Accuracy = 49,21 . T '
€ = correct « B’z blank () = incorrect gendér {

totals = nuaber of ‘respondents I nuaber oﬂ‘lulcal items in the set

* Other errovs: pranze; piatte, 1'piatte; lo bicchiero (2)3 le lette; lo telefone; lo frigorifere,
la frigorifere; 1a latti; lo pan, il panne; zuccheri, il zuccheri, il zucchere;
1a appartasent, il appartamente (2); la olive; il forchette (2); il macchini,

il macchine (2), .1e nacchin, il macchinij il cone-(2), le cen, il conij il chiese,
il biciclett, il biciclette (2) il televisioni; lo chiavi -
R vrong article/ending--la-a-» 10; il-0 2 §; lo-o = §



-

. ."‘,‘\ ~ v (
Table A3 .
C  Mords-- vironeent: [nter
Nusber of Respondents =, 16 *
. ., ‘ Error type N .
: 1 Artice o X Ending
c 8 IL 0 L' L8 LE & A. 0 4 E { Y
Lesical iten o s : .
MASCUL INE 7
i1 pranzo w ! )
il pistto - 12 2 o . R : 2 .
il letto 12 3 B ) . . "
1 telefone . (I : 1 ]
il frigorifero 15 |
[l bagho 15 -
iMicchiors 8 m o ‘., .
il latte 13 . . N
il pane - - 11 . n 1 .
+ 10 2ucchero 8 7 . |
Pappartanento 11 ! ] : ‘
Crotal/i?e 130 S5 7 3! @ 1 B n - r
FENININE y v ) ‘
. , . N [
Voliva - - § . . S 9
. 1a forchetta 13 ) . t
13 sacchina 14 ' 2
12 cena ;12 1 . .
lachiesa @ 11 .- 3, '
1a tarna H 1 : . (1 2
labictcletta 13 , o1 1
12 televisione 14 © : ) 2
la chiave 1 1 g 7 . v
Total/144 02 4 . ! 1@ 8 B _e )
I’ohl.Accuucy = 12.51 . .
€ = correct B =blapk . () s incorrech gender N
totghs = nuaber of respondents X nusber of lexival itess in the set ‘
Other errors: le bicchieroj il cene
vrong article/ending--la-a = 3; 11-0 = 4; lo-o0 =4; le-e 23
., mngtatmes . \
. ! e [ a ) .
\ o » \
P - . .
, v :
, ; 13"




{ . oL r o, \ Y}
“Table pl0 ‘ . - .- :
faniliar Words--School Environuent; Eenentafy Students
- ; . '
Nusber of Respondents = 24 ' b . o
. - ’ Ervor type ol
. X Article : X Ending 7
c B I W L L Le ¥ &, 0 A E T
. Lexical iten. 4{‘
NASCIR INE ’ )
il libro Y A 2 3
il quaderno 18 ° ;2 T w1 .-t
- il voto 1 1 3 ! 8 -
il conponinento 2 3 3 ¢ 2 7 1
il campanello 12 3 | 2
il nowe 19 L 2 l 1
il professore 18 o 2 2 A B
lo studente 2 - j n 2 B :
17intervallo 9 1 1 t ( () 8 {
1" esane 10 3 2 l ' (2 ?
hj .
., Total /240 f14 10 17 18 n w s w27 9
FENININE ’
~ A { o
1ala . t 3 D 3 9 5 i
1'insegnante 1" 1 4 T | 1 t 1
la penna » 16 ¢ : . |
1a lavagma 17, , "\‘m} 1 . i
1a scuo 20 v | S
1a palestra 7. ¥ /
1a donanda 1 2 . (2) ¢
la carta 18 t 7
la classe 8 n 1 1 1 12 ’ -
la lezione 6 3 m . . -
Total/240 2t 13 2 Wt &‘ 17 8. 12 i 12 )

Total Accuracy = 48,951
C = correct D =blank () = incorrect gender
totals = ausber of respondents I nusber of lexical iteas in the set

"Other errors: 1'1ibroj 1'componinente, 1a componiment, 1a cosponimeato lo professoro; il studesti (2);

il esami, il esam; 1a aul; il inmnmt,' il insegnantij i1 pennd, la pennesy il lavagn;
1'scuol; il palestri; 0 domande,1'donando,1d domando (2); le cart, le carte, lo carto;
viong article/ending--la-a = 8} la-e = 2§ il-o = 12} lo-¢ =9

, ’ . . !

\ 1, T N4 | .



bl AtL

) Ervor type '
X Article :

. X Ending ~ -
c ] It w ¢

-C

.

Lexical iten

W Lr ¥ 0o & € 1

MASCL IME ‘
- {
il libro 15 ( |
il quaderno 6 ’ " N
il voto n 2 . 1 o,
l'l conponinente 10 t k|
il capanelleo 9 1 <7 ' . - '
P4 1N TR
il pro!esﬁre 12 | . 1 .
lo studente 7 6 ). 1 R .
istervallo” 10 U | 5
1esane 10 A 2 )
¥ Tetaliteo s 6 8 3 (VI ¢ w9
FNNNE. \
lala 6 ) - @ 4
_Dinsegnante 12 2 B B
Y peana 14 ) ' 3
la lavignes 13 -
l1a scuola 13 i
12 palestra 14 ‘
<" 1a domnda 11 i .
la arta 13 ’ 3
l1a classe 12 “ i .3
la lezione | 2. (N n R 1 2
Total/160 124 1 (2)‘ 2 4 2 T s 9
Total Mcquq “un :
C = correct B=alank () = incorrect gender
totals = ausber ol respondents X nusber of lexical items in the set J
Other errprsr article/ending incorrect
. la-a la quadm\a; “1a cosponinenta; la cnwulla (6); 1a professora
l-e la vote
il-o il #5200} il lavagno; B ulutro (2); i) dosando (2); il mto; il professoro
il-e il mlq il donndo . . s
f
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e,

Number of Respondents -‘76/67

Region = . School 1 ' School 2

)
" Abruzzo-Molise
Campania
Bagilicata
Puglia ',
£§ .« Lazio
Calabria
Sicilia ‘
Marche
Veneto, '
Emilia-Romagna ~

v

‘

e N r‘ktm

"Mixed Marriages"

Campania/Sicilia
Campania/Calabria ’
. CampaniayCanada
Campania/Emilia-R
Campania/Puglia
Campania/Lazio
Campania/Molise
Molise/Emilia-R’
Molise/Lazio
Molise/Sicila

(R S R S SR
S
<

Molise/Canada ~ - A “

Molise/Egypt RN
’ -Puglia/Calabria e
) Puglia/Italo-Canada -
Calabria/Sicilia -
Calabria/Canada -
Sicflia/Lazio. 1
Friuli/Mexico o1
Emilia-R/Italo-Can -

. 117

[ BN %)

pd

[ I

s - H“I

e

)

Cldss A B

6

3 .
nl\\

2

Schoolk3 ) Total

PR NN NP

TRl ol el R

c ‘Begions,keptesente& by Parents of Elemehtary Students

SRS T

T~ -
S N N - S SRR

o an

Total 54

= e b W 1 e N P R e e b e

Total 22
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B2,

‘
¢ A

{

.
»
'

Number of Resﬁondeﬁcs - 48/58

' Region ,
Abruzzo-Molise .
Campania *
Basilicata
Puglia

Lazio” .
Calabria )
Sicilia .
Marche

Veqeto'

P
P

LI

*Mixed Marriages"

Campania/Lazio
Campania/Molise
Molise/Lazio
Calabria/Sardinia ~
Veneto/Canada
Veneto/Campania
Frigli/Sicilia

A}

School 1

.4

LS o I

2
2

¢« Py

" School 2° ,School 3
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- Cl.

QUESTIONARIO: PICAL

\ -

1. Quanti anni hai?

2. Dove sei nato/a?

b ]

3. Quando hai cominciato a venire alla scuola italiana?

4. Sei sempre venuto/a a questa scuola per le lezioni
., d’italiano? '
- b . o /\,.J

5..Da quale citta’ jtaliana viene tuo padre? tua madre?
\

N
- -

6. Quando sono venuti in Canada tud padre ‘e tua madre?

Sai perche’ hanno deciso di venire In Canada?

~
7. Dove vivono i tuof~ zii? r
cugin*i?'
* nonni?

8. Tu sel ry‘i stato/a in Italia?

Quanao ?

Pexr quanto tempo?

-

Che cosa hai fatto?

14

N in n
»Ti e piagi?}:}? Perche’/Perche’ no? -

”"»

10. Vogliono i tuoi genitori ritornmare in Italia per yivere?

Ti piacerebbe vivere in Italia? Perche’/Perche’ no? -

4

N R ) ’ ¢ -

o C ' 120




COMPLETARE LE SEGUENTI FRASI: .

¢

S

’ R . R, Y
L . . -,

11. Quando ero piccolo/a e imparavo a parlare, la prima }ingua

laliN

che ho imparato e’ stata . Poi ho imparato

- . B
-

4

12. ora la lingua che fo parlo meglio e’. ¢

»dopo viene -

e

B, o
. 13. Quando sogno, la lingua che sento e parlo e’ . '
A s ‘ - -
14, A casa mia, di solito nol parliamo: francese
i ' . dialetco
‘ , ® inglese ¢
B . - , nisto e
‘ C'e' una differenza tra 1/italiano e il diéletto‘i
AR . , ! . +
A 15. Di solito: ' ‘ i
mio padre mi parla in L. , Lo rbispondo in
. . . - Y
mia madre mi parla in - o , {o rispondo in .

1 miel nonni mi parlano in . ,"1io rispondo in
i miel £rucof11/-oriilp mi parlano in - L
i6 rispondo 1in. '

i miei cugini mi parlano in )

fo rispondo in
. . Y
r‘ - . - .
1 miei amici mi parlano in ' .
io rispondo in ‘ ’ N
[N -




1]

16. Rispondere con
lo vado al cinema italiano
Sento la radio ftaliana
compro dischi ftaliani
leggo libri italiani
leggo fumetti italiani

8

ai qualche volta , spesso

————
P,

P

I tuoi genitori ti leggono libri in italiano? "

17. In inglese io posse parlare / scrivere /caplre
In dialetto io posso parlare /scrivere/ capire .
In francese fo posso parlare/ scrivere/ capire

"In italiano io posso parlare/ scrivere/ capire

18. La mia lingua preferita e’ ' perche’
. . | | ‘ .
19. La lingua th” importante per me e’ . perche’

20. I miei piu cari.amici sono inglesi/ francesi/ italiani

21. .10 mi sento soprattutto francese/ inglese/ 1Ca11ano/
v .. quebecchese/ canadese/
, canadese-francese
B . ) canadese-inglese - .
’ ' jtalo-canadese A

~

Perche’ B !

,
)
L £ N .

22. Se un giorno mi sposo voglio /non voglio/ non mi importa
sposare una persona italiana perthe

° 7/
- -

23. Se io avro’ bambini, io vogllo/ non voglio/ non mi importa
insegnargli 1°' 1Caliano perche’
L

24, Ora, e’ importﬁnte/ non e’ importante imparare l’'italianc per
me perche’ )

~

L3
- bad +

25, Io vengo alla scuola italiana perche’ . 3

-

122
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26. A me piace/ non mi piace la scuola italiana perche’

————————

-
\

<
]

.

27. Alla scuola italiana io imgarb molto/qualcosa/quasi niente
pexche’ *» , :

.

.
‘

\

28, Quando finisco la terza medid della scuola italiana io -’

continuere’ / non continuero’ a studiare 1'italiano se e’
possibile perche’

- >
- - .
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" . . -
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c2.

<

) ‘ QUESTION?RIO: Universita’

Madre lingua: '

1. Quanti anni hal?

2. Di dove sei? : ‘ ’ '/’/

+

3. Che cosa studi a Queen's? - A che punES sei nagli studi? -
(anno 1 2 3 4) , _ °

- > A
4. E’' questo 11 primo corso di lingua italiana che frequenti?? .

5. E' facile per te studiare una lingua? Perche’/ Perche' no?

. b *
n »

¥ 0 v
E 2 .

6. Quali altre lingue stai studiando quest’anno?

o 4
i . .

¢ o

7. Quali altre li;gue.cinOSQQ? " N

o
- s

hd Q2

. 8. In confronto alle altre lingue che hai studiato, trovi la
lingua italiara piu’ o mend facile?: Perahe’?

. -
o £ m
‘ . H

b >

9. Perche’ hai deciso di_studiare 1’italiano quest’ anno?’

-
\ v

[ -—

)
€

-

- ' )
10. Continuerai a studiare l'italiano 1’'anno prossimg?.Percﬁe'/
Perché’ no? -

.

v

11. Sgi mal stato/a in Italia? Quando? Per quanto tempo? In

, quale regione? Per quale motivo? (turismo, studio....) .
- LS 5
- Y
. ‘ ) " (X3 s
© 12. Desideri andare in Italia? Perche’? “
£
] » o—
~ . ? Rt
) . b~
. h ? \\
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A S ﬂ ) ] |
' .-— €3, . . LB
. | Discrete-Point Test . \
\ Y. COMPLETARE CON IL/i.O/L' /LA e METTERE LA VOCALE FINALE DOVE
" NECESSARIO " . ‘
ca,n’_ : 25, _ color:___n v
\ 2. ™ oliv / 26. __ nom__ ‘ o'
. © 3, — Ccolazion__ . ') 27. ___ vot__
4. ____ quadern_ . : 28, — . settiman__
3. ___ zuccher__ " o 29, componimené___“
’ 6. ___ chiles__ . 30. _ . fior_ - 1
‘ d. ____mnev_- ' 31. n______ penn___
‘ 8. — latt__ ) ; 32, 'ann___ _
‘ o /9, ____‘:_ invern__ o . 33 e televisic:m___
i - i 10. - ristorant, L 34, aul__
. ) 11/1 __‘___~chiav_‘ | — | 35, . ptanz__‘a-,‘
2. forycilet:é__ © . T— 3. .'__"___'finestr_
13, o per‘son,__L ‘ 37. ___ bagn ' ~
‘ i&. —__ campanell _ 4 38. _____ bicchier - ) '
» 15, strad__ Y o o 39, ___ gloc__ -
K . ~'16: ____ domand__ - . 40, pr;fessor;_
' . 17, —_ la.vor_ . - 41, bigliett - L
18“. —— intervall__ D 42, ‘__'__ port__
' 19. ____ clas:s;__ | b3, _____ 1nsegnat.1tﬁ_ L
s ‘.'20. ____ platt - T o 64 ___ alber__ T
: él. ___ palestra__ ) | 45.7___ lett__ . . )
| ‘ 25. ___‘esam_‘ C . 46, —_cart__ ‘¢
X {’\\ Co ' £
e N © 23, __i" sol__ . 47. __, nott__ ’
. 24, © s‘tude'nti_‘_ o ‘ _‘ . Fl;B. - a\jt:omobii_

oot




ot

-

-\

— lezion____ . 60. — &mor__
—_— ap'pattamenti Si. —_— c"appott.___
— direttof___ 62. —_— pan__
— glorn__ 63. — llavagn___:
—_ frigor‘ifér__ 64. »_“_ carn_ |
__'___.atfenzion___ 65.~;____ libvz;_
— tazz__ 66. ;'__\estat._
\,; scuol_:_. | 67, —_— tel{-e‘t"ox‘w__/‘__\\
—~— Canzon - . . 68, —— Cen_” N
— animal__ ey - bic,icle't:c_
'_____}macchins, | , 70, ____‘p:aes‘

: I1. METTERE IL/Lo/L! /1A
; gnomo ‘ 16, —~—— zingar,
_L__ marea 17___; schermo °
— zaino 18, —_— 1nconveniepte
—— Perno 19, —— Tagnatels
—— Bcaffale , 20, ~— Tinghiey,
— valle 21, — dogana
— plebe 22, ordine
_\_\g Struzzo 23. ____ volante
—— fango L2, —_— mo,ffett'a;
—_— Verdetto N 25'. 5___ Interegge

—.
____' &randine . 26, —— Sliteq
——_ S5COrta ‘ 27, __ﬁ_ vérdet-t:o
— . polso 28, ____~_ volante
—_— 1rllaugura‘zione 29. gregge
,_ﬁ__'tac‘étld:no ' ] 30 —_ 8toffa
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Dicration

1. Questa e’ la famiglia di Franco
forte e ‘alto. : - Lk

2. Il padre di Franco e’ |
giovane e simpatica.

.

3. La madre di'FFa co e
4, 11 ?ratello’di Franco‘e'fnpelligente e ‘simpatico
5. La sorella di"Franco e’ gentile e carina. ° ' ‘Q
I1 colore preferito di F;anco e’ rosso ma marco pteferisce il

o

6.
colore verde.
7. La cucina’canadese e' diversa della cucina italiana

o

8 L'escate passata e stata lunga e calda.

Ve

9. I1 ragazzo alto che porta i1 cappotto nero e’ bello e

'+ elegante,
" 10. L'estate caneéese e' breve ma calda.
11. La ragazza bionda che potta 1a gonna nera e’ bella e
»

K

3

elegante:
12. 11 gelato canadése non e cosi' buono come il gelato

italiano
13. La gente italiana e’ gentile e simpatica:
4 ) (

14. - L'inverno canadese e’ lungo ma la neve e’ bella
I1 paese piccolo ma 1nCeressante nell’ Italia centrale si

15.
chiama San Marino
16, Lo studente intelligénte e bravo fa la lezione di¥ficile

.

, .

- ’
. .

N .
[ -

' ' ’

o, ¢Q
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5 . « -
' CS... * . L. . . . 3 -
Cloze Test Baset on Dictation Sentences ’
.
’ . ‘
METTERE L'ARTICOLO (il/lo/1'/la) E LA VOCALE FINALE DOVE MANCA . (
\ S . i -
. l 1. Quest__ & famigli_ di Franco. . ) -«
. . 2 *
. 2. padr__ di Franco & fort__ e alt__.
/‘ ) 3 madr___ di Franco & giovan___ e simpatic__. R
4, fratell _ di Franco & intelligent__ e simpatic__.
, 5. ' sorell _ di Franco & geptil e carin__.
6. ' COIO;:‘g_-__ preferit__ di Franco & ross__ ma Marco preferisce
. = A
~ ‘ [}
__ color__ verd_ . '
7. cucin__ c)anades___é divers__ndella cucin__ italfan__. ’
! ) ” N . 3
) - 8. estat_- passat__ & stata lung__ e cald__ . L
9. 11l ragazz__ alt__ che porta cappott__ ner__ & bell__
N e elegant_ .
. 1'0;\\ estat__ canades _ & brev__ ma ca"ld__-.
11. La ragazz__ biond__ che porta gonn__ ner__ e bell
}‘ ’
X e elegant__ .
. /
12. gelat__ canadés__ non & cosi buon__ come gelato T
. italian__. '
.13, gent, 1italian__ e gentil__ e simpatic_ . ; .
J . 14, invern__ canades__ & lung__ ma la nev__ & bell _. \ .
15. paes__ piccol__ ma :lntereséaﬁt:_ nell’Italia central__ - v
/ & '
’ si chiama San Marino, ,
. 16. lezion__

student__ intelligent__ e brav__ fa

aifficil .

¢
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-C6.

3

-

' N a
i Oral "Memory Game”: Acceptable Responses

-
A
a

la/una televisgong (a colori)
-
i1/un tglefono (bianco)
due chiavi - una ggande}_una'piqéola/ una cpiave grande; una

chiave piccola Cs -

o

il/un ragazzo con un cane

{1/un prosciutto // la carne"

{1/un letto C ' - \

un ﬁgzzo di pan; con burro . : R

il latte // Qn b}déhiere di latte con (le) pattatine fritte

il/un gelato

la/una macchina ' ' -

due case; una grande una piccola // una casa grande, una plccola

lé/una torta //' il/un dolce al cioccolato .

due filori - uno grande, uno piu’ piccolo/ un fiore grande, un

°

fiore piccolo
f1/un pilatto
un uomo e una donna - la donna gorta un cappotto bianco, 1l'uomo

¢

porta una glacca nera’ - . .

due libri: uno grande, uno piccblo_// un libro grande, un libro
piccols . ' : :

un frigorifero aperto

un gatto con un cane' . y

. A
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C7.1.3. Repetition of Dictation Sentences -

+

Sample Transcripts of Oral Fask

C7.1. Elementary P.I.C.A.I.. Student

C7.1.1. "Memory Game"

) S . Y
il primo e’ la televiston(-) con la donna della television( );

second( ) e’ una chiava; dopo c’e’ un bambino con un cano; pol
c’e’ sta, un lett( ); dopo sta il burro; sta il latto; pol ci sta
una... un utensile con una cucchiaia (--- correction not clear)

dopo ( ) sta una mdcchilna; sta un disegn( ) can du( ) case

’ }
sobre; dopo sta una checca; sta una fiore, un piatto e due

persona’ coi vestiti.

¢

[

C7.1.2. Reading of Dictation sentences
> @

-

.

"Questo...questa e' la famiglia di Franco.

I1 padro di Franco e’ forto e alto.
La madre e’ giovane e simbadiga.
11 fratello di Franco e’ intelligente e simbgtigo.

La sorello.l.La sorel}a di:-Franco e’ gentilla e carina,

»

x4

L’estato canadesa e’ brevo ma calda.

L'inverno canadese e’ lungo ma la neva e’ bella.

7
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* €7.2. Intermediate P.].C.A.I. Student

_,d_q'
c7.2.1. "Memory Game"
un‘bicchier( ), una lavagna, ho visto.:.aspétc( )... una tazz(l)
con un gelat( )...[Researche%: Che cosa guardi la sera?] sh...la .

televisone! ho visto un uomo e una donn( ), ho visto un specchio

-

. e ho visZP..‘ aspett( ) due case. C'era un letto, una forchetta,

una méﬁc ina e 11 pan( ) burro. C'era un piatto con jambon

¢'erano due gatti, c’era... un telefén( ) ross( ), c’era un

frigorifero, un platto,"c’era un fiore, no - si... un torta e un

1libro - ) o
N

C7.3. University Student

[Researcher: Perche’ studi 1'italiano?)] -Sono molto feBice con
1'Italia, allora voglio imparata,..imparato...imparare

l’icaliano.

-

€7.3.1. "Memory Game"

Ho visto una donna e un uomo; una fiora--non so se e’ la propria .

parola; un piatto...una piatta; uhm...un--non posso ricordare
1'altro...[researcher: quando vuoi chiamare...] la
tlelfon.  .telefono; ho visto un frigorifero, una torta, del

latte, delle French Fries; un...un gelato [researcher: com’era

11.8818CO?] fraise...strawberries; una macchina; una cane con un

ragazzo; un chiave; unl..non‘no 11 parole...jampon...&a viande

[researcher: la carne) oh, la carne, si.
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