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"' ABSTRACT |
FORMAL AND INFORMAL LEARNING:

Some Aspects of the ESL Development
of Francophone Students who do or
do not have Out-of-Classroom
/ . Exposure to English

Nina Margéret Spada

This research examined the English language development
of 33 francophones (ages 11-13) all of whom received English

instruction in formal classroom éettings, but had varying

\ .

degrees of iﬁformalrcontact with English outé#de the class-

réqm. Pearners were divided into three groups according to
the amount of informal contact they . had with ghe target
1énguage. ‘ “ |
Learners' 'performance on an oral commuﬂication~game Qas
analyzed in two ways: first, the accuracy and frequency with
which learners from the three groups produced sPecific moxr-
phemes was, measured; secoqg, learners' fluency was combargd.

Data from the oral communication game were also compared with
. !

performance on 1anguage aptitude and grammatfBality judgement
b N “ ' x

. tests.

’

The results of_the,fifst analysis indicated that lea;neré
Qho had the leasé informal‘contacé often used thelfqrmg they
had been tahght'more frequently and mofe accurately than lear-
ngré with more»inforﬁai contact. Learners with greater infor-
mal,cdntacf, however, used a greater variety of forms and
sgémed to'be testing a:grgater number of hypotheses about the

i

language. The.flugncy‘measures indicated that learners‘with

ho;e;informal contact with the target language‘were more

fiuent than those with less informal exposure to English.

o
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CHAPTER I - S
INTRODUCTION - ¥ .
‘—h-—__/“::‘/

The purpose of this study is to contribute to current -
§econd language' acquisition research inveétigating the
effects of formal and informal envirohments on secon& .
language/learning. More spééifically; I am interested iﬁ‘(
descr;bing the extent to which fg?ma%)and informal lgarning
eﬁvironments can account fog some‘of the linguistic variation,

both within the language development.of individual'learners

and across groups of learners. .

Background

A recent study of the‘Enélish language‘deveiop@ent:of
175;francophone learners,ét three'different grade lévels
revealed some interesting data on.leérners' overuse and
overexteqsion'of par£iéular forms at different étages in
L2.devglopment/(Lightbown, Spadé & Walla¢e, 1978). In that
study, cro;s-sectional analysis of étﬁdents"performanqe on
an oral~coﬁmunicatibn game led to the discovery that certain
ébrmsAtehded to prédomiqéte at'part§cular\stages.in the L2
learners' language. Furthermore, even though these forms .
were dominant at different pe#iods,’they were rot always
producgd correctly. They often appea;gd in contexts in- - -
appropfiate for their ufde.

One example of such a trend.was observed in the learners'

use of 'the -ing inflection, The youngest subjects in the

[
-

-
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study (grade 6)1, were found to use‘the —inq irflection
more than any other verb form. They produced it in COnteits
requiring the progrES51ve, but they also used it where it
did not belong. The -ing overuse was not observed in the
speech of the grade 8 students. Indeed, -ing was infrequent
in their speech and theyAtended‘to‘dse uninflected Qerb
forms more than any other. The oldest,vmost proficient
(grade lO)?learners however, were found to use -ing contrasg-
tively and withouﬁ‘overextension:

It was further observed that in the grade 6 group,

' ¢

where the ~ing was clearly the dominant form, a small group

/ .

of learners produced more uninflected thah -ing inflected
verbs. This oﬁservation led to further/investigatiéﬁ because
«the majority ef the other grade 6 sutjects used no uninflec-
ted verbs at all in the context of tpe experimental task

set for them. A closer examination;gf those learners who
used uninflected verbs revealed that tPere was a tendency

for thls group of learners to represent those who had been

exposed to English outside the classroom and were.clearly

_-more fluent in the second language than their peers. These

ot

observations led the investigators to hypothesize that the

pattern of overuse—dropout—contrastive use might be .more

t

/ ‘ . . ;

lIn the Quebec school system, grade levels are desig-
nated with arabic numerals in elementary school.from grades
1 to 6. In highschool, the grade levels are designated with
roman numerals, beginning with Secondary I through V. '‘For
the purposes of consistency, I have chosen to use arabic |
numerals for all levels. Therefore, Secondary I students
are referred to as grade 7 1earners, etc.

f{f
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persistent in the development of learners whose principal
exposure to the language is in classrooms dominated by

-

audio-lingual mephodology. T - s
Tﬁis hypothesiscprovid@é the 'impetus for the present \\
investigation. As already-observedxwith this small group
of grade 6 subjects, thg languége gé learners who have ’
coptact with the target language outside the classroom may
reflect developmental patterns whichjare different from
those of tlearners whose experience\with the second language‘
is limited to the classroom setting. |
In this loﬁgitudinal‘étudy of.a group of adolescent
francophone students, all of whom are studying Eﬁglish {BESL)

in formal classrooms but who have varying degrees , of informal

exposure to the second language, differences in some aspects

N

of English language develoﬁment will be described in
relagion to the amount of informal exposure learners have

to the éeéond language outside the classroom. This will

be undertaken in two ways. First, the sequence and
'ehergence of 5 functions of the -s inflection (e.g. copula,
auxiliary, etc.) and the.use of the =-ing will be. traced on
two administrations of an oral communication gamé‘wifh eight
months inte;vening. Second, the learners’ language f;om the’
same corpuézwill be examined using a number of differen£
fluency méasufés to discovéf whethér’the ove;all fluency of

these francophone learners varies with the amount .of outside

exposure they have to the second'languaée.

-
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Although the primary focus of this study will be on

analyses of learhers' performance on the oral communication

.game, other data (grammaticality judgement and aptitude

2 )
test scores) obtained from the subjects will.also be ;

- - «

examinéd in\drder to make further comparisons. =

o p .Plan of the Thesis . .'“ .

.

In the followipg pages: previous research in second’
language acquisitidnvwhicp has particular relevanceﬁe the
present study will be summarized and reviewed. . This will .
involve: (1) a discussion of the wayeyin'wh;ch second

languaga (Lz) researchers have accounted fer linguistic

development, ‘(2) a description of Formal

»

variation in L2

and infoérmal learn;ng env1ronments and thelr role i the’

languéqe learning process, and (3) a review offﬁrev1ous

)

studies investigating the effects of 1earn1ng*env1ronments

a2 -

‘ on" adult and adolescent second- language learners. This

will be followed by’ a description of the scope of the

. ) S
present investigation and *the hypotheses to be tested. .

L

. Chapter II will consist of a description of subjects '

-
comparlson groups. . It will also 1nclude a deséription of

o

and the proceddres for the selectisﬁ of subjects for

? 11

the ellCltathn 1nstruments and the spec1f1c llngulstlc

°

.structures and language features to be: analyzed as well as

procedures for data collectlon. Methods for anxlyzlng the _

learners 1anguage will also be described in Chapter ;I.

sl

-y
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In Chapter TII, the results of the analyses will be

- presented. Discus®ion and interpretation of thé results

p

s

s

are in Chapter IV. Chapter V includes a summary and con- ¥

(]
clusions with suggestions for future research.

f

Variation in L2 Development: Review of the Literature

Although some recent studies in second language
\ o

»

a@quisition research have reported important similarities

and consistent patterns of development ip second language

acquisition, other researchers have provided evidence t *

- suggest tht there is considerable variation in L, learners'

2
o f
developing linguistic knéwledge. In their attempts to

account for variation in second language development, réesear-

: 2]
chers have examined what appears to be an infinite number

of variables- which méy influence the learning of a second

language. Although it is difficult, indeed often impossible

‘to-isolate one variable from another, it is important to

determine the ektqnt to which these individual féctprs

‘operate in order to aégg?nt fé} some of. the variation in L,

‘development.

Individual variation in ultimate long-term success in’

<
v

L., learning has been gttributed to several factors in recent

2
researcﬁ findings. $uch factors'includﬁ‘biological
maturation (Lenneber§, 1967; Scovel, 19%93 aéd cognitive
development (Krashen, 1973, 1975; Rosansky, 1975). 'éeliger
(%977),boiﬁts‘ogt thaquhe interaction styye,?f different

learners is also a determining variable -ip the acguisition

e

v o o




N

b

of a second language. Other researchers Sugeest}fhat the _'

v

learners' previous language learning experience affects

success with the target 1anguage'(Bialystok & Frblich, 1977).

.Stlll others, have accounted for some of the linguistic

varlatlon by examining affectlve varlsbles such as motiva-.
\

b

tion and attitude (Schumann, 1975). g

In addition to factors'affecting long-term success, °*

there are factors which some researchers believe may lead
y W )
to differences among individual learners during the course

of L, develdpment. These ‘factors include such things, as

learners' native language, the context in which language

performance is tested or-evaluated, the amount and kind of

4

" instruction leﬁgners receive and the environment in which

language is learned. ' | S
Schachter, (1974) found variation in developmental
patterﬁé of L2 learners which she attrlbuted to dlfferences

in the learners natlve languageﬁbackgrounds. Variation

¢

attributed to the nature of the task was reported when it

fl

was observed that learners performance on. tasks of readlng

’

and wrltlng were dlfferent from tﬁélr performance on tasks
measuring oral ablllty (Krashen, Sferlazza, Feldman and

Fathman, 1976;' Larsen-Freeman, 1975). Otherﬁresearchers
have suggested,that the recency-and frequency of’presentation

3
¢

and practice of material in the classroom setting could

-
a!éount for fluctuatlons ln the speech of classroom learf®ers
(Lightbown, Spada & Wallace, 1978) . The nature ofJEEe\_.

i

second language learning environment has also accougted

. .
' f
/ ' ? El
3 .
.
a .



It has been

for linguistic variation. in learners' speech.
sgggésted that while formal instruction in the classroom

setting may lead to a higher level of grammatical competence
o in more .

in the sggond language, informal exposure to the L
'natural' settings may lead to increased communicative
N

ability (Fathman, 1978; Krashen, 1976).

|
i

Monitor Model
A recent fﬁeory of second language learning which has
: B 4

received a great deal of attention with respect to the ques-,

tion of variation in second language learners' speech is the
This model postula-

Monitor Model proposed by Krashen (1976).

tes the existence of two independent linguistic competencies -
The learned system

the léarned;gystem and the acquired system.
represents the 'concious' knowledge one has of the iinguistic

fu&es gove;ning'ianguage use. The acquired system represents

the 'unconsious' internalization of a second language similar

to that enployed by children acquiring a first language.

According to this model, all linguistic production has
The learned system ope-

its source in the.acquired system.
rates only as a monitor to 'edit’ the linguistic output ori-

ginating from the acquired system. However, this 'editing

process' does not.always occur. For example,.in conditions
where the lgarﬁer is eﬁgaged‘in‘spontaneous, rapid speech and
the focus is oﬁ communication, the monitor wsuld.hot inﬁérvené‘
due to time constraints and the natufe of the language :
activity. Theréfone, the language produced in such an

e

activity would be entirely reliant on the acquired syétém.

AR




}' ! * ., I : . ‘ "8

oA
f

-

On the other hand, in conditions when the focus is dﬁ form
and whe?e.the L2 learﬁéﬁ islconscious of grammatical correct-
ness, the monitor intefven;s‘to 'check' the linguistic out-
putsand the resuilting output would be altered b& tgp)iearnéd
system. (See Krashen, 1977a, b, 1978, for further descrig-

» tions of the'monitor). Alt@ough Krasheé claims that the
monitor is not developed until sometime after puberty and is
available only to adult L2 léarnérs,‘othef re;earchgrs feel

that the monitor model has implications for child L, classroom

2
learners(as welY (d'Anglejan, 1978).

. Krashen submits that it is the 'unmonitored' language’
which reveals patterns of great consistency across learners

L]

in the 'natural sequence' of L, development. This claim is

2
suppor;ed by the findings from a number of 'mor pheme
\ ' acquisition' studies whiéh have reported consistent orders
of difficulty in the acquisition of a é:oup of grammatical
morphemes (Bailey, Ma@dgn & Krashen, 1974; Dulay & Burt, l974).“l~
. Subsequent reséarch however, haé led to findings of conéi@er-
“ able variation in the 'natural order' of deveiopment
(Haguta, lé?4{ Rdsansky, 1975). Some .researchers havé,
suggésted that thé order found was Fue in part to the use
v . of the_Bilingual Syntax,Measure‘(Surt, Dulay & Hernandez-
N "..Chavez, 1975) as thé elicitation instrument used in these
_étddies. Others ehaileﬁge the statistical procedures for .
L} )' analysis gRqsanskf, 1975); Other researchers'bave questioned

the Lse of the "'obligatory context methodolegy' in morpheme

"acqui%ition studies. It is thought that the measurement




learning a second language 'in the classroom is different

' contribute to specific domains of language‘development?

of morphemes only in terms of the accuracy with which they

are produced in contexts requiring their use does

not provide sufficient evidence to claim 'naturail orders'
df acquisiticn or 'difficult§ orders' in second language’
development" Several- researchers have emphasized the
1mportance of looking beyond the obllgatory contexts as

wéll in order to adequately descrlbe the development of

llngulstlc forms (Andersan, 1977; Hatch, 1978; Hatch &

'Wagner-Gough, 1976; Lightbown, Spada & Wailace, 1958);

1
According to the monitor theory, one can expect
variation in learners' performance under different conditions,
but consistency within the same task at patticular points

in L

2 development. That is, in an oral. interview, one

would expect the acquired system to dominate because of

its focus on communication. In a more formal task, where -

the monitor is being 'tapped' (e.g. discrete-point grammar.

‘ tests), one can expect the learned System to .intervene and.

—

‘

alter the output.

.Formal and Informal Learning Environments

It is a widely accepted notion that the experience of

r

. from learning it in the 'natural' setting. ’Questions-wnich

have been ralsed by L, researchers are: 'What are the signifi-

cant characterlstlcs of these env1ronments° How does each

1
contribute to the/language development process? DO they

v

if-so; what are these domains and -how can they berdescribed?

»

4

>~




approximate the target grammar.

Answers to these questions are extremely important for both
psycholinguists. and teachers concerned with being able to

discover, describe and provide. the optimal conditions for

~ sucgessful language learning to take place.

Two kinds of linguistic enuironments have been descri-
bed and characterized by researchers'examining the role of
environment in language learning: formsl and informal
learning'environments. | ’

| The informal environment is best described as being
very similar to the 'hatural' setting in which_chil&ren
aoquire first}languages. In such a setting, learning takes
place in ‘real-life' situations, where meaning can be

derived from the context."Like children acquiring first

" languages, informal L2,learners are exposed to vast gquan- -

tities of natural communicative language which are

. linguistically rich in both content and structure. This

rich: linguistic input enables the learner to induté the

. underlyinq rules of the linguistic system through the

development of hypotheses about the structure of language
and to continually revise his hypotheses as h1s own

developlng linguistic system evolves to more closely

T

v

Because informal learning.takes place in communicative

a

.situations where the learner is able to determine- the

meaning of what is belng said through the contextual cues

Y

surrounding language}‘formal prin%}ples and explicit rules

‘goVerning language use are rarely articulated. Thus,
! ‘ .

10
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/

[ learners seldom receive feedback with respect to’thgjv

/ .

«

4
~

. ™~
grammatical form of their utterance but rather, are given:

feeaback which-coﬁcgfﬁg\kve appropriateness and content
of their ugteraﬁce. a -
While it is true that informal learners are often
exposed to complex 1aﬁguage ﬁse which is well beyond their
comprehension abilities, it haé also been found that there
are consistent adjustments in the language addressed to
these léarnérs, a kind of simplified register referred to

as 'foreigrer talk? (Freed, 1979; Ferguson, 1975). Like

the language adplts~address'to L1 learners, these regi;ters

EN

are syntaétically less complex., redundant, and have

exaggerated intonation, slower speech and.distinct pauses

between utterances (See Newport and Gleitman and others for

'
o,

further descriptions in Snow and Ferguson, 1977). ‘Even

though these adjustments are sometimes made, learner? in

.

‘the informal environment have «countless opportunities“for

re

meaningful and sustained langquage use, as well as a rich
linguistic input providing models and dgmonstrationé of
'natural' language use. The informal language leafninér
environment is without explicit instructiop and occgrs«in

the context of the social interactions in the daily activi;

tieé of the learner.. \ '

v

Iq_deécribing the formal environmént and its con-
kributions to language learning, Krashen and‘Seliéef (¥%~5)
in a systematic 5tudy‘of language teachihg'methodoloéiés,
revealed two characteristics whiéh‘£ﬁ§y/$6hsidered,éommo;'

3 | rd -

pa——
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//51b1e for students to have the Opportunlty to speak with

i
i -

P

oom L2 instruction. First,'ft is described /

as sepdrate items, These items are carefully graded so

that/ theoretically, each new item is linguistically more
corplicated than the preceding’one. ﬁearners are expected

o assimilate these forms one at a time and eventually to

o N
synthesize them into an ‘operational model of language. A
second ;haracteristic of the formal environment is the
detection and correction of error in learners' speech.
Although some methodologies tolerate more error than others,
all ﬁormal 1nstruct10n focuses ‘on learners errors and ,
; ‘

provides the opportunity for. their correction. Furthermore,*
this feedback is;almost always directed to the grammatical
correctness of partlcular 1tems.‘ -

/
For classroom L2 learners, opportunities to speak in the

lingulstlc/enVLronment are fewer than those for learners in

¥ , )
informal settings. Due to the inherent nature of teacher-

centere& claSsrooms, it is the teacher and not the student

" who éées most of the talking, taking time to: interact with

stu&ents on an individual and successive basis. . Because

/ : ’ ;
nost ESL classiooms aretover-populated, it is often impos—
B -

their teacher during a classroom $ession. Furthermore, when

a teacher does speak to a student, the exchange is generally

: . . .
_restricted to items in textbook exercises so it is therefore

°

12




rare that ‘the learner interacts with an interlocutor in a
communicaéive and natural manner. ‘
One similar%ty between the formal and informal leérniné
'eﬁvironmeﬁts~is manifested in the language addressed to
‘ . 17 ‘
learners.’ It hai been found that teachers of ESL also
simplify.their speech to accomodate the learner and that the
" . complexity of their speech increéses wigh the developing ‘ -
knowledge of the learner (Gaies, 1978). It is important to ﬁﬂ@k
ndte hoWever; tha£ even though there gré syntactic |
similarities, there are differences in thé content of
'teacher talk' and"foreigner taﬁk'; The 1$nguage.addressed
v to informal learners is relevant to their experience, 7/‘ )
whereas the ianguage addresged to formaliL2 learners is
: often abstracted from realistic, spoﬁtaneous, cémmunicative
use. Formal classroom ihsﬁructioﬁ then, seems. to focus 6q
the discrete-point item teaching and cdrrecfion of fqrmal
S : properties of language rather than on the way the forms can
be put to communicative use. ‘J - ° C f
It.Qould appear that in many'kespects, the informal | é
environment and‘the’formallepviroﬁmeht are diametrically | ,
. o : 0pposed. Informal L, Ieérning seéms to .represent a
CL\ - developipg linguistic process thch-id iﬁductive, communi- ' ;
cative, implicit and unconscious. -Formal L, learning oh‘the

. s \
+~—~ather hand, appears to be a deductive, structural, explicit

-and conbciolis' process. According to Krashen's monitor’

model, acquisition is best facilitated .in the informal

environment where learners are exposed to the necessary
. . * .




- primary linguistic data for successful acqulsltlon to take

v

place. Learning however, 1s best fac%lltated in the formal

”'settlng where discrete p01nt lessons ﬁocus on expllc1t

' {
knowledge of language rules. !

1

e

Effects of Environment on L2 Learnlng. Studies with Adult

L, Learners ' bt

L

Several qtudies with adult seCona language learners °

have been undertaken to investigaﬁé the effects of linguistic -

Y

. environments on lgarniﬁg. Prgviously,‘it was thought that
adult learners were not able to acquirg‘languages as chil-
‘dren do but rather, needed formal discrete point instruction
to effectiQely learnllanguageé.‘ Recent studies héve shown,
however, that given the’appropriate conditions for acqui-
sition to take place, (e.g. natural language use in informal
contexts); adult learners are cleérly able to benefit from .
acqui§i£ion opportunities. Most inveétigators have found
that adults not only increase their langPage proficiehcy
through informal exposure, but perform better than learners
.who,have spent an equal d@ount of time i? formal classroom
éettings. The current viewpoint is that%both forﬁal and
informal environments contriﬁute to.sgcond language learning
but do so in-different ways. B

Upshur's (1968) comparison of ihreé éroups of ESL
$£udents at the University of Michigan lénds support to .the
claim that formal Esi instructibn is-lesé effective than
the use of language in.pther gétivities,:specifically q;urses

in fields of specialization. He arrived at this conclusion

after comparing the results of students"performance"on two
t ) i : :
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" those without éompakable amounts of exposure. However,

15
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!
adminiSLrations‘(pre-éest, post-test forms) of the Michigan
1 . . ,,’ i
Examination in Structure which revealed no significant | :

improvément i@ language learning which could~be attributed

to classroom instruction. Mason's study (1971) of foreign

students at the University of Hawaii préduced similar
resul%s. A study undertaken by Carroll (1971), measured
the sécoﬁd language proficiency of .college students who had

| - .
had the same amount of formal instruction. ~Sfudents whose

parents spoke Fhe target language at home had better resdlt;$ _ b
on the MILA Foreign Lénéuage Proficiency test tﬁan those

students whoseyparents.did not. F;}ther, it was found that

those students who had spent time in a'.country in which the

target language was spoken also performed éignificantly.

bet£er than those who spent no tiﬁé abroad.

L 'Two studies which are Slmllar 1n design suggest that

both formal and informal expcsure céntrlbute to improved

{anguage proficiency. Krashen, Sellger and Hartnett (1974)

land Krashen and Seliger (1975) measured the number ears

/ spent in an English speaking country and/or the. amoufft of

English spoken every day. Thebe’measures were ;ompared to
students’ finél grades and results on the Mighigan Exam in
étfugture. Results from both studies revealed that'when.
paifs of students were matched for:instruction,~i£ appeared
that some students who had.the;same instruction but more

informal exposure had a higher level of proficiency than

/
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when studeﬁts were maéched for exposure, but had varying
degrees of iﬁstruétion, the students witﬁ more instfuctien
were more proficient in the language; | ﬁ
' The resulés of these studies led to the dgyelopment of
the monitor moéel an§ the suggestion that acéuisition is more
directly affecFed by the informal environment whereas
learning is more affected by the formal envirénment. It

also led to a further distinétion“betweep exposure—type

and 1ntake—type informal environments (Krashen, 1976) The

latter 1nvolves the learner in active and sustalned language

use which is thought to prov1de true 1nput‘to the languagé
N ’»_4
acquisition device. The’fdrmer does not involve the learner
ol
intensively and directlygéﬁbugh in order to be effective for

acquisition to take place.

Effects of Environment on L, Learning: Studies with

2
Adolescent L2 Learners “. ’ .

Although most of the research iﬁvestigating the ways in

whlch formal and informal env1ronments affect language learning

has been w1th adult L2 learners, there are a few studies which

‘

. have been undertéken to compare the second language develop-

ment of adolescent.studenés in formal and informal settings.
.Hale and Budar (1973) evaluated the success of a TﬁSOL

proglammé by measuring the éécond language proficiency of

secondary students in Honolulu. They found that immigrant

students who did‘not receive formal ESL instruction and

were iéolated from speakeré‘of their native language were

the most successful learners acco;diné to theiresults of an

}
i
}
L3
.
1
§
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oral interviéw, diagnostic‘test and fihél gradgs in school.
Similafly, those learners whose exposure was limited to the
classroom and who seldom socialized‘with English speakers,
were the\least successful.

in a study of the ESL development of -331 elementary
and secondary étﬁdents, Fathman (1976) examined some
environmental variables which appeared to ﬁavorably influ- -

ence L2 learniﬁg (e.qg. size of class, methods of teachihg,

‘and number of foreign students in schools) to determine

’
i

what effects each had on the learners' success. in learning

; R
English as a second language. Her résults revealed that

although all groups improved measurably in their pérformance
on the SLOPE Test (Second Language Oral Production English
Test, Fathman, 1976) and an oral interview over the course
of one academic year, those students who were in small
classes where éra; language was emphasizgd, those who ﬂad

less contact with speakers of their native language, and

‘those who were encouraged to use English in their school

activities iTpro ed the most. The results from a later

study, however, (Fathman, 1978) did. not reveal such clear
dichotomies. IQ this study of iﬁformal‘and formal slearners,
the investigator found similarities and differenées between
both grdups of learners in their performance on an informal

oral interview, picture description task, the SLOPE test,

classroom observations and native speaker ratings.

[ . - o
v h ———
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* to their studies.,

. [ [] - E ’ [l
The SLmllarltlgs were observed in the learners'

production of particular linguistic structures. Both. formaljy

and informal-learners were found to .have a similar -overall

1

ﬁifficult?’order in their production of 20 grammmatical

structures. However, the informalnlearners'vépeech was

. . ) -1
rated by English native speakers as more fluent than

grammatical, whereas tHe formal learners' speech was rated

as, more grammatlchl than fluent These results were"

interpreted in terms of the monitor theory and the notion-
» &

that formal environments contribute more to the learned
system (measured in terms of grammaticality) and informal

environments to the agquired system (measured in terms of

fluency). - ’
It was also observed that the informal learners used
-~ ) ’ . - : N ¢ d v
a great variety of communication strategies in conversation
N . W

whereas the formal learners were more likely to resorg'tp -

« . ~

their native lenguage. Furthermore, while the informal

learners were highly motivated to learn even though they

‘had a.low Oplnlon of their Engllsh language ab111t1es~ the

N a
1

formal learners were c0n51derably less motivated, and < -

- regarded English instructicn as, not particula;ly relevant

-
’ Q 5 ¢

2 aw

Scope |and Hypotheses of the Present Study

id

As can seen ffom previous research, most of the

contrlbute to partlcular domalns of L development have been

o Ty

[« e




based for the most part on discrete-point tests and little
work has been undertaken to describe more specifically

the gualitative differences in developing ianguaqe systems
with respeét to the kinds oé exposure learnerg have to the
target language. The Fathman stud;’(1978) is an exceg}i;;
because it does report on qgglitative analyses of the efgects
8¥ formal and informal environments. However, her subject
population Feéresents two distinct groups. That is, she
compared learners with only formal exposh;e with the same
group of lqarners whose contact with the langu;ge was

1

pre%pminantly inférmai. Furthérmore, the subjects in £he
inf;r;al group éamé”from several different language
backgrounds whereas the subjects in the formal group were
all.native.German speakers- studying English as a‘second.
,fanguage in Germany.

The present s%udy is intended to further investigate
both gualitative and quantitative differen in the lan-"'

2
backgrounds who receive formal classroom imstruction, but

3 . .
guage deyéﬁopment'of,L learners from similar 'first language
who differ in the extent tp~whigﬁ“they have informal contact

& . . .
with the second language. They are therefore both formal

*
to

‘and informal leafné;s::
The %éarnérs' use of 5 functions of thel-s and‘—ing

inflections will.belexqmined to'deéermine wh;tber learners

with vafyin?’apounts of igform%l\;xposure to the L, appear

to be makiﬁg"aeve;opmental errors which are similar or

whether,each‘group of learners appears to be operating from

2 S

3
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different underlying rule systems in their production of ’
these specific structures. It is hypothesized that:
E§ © -~ . (1) Learners who have access to informal exposure
to the second language will reflect developmental
patterns which differ from those of learners whose
exposure to the second language is restricted almost
. - entirely to the classroom setting.
In addition to describing the development of a small number
of structures, the overall flugncy of lea;ners' speech on ' 1
the same task will be degcf%bed.l Bécause<inforﬁal'expoghte
has been found to increase oral fluency in the target lan-
guage, the second hyﬁothesis is that: : L
(2). Learners with greater informal exposure to. the L2
will show differe;t levels of oral fluency than those

* with less informal exposure to the L

’

9°

r

N




CHAPTER 1II

t* SUBJECTS AND PROCEDURES

The subject_:sl for this study are 33 francophone
students currently studying English as,a second language

(ESL) at' the secondary I level (grade 7) in a Montreal area

school.2 They have had comparable amounts of formal ESL

instrué¢tion and are considered to have 'average' or 'above
average' academic ability. The ESL ipsfruction they have
received has been dominated by audio-lingual meﬁhodology,

*u

They began‘'in grade 4 using the Loék, Listen and Learﬁ

textbooks (Alexander, 1972) and-have been u51ng the
[

Lado Engllsh Series - Book I (Canadlan Edition, 1971) in

their classrooms this year. ?he students received 120 minutes
of ESL instruction per week (four 30-minute peribdsﬂ in
grade 6 and ‘are presenfly receiﬁing one hour of English

on 5 days 'in a 7-day school cycle.}

Most of the contact these students have w1th the target

‘language is in the formal classroom setting. However, many

B .
9

of them-come into contact with English outeide the classroom

lThe subjects described here form part of ‘the total
subject population (176) under-investigation in the ESL
Teaching and Learning Project at Concordia University with
P.M. 'Lightbown and B. Barkman as the principal investigators.
The project is funded by the Language Programs Branch,
Department of the Secretary of State of Canada.

2Thls year marks the second in the longltudlﬂal study
of the English language development of this group of L2
learners. oL : ’
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‘ confu51ng obther students' responses.

by having English-speaking friends, living in a bilingual

community or watching English levision. They therefore

represént a group of formal lejrners with varying amounts

- ’ B /
of informal exposure to the.second language.

» L4 -
., . v e

Exposure to English. -

For the purposes of the present .study, we divided our’

total subject .population into three groups,.each representing
! !

,differént'degrees of informal exposure to English. 1In order

*

to determine £he extent of informal exposure our subjects

‘had tS the Ear@er,Langudge,.we administered two student

'

v MR ' . R R
questionnaires. Each consisted of a series of items designed

to -measure the exposure‘theéé:students have to English

autside the ESL classroom.' The first questionnairo containéd -

l7<items of which 8—were designed to measure exposure.lf It

.

was admlnlstered 1n October, 1977 when our subjects were in

grade 6. The second questlonnalre, Wthh lncluded 10 ltems

i

measuring exposure was admlqlstered in NOVember, 1978
1, v . '

shortly after the subjects began their ESL instruction in-

grade,7;i' B :
Both questionnaires were written in French to avoid '
any problemé comprehending andfaﬂswering"the questiocns.

Teachers administered the questionnaires ‘to their classes

‘hakihg'sure‘that all'instructions wére clear. Students

-

worked quletly throughout to avoid lnterruptlng or 90351bly -

'

lThe questlonnalre contalned add1t10nal items deSLgned tO
measure students' attltudes and expectations regarding Engllsh.
\

-, .

. e
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- gimilar, the,fcokes from both were combined to give each

&

Analysis of Questionnaires

A weighting scheme was developed to assign a certain

number -of pointg to the péésible responses to each questibn
(See Appendix 1). The :number of points was based on intuitive
judgements of the extent to which the responses-reflected
greater and lesser amounts of exposure to Englis?. For

example, a student who reported watching English television,

. o .
 programmes was considered to have leés exposure than a

student who claimed that English was the language perusuallfl\
used with his mother and;qr father at home. This intuitive
fat;ng of exposure is based to some extent on the distinction
between 'exposure-type', and 'intéke—type' informal environ-
ments (Krashen, 1976). The‘latter is thought to provide tfué

input'to the 'language acquisition device because it involves

the learner directly and'actively in the language learning

. -

procéss. The former does just as its term implies -

" exposes the learner to the language so that the-learner is

a more passive\than active bartiqipant. The weighting

scheme pérmitted the investigator to make the distinction

‘between those supjects who were involved in active and

sustained léﬁguage use in the informal setting and those

|
who were not. ‘

i . e : ..
For each studen%t,.the questionnaires were marked and
. 3 . - . -~

/o, . " .
scored. -“Because.the -items on both questionnaires were very
: y

* .

student one score out.of a possible total of 20. In .
general, the scores were very low. The range was from

/

[

[ ’ ! }
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‘"classroom (See Table 1).

0 - 12 indicating that these 1earners'are~indeed principally

'formal learners'. Those who eobtained 6 or more were con-

- sidered as those 'with maximum exp;sure to English in the

fqrmal environment. Those with 3 to 5 were placed in.the
medium exposure ‘group and scores of 2 or less represented‘
those with the minimum exposure to English outside the

\ ' °
-~ ’ o ..

.Language Features Investigated

‘The analysis of learners' language involved both an

investigation of specific structures and an examinision of

the learners' language in- terms of overall fluency in order
. I
to trace certain developmental trends within and across each

s

exposure group. ‘ .

“ The specific linguistic structures include 5 functions

N
>

of the -s morpheme which have been examined in previous

‘'morpheme acquisition' studies (Dulay & Burt, 1974 a, b;

. r . : .
Krashen, 1977b; Larsen-Freeman, 1975). They are the copula,

auxiliaryJ 3rd persoh singular, plural and possessive. We

H

i N
will also be examining the use of the -ing inflection.
struqturés, we éxamined the learners' language in terms of
overall fluency using a variety of measures including number
of words, proportion of words which were verbs, number of

¢complete seﬂtences, number of pauses, number of interviewer

initiated utterances. .

+ In additiéﬁUto tracing the development of these specific

24
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Tablg/l
v

Exposure Indiceg for Individuals in

/
High, Medium &nd Low ExpdsSure Groups
/

HIGH EXPOSURE MEDIUM EXPOSURE . LOW EXPOSURE
(N=9) L =1d) A o =11)
Student’ ”Exdpspre Student  Exposure Student, Exposﬁre
Number Index - Number Indgx Number - Index
062 6 061 3 . 012 1
047 10 029 . 3 022 0
075 - 1 049 3 006 i
030 . 8 008 3 073 2
013 6 . 020 . 4 001 2
‘045 . 12 024 3 005 1
050 6 065 4 040 2
079 & ' o048 3 . 025 2
034 ‘6‘ 058 - 5 069 2
o072 -4 - 028 , 2
) ooa ° 4 078 2
" 068 5
002 - 4

Note: ' Student numbers are the computer identification
numbers assigned to individual students in the Lightbown .
& Barkman research project.

i
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» Instruments for Data Collection °
-+ . . . '

The principal.data for ,this research were obtained from

an oral cqmﬁunicatiqn game requiring students to describe

a series_Qf pictures. It‘Qas administered.twice with eight
moﬁthslintervéning.s Aithough‘this tésk was Hhe primary
source of data for our longitudinal study, we also examined

other sources of information-on our learners' language

" obtained from grammaticality judgements and aptitudéﬂtests.

These additional sources provided further+ insight into the

" learners' aeveloping language systems and permitted the

investigator to make comparisons of their performance on

‘different tasks.

The Communication Game (Picture Card Game Task) .

The picture card game was designed to elicit § functions

of the -s mbrpheme and the -ing. ' The game involves' two

»

particdipants - the student and the interviewer. - The

3
t

interviewer had two sets of 7 groups of cards with cartoon-
. . _
like pictures on them. Each group consists of 4 pictures

which are similar in design but differ sligﬁtly in #heir
detail\(Seé Appendix 2). Each pictﬁre waswspecifically'
ée51gned to prov1de contéxts for the use of partlcular
functlons of the -s morpheme (e g. copula, aux111ary, etc.).
Although students could play the game without using the
target structures (e.g.:qiving\lengthy lists of concrete.
nouns in their deséfig£ion of the content of the picture))’

the'mOSt,pfecisé description of the picture necessitated the
. .

use of at least one of the target structures.

™ ' *




s

1

All .students received instructions for the task as
they began. . The interviewér had one copy of each group

of éictures in front of her,'concealed from the student.

Aqgther copy of the group of pictures was presented to the

student, face down and the student was asked to pick one
fiom the group of four and deséribe.it‘to the interviewer.
The interviewer then tried to gueés which one the  student

was describing and verified her. choice by matching her

',copy"of the card with the student's. Because of the game=-

like nature of this task the students seemed very relaﬁfd

. L
and were hot as much concerned with the correctness of

t Ve

their utterance as they were with being.able to effectlvely

prov1de information about the plctures to the 1nterv1ewer.,

Each student described one picture from each[Bf the
groups and the‘intérview took épprpximately 7 to 10 minutes
to complete. The inﬁerviewér was advised to'say as little
as 90551blé”and restrlcted her questlons to things like:
"%hat can you tell me about the plcture9“ or "What do you
see "in youx plcture?" in order to avoid 1m1tat1qp and

repetition in the students' performance. All interviews

were audio-recorded and transcribed.

.

" Grammaticality Judgement and Language Aptitude Tests

We administered a grammaticality judgement/sentence

correctlon test and a language aptitude test -in order to

'make comparlsons between the learmers' production data on

/

1 This tésk was devised by P.M. Lightbown based on similar

tasks used by J. Upshur, 1971. R. Yorkey drew the pictﬁres.

<
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the oral communication game and other tasks measuring
linguistic intuition and the.lenguage learning abilities
of these learners. .

The gfammaticality\judgement/sentence correction test
consisted of 40 written sentences which demonstrated both

[

correct and incorrect use of five functions of the =-s
B “ N

‘morpheme and the verb 'be' versus 'have' in sentences like

"I have 13 years old.". Students were required to

v k]

distinguish between correct and incorrect uses of these
forms and to correct those sentences they considered to be
incorrect (See Appendix 3). ' . v

The language aptltude test used in thls study was
developed by Peter Green (1974/5). th consists of 42
items and is a Swedish 1esson without feednack. The
orlglnal test was wrltten for Engllsh ‘speakers but it was
adapted for our francophone subject populatlon and was

translated intoxFrench.l

In this test, the Swedish forms of the definite ‘and in-

‘definite article, the present tense and 51ngular and plural

nouns are presented and the examinees must write new forms by

analogy The final items require the constructlon of. Swedlsh

sentences and -translation into French (See Appendix 4)
" Both tests were admlnlstered by the teachers in
regular ESL classroom sessions and students understood

that their performance would not affect their final grades.

-

The language aptltude test was translated by Bruce
Barkman and André Cyr.

L V. A
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correct plural form.

Procedures .for Analysis

The analysis of learners' speech in the context of the

picture card game was’ undertaken in two ways. First, we

S
wanted to be able to make longitudinal comparisons of the

use of -s and -ing inflections between the various exposure
groups. Second, we wanted to medsure the learners' overall
fluencyland make comparisons within and between groups over
this eight-month period\
The first analysis involved both a measurement of

accuracy in terms of perceﬁtage of correct suppliance §f

-s and =-ing in obligatory éontexts as well as a detailed
examination of the use of these forms outside obligatory
conéexts: An obligatory context is defined as a context

in which a particular form is required jobligatofy) in

' order for a sentence to be correct both grammatically and .

’

c0n£eitually. For example, if a learner ié‘ldokihg at a
picture of a little girl hélding three balloon; while ’
sayiﬁg "The little girl has three balloon!”, his utterance
contains an'obiigatory context for the plural, both because
of the-ﬁon—linguistic context of a picture with three ‘
balloons in it and because 6f the use of-the word three.
in this example, the learner has failed to supply the

The iearﬂers' use af -s and -ing'inflections outside
obligatory contexts, in contexts thch requife'somé othér
form, is particularly important in determipiﬂg whether

certain developmental patterns are similar or different
. / *
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—~ across these groups of L, learners with varying degrees of

2

exposure. Lightbown, Spada and Wallace (1978) suggeEted
- Jo'
that the 'ovefuse-dropout-contrdstive use' phenomenon

observed cross-sectionally, would be borne out longitudinally.

According to this, the subjects under investigation in the.
present study who were using the -~ing inflection in grade 6
mefe than- any other verb form, would be -using proportionally
more uninflected forme and fewei -ing forms on the same task
"this year. Preliminary longitudinal examination of such
a trend has been confirmed with the entire group (Lightbown
& Spada, 1979). The purpose of the present analysis 1is to
discover whether this trend seems to be consistent across.
all subjects or differs depending on the,amounf of ‘outside
expdsure‘these learners have to the target language.

The second analysis involved an examination of\ehe
speech of‘the three groups of learners in £erms of their e
overall fluenqy with the target ianguage. Thls was under-

taken by usmng the follow1ng fluency measures:

(1) Number of words : : .

The total number of words students used to describe

the pictures.

(2) Number ef'sentences

The total number of complete sentences, operatlonally

N
deflned as sentences w1th both a subject and verb

|l
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(3) Number of verbs (tokens) . :

The total number of verbs (tokens) students used to

_ -describe the picture cards.

7

(4) Total number of verbs (types)

P

w This represents a total count of the different verb

2

types students used in their picture descriptions.

(5) Number 8} interviewer initiated utterances

The total number of interviewer initiated utterances

was counted as a measure of fluency. Those’;tudents who
were able to éontinue speaking'with little'prompting in
the form of questions, clarifications and elaborations °
on the part of the interviewer were considered as having
greater fluency in the language than those who required
a considerable degree of interviewer intervention. This
measdré’does not include interviewer questions which

were explicitly asked in order to provide a clear
. P | ‘ .
obligatory context for a particular form (e.g. possessive). o

(6) Number of complete lapses into the native language

o

)

‘This measurement was operationally defined as-.a total

retreat from the target languaée into Prench..’ This does -

\
”

not inclﬁde the partial incorporation of one French

B s B e e d e e b e

lexical item into an English sentence but rather,

w

represents a complete switch to the native lénguage.

(7) Number of pauses .~

This measurement is defined as a complete break in the

speech flow within or between sentences which was

> -
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°
v

tinue his

o 4R

indicative 'of the”learner's inability to con

description without requiring some assistance from the
' Py , . ‘ ’ .
interviewer or reverting back to his native language.

These pauses do not represent /normal' hesitations in
speech while the learner was, trying to €hink of a
particular vocaBulary item, etc., but rather are

r
lengthy periods of silence in-the conversation.

Scores from the learners' performance on the gramma-

ticality judgement and langdaqe aptitude test were tallied

‘and used only as a basis for comparison with-the results of.

the morpheme and fluency analysis. Thesgbresults are
) Y b }‘/ -

reported in the following chapter with a discussion and

interpretation of them in Chapter IV.
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CHAPTER III

‘ R . RESULTS

-

. This cQgpter reporfs on the longitudinal analysis of
-s and -ing inflections both withindand outside the °
. obiigatory contexts, the longitudinal analysis of the
learners' overall flﬁency in the‘Lz, and the results éf
W learners' peyformance on f@e language apti%pdé and j//

' grammaticality judgement/sentence correction tests. ’
: Nooa

Obligatory -Context Analysis - First Administration

g . The first analysis of ~s and -ing inflections was in
terms of the accuracy of students' use of thege forms in

i

. \
exposure group on thes first administration of the picture

1 d

obligatory éontexts. . Fiédre 1 shows "the results for each

J

card game. .As‘éan be seen in this figure, accuracy' for

, ) , , \ o -
the copula (e.g. It's a table; Her skirt is red.§ was
highest fqr all groups. The auxiliary was next for the

hig%lgxposure g;oup'(HEG)_but the low (LEG) and'medium

. exposure (MEG) groups“;eré sligﬁtly”more accurate in the
use of the -ing infleétien. If we éxamine more closely
the‘-iﬁg7accuraqy ra&es for the three groups, we see that
thé'LEG had the highest aceuracy rate (.78) follgowed by
the MEG”(.??) and the group with the iéwest accuracy rate

it

(.62) was the high- exposure group. : .
.1ﬁr ' What this means ,is that the high exposure students were
* less accurate in the use of the -ing inflection where it-was

required '(e.g. What's the girl doing? She-held three balloons);

B
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. group had the highest 3rd persan accuracy rate.

K
‘
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than the other two groups, ‘but when they did use the -ipé

inflection it was almost always accompanied by the correct
) . \

-s éuxiliary inflection (e.g. What's the girl doing?‘— She's

holding three'balloons.). The low and medium exposure

1

groups however, were more likely to use an ~ing inflection
withoht.an auxiliary (e.g. What's the éirl doing? - She
holding threglballoons.) more often than they supplied the
auxiliary.-s.’

The plural was next iﬁ accuracy éor all groups. The
high exposure studenés had the highest aécuracy rate and

1

the medium and low exposure groups were essentially "the

same. Compared with all other inflections, accurac& on the

3rd person singulariwas lowest for each group. The low
-~
_exposure students used no 3rd singdlar -s inflections. The

.high exposure group was 20% accurate and the medium exposure

A

: IE was not possible to calculate accﬁracy for the
possessive on the fir;t administration because there were
so few occasions requiring its use. Furphermére, when
students did attempt to use the possessive, it was almost
always encoded with an 'of' phrase (e.g. The birthday of
the boy.)s‘ Thus there were very fewtases‘of the possessivg
-s supplied in the limited nﬁmbef of contexts proviéédﬁx

ﬁé tried to create more obligatory contexts for the
possessive on the second édministrétion by adding a'éicture
for thé‘possessive and moaifying bne of the already existing

- » AR
pictures. In.addition to these non-linduistic contexts,
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‘the auxiliary on the first administration were 100% T

36

th€ inteNviewer explicitly asked such questions as "Whose

birthday is it?" and "Whose present is it?" to provide a

linguistic obligatory context as well.- _ ; ‘

Even with these alterationsl'only one stqunt used the
possgssive -s. Every'other‘student replied using the name
of the person\withoﬁt the possessive -s (e.g.'%hose birthday
is it? - Pat; Whose present is it? - Brenda.) . -

The most striking difference among the three exposure S
groups on the first administration of the picture card game
is that the HEG was more accurate on the Quxiliary and the
plural than the other two groups. Further, accuracy for .
the pluralVWas almost identical to the -ing for the HEG,

while accuracy for the plural was considerably lower than

the -ing for the medium and low exposure groups.

Obligatory Context Analysis - Second Administratioen

On the secqnd‘admipistration of the picture card game,
accuracy on the'cppulé‘remained essentiall& the'samg for'éhe ‘ ‘
tﬁfee exposure groupsil A cgpbarisod’of Figure 1 agd ’
Figure 2-shows that there was an increase in acqﬁfﬁcy for ‘ :
fhe au#iliary -s for all éroups. What islparticularly

interesting here, is that the MEG who weref69% accurate on"
A Y

accurate éigﬁt months.later. There was also a very slight .
improvemen? on the 3rd person_singulai’for the HEG and MEG
and a.considerable iﬁprov%ment for the LEG'who#prqduced

no 3rd person -s inflections on the first administration -

~
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compared with 57% accuracy othhe 3rd singular on the second

administration. The high accuracy rates for 3rd singular

X

. must ’ge interpreted with caution however, because for all

groups in the majority of cases, the verb used with this
inflection was the verb 'have'. 7
One of the’'most interesting findings from the second

A .
administration is the dramatic decrease in the accuracy

' for ~ing with all groups. On the second admlnlstratlon,

accuraéy on, the- -1ng dropped below that of the plural for

the medium exposure group and was the lowest overall \n

38

terms of accuracy for; the high exposure group (See F;g;§e.3), s

Althéugh all groups were clearlly not using the -ing
inflection with the same degree of accuracy relative to

the first admln%stratron, the low and médium exposure

‘groups contlnued to use the —~ing'more accurately than the

high exposure students.

v

. Frequencj of:-s and -ing Inflections - Both Administrations

‘What was found to be particularly interesting in our,

_examipation of the data was the learners' use of -s and -ing:

- inflections outside the obliéatory contexts. Although

learners were found tp be highly accurate in their use of

these structures in contexts requlrlng thelr use, they were

~also found to use the same forms in inappropriate contexts

for their use.- We began'to'inVestigate these cases of
overuse .in an effort to determine whether certain forms

tended to'dominqte in the.sp&ech of a particular exposure

group and how these torms evolved over an eight month period.

’
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On the first administration of thelpicture card game,
th‘ EG used both uninflected and -ing inflected veiye.mith
equalvfrequency. Table 2 shows that 49% of'the~total number
of full verb forms produced by the HEG were uninflected and -
that 48% were inflected with -ing. The percentage of verbs
_ wfth a 3rd person -s inflection was verj low. The MﬁC
produced a greater number of -ing 1nflected verbs than
unlnflected and were u51ng the 3rd person -s infrequently.
The - low \ xposureustudents howeve;, had a clear preferencev
for ;i;g inflecteehforms compared with a ;elatively';owl ’
frequency of<uninflectedlforms and no 3rd pegson inflections.

If we recallsthe accuracy rates for each group on the
first administration, the LEG using ‘the -ing infiection
with greater acouracy than the MEG ahd‘the‘MEG using the
—in§\more accurately than the .HEG, we can see a similar
pattern in the use of these forms in terms of frequency.

If we look at the frequency results from the second
admlnlstratlon, we observe some changes in the learners
use of verbal inflections over this eight month pe:iod.

The HEG used considerably fewer —ing‘ihflections and more
ﬁh&hﬁlecteq forms on the second administration. The MEG
also dropped in their ﬁreqﬁency of the -ing and'increaeed
the frequency of unlnflected forms by 54% on the second
| admlnlstratlon. The most dramatzd\ﬁecrease in the fré&uency
of -ing-use was with the low exposure group who dropped

)

N
from 71% -ing lnflected on the first administration to’ -

33% oe\Ehe second. 'The frequency of uninflected forms

o e e

estatse
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Table 2
Inflected .and Uninflected Verbs Used by

the Three Exposure Groups on

'Both  Administrations of the Picture Card Game

lingl ’ gt

! Uninflected Infleated - Inflected

Subject Group . () . (%) (%)

1st’ 2nd lst  .2nd lst 2nd
Admin. Admin. Admin. Admin. Admin. Admin.
High Exposure 49 66 ' 48 o 21 02 12.
Medium Exposure 40 - 64 " 56 22 . 03 . 14
Low Exposure . - 29 56 71 33 -0 11
g "
\ A
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can be seen in Table 3.

42

increased considerably on the second administration, For

! ) )
all three groups, there were great increases on the accuracy
. . © - ‘
of the 3rd person -s inflection. =

.

|

'Fluency Measures — First and Second Administrations

'In order to determine whether there were differences
among exposure groﬁps in terms of their overall fluency
in the Lz} I examined‘the'leérners' lapgﬁage using a number
of -different fluency measures. The'regi}té of these measures

[

Total Number of Words

Looking only. at. the total number of words students used

"-when participating in the first administrat}on of the picture

—

¢

card game, there were clear differences beﬁweéﬁ the two
extreme exposure groups. The low exposure students prodncéd
a total of 1,075 wordsiw{th'the average ﬁuﬁber of words
produced by each,student'béing 97.7. The HEG used 1,498
words t6 describe the pictures with an average of 166.4. N
The mediuq‘expésure students produced 2,166 words wiﬁh an "
averége of 166.6’méking their results identical to those of -
the highvexposure gfoup;-

' “Looking at the results of the second administration, we
can see tha£ the average number of words increased within each’

group. The MEG had the highest average number of words per

student (200) and the HEG had an average of 193, an increase

of 27 from the first administration. The LEG had 144 words, an

increase of 47 words per student from the first administration.
, , > .

r
!

+
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: |
Total Number of Complete Sentences

We examined the learners' use of complete sentences
(operationally defined as anything containing at least a

subject and a verb). The LEG used considerably fewer

‘complete sentence coastruétions per student (9.5) than the

" other two groups (See 'Table 3). They tended to use lists of

concrete nouns in their picgure descriptions and seldom
produced'sentencés'éf‘more than 3 words in length consisting
of a subject, verb and object (e.g. She's taking a cookie.).
The MEG students produced twice as many\complete sentences
as the LEG (18.8) in desg;iﬁing the pictures and the HEG
produced an averaée of 21.3 complete sentences.

Here again the greatest difference exists between the
low and high exposure groups. The high exposure students
were able to desﬁribe the picfufeé using sentences which
were linguisticallngpge complex, that is,‘containing~NP
and VP constituents. Unlike the LEG, they seldom used
concrete nouﬂs only and seemgd to have a better grasp of
the ovéfall synﬁactié structure 'of the tafget language. .

The MEG too, ﬁsed a greater number of complete sentences. than
the LEG and almost as many as the HEG.

The results from tﬁérsecond administration revealed

that the MEG produced just slightly more .complete sentences
, ~

" than the HEG. The LEG was lowest again in their use of

complete sentences per student but increased:.by 10 from

the first administration. Here again, there are clear
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differences between the low exposure group and the oth;r
learners, but the HEG and MEG' are very similar toleach
other. - ' ’

v

Verb Count: Tokens and Types

N

5

Looking at Table 3, we see that the average numbe; of
verb tokens was 4.9 for the LEG and 13.3 for the HEG, but
- the HEG énd MEG were very siﬁilar. ' The average numﬁer of
different verbs (types) produged by the HEG wa5343.l. The
med ium exposure students prpduced 6.7 and the low exposure
students used 3.8 verb types.
There weré increases in the number of égib tokens per
" student on the second administration for the medium and low
exposure groups while there was a slight decrease for the
hiqﬁ~§§posure group. The increase in verb tokens was great

-

for the LEG, but minimal for the MEG. With respect to verb

) types, the MEG and HEG students were the same with slight

»vincreases from the first administration. The LEG however,
showed great gains on this measure ipcreaéinq from 3.8 to

7.2 verbs per student.

Number of Interviewer Initiated Utterances /

. The number of utterances which were initiated by the
interviewer during the éiqiufe card game was also used as
a measure of fluency. That is, we examined the frequency
with which\éuestidns, prompting;lciarificationé and
elaborations on the part of the interviewer were required

in order for the student to' be ablé to describe the picture

Y

45

L Rl ok BN Y 7

T S LG Rt g i




i

. . " L :
for the interviewer to fuess. An example.of a student.

" requiring a great deal of interviewer assistance (Exaﬁpie A)
' ‘ H
is shown below as well as ®ne of a student regquiring little

¥

-

t
o

or no assistance (Example B). ,

1

As can be seen in Table 3, the number of interviewer
¥nterventions for the low exposure students waé highef than
for the medium sgposure students which in turn was_higher than
for the high expdsure students. Results of this measure on

A

the second’administration show little change in interviewer

7

-~

initiated qtterandes for the HEG, a decrease for the MEG
and an increase for the LEG. Although there were 'slight
changes within each group from ‘the first to second

»
i -

adﬁinistration, they remained the same relative to one

N o

‘another on the two administrations. That is, on both
. adminisgtrafions, the LEG required.the most intérvention
'6n thé\part of the interviewer and the HEG the leagt, with
the MEG &ﬁ the middle. What this means is that the HEG

was able to contsinue talking about one of the'picturés -

i

N

until- enough description had been provided for the inter-
N . . > N . o - s -
viewer to guess. It wasn't necedsary on to¥ many occasions

for the interviewer to ask for further information in order

v :

to determine which picture the student was describing. The

4

MEG required more assistance than the HEG and the LEG
needed coﬁsiderably‘mcre prémpting‘from the interviewer than

» either of the’ two other groups.

w
-
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Example A: Student (04d) from Low Exposure Group.

Interviewer

@

\ ]

. Mhm, balloons.

-

Mhm, OK, what colour

are tbe balloons?

v e

|
Pink. Ok, and what
colour is-the girl'¥

~ :

dress?

»

. three uh_ ball.

Student

Uh, the éirls have_
\
Balloons.

Pink.

Pink. N

-]

N

Example B: Student (062) from High Exposure Group.

Interviewer

Mhm,

‘Ok. This one. "
N -

o

Student
There'g;é girl. She have a
dress_ uh_ pink_ and she

have uh_ some balloon

- three
~ ' . -
balloon_ pink.
And she smile. . )
. ) ‘{p
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Complete»ﬁépses into the Native Langhage

’

As described in Chapter II, this measurement represented

the learners' tendency to revert completely to their native

\ 2
language during the “course of the picture card game. As

seen in Table 3, in general, there were very few instances

of complete switches to their native language. Again, the
. ]
results revealed little Qifference between the high and

medium exposure § udeqpéa Although the LEG 'switched to

French a total of 16 times overall, one student was
responsible for 11 of these.bomplete lapses ihto)French, S0
f/t

in fact, there was little switching to French in any o he

{

exposure groups. .

1
The results from the second administration were similar.

T

The \same student in the LEG (whose switches accounted for
the majerity on the first administration, accounted for 9

~out of a group total of 19 switches to French on the second

administration. 5

Although most of the students avoided using their

1

mnative laqguage'com%letely, there were many who included

' partial incorporations of French into Eﬁglish in their
picture descriptions. This was usually done by inserting
. a Prench lexical item into an English senteﬁég without any

hesitation or interruption of speech (e.g. The tree is entre

 the two houses; The girl wants a gateau.) Interestingly, in _

some cases, students used a Frenchfverb with qn{English

o Pl S A A

inflection (e.§. The car is frapping~the truck; It's a ,

- o T

"girl t&nning three balloons.).

A
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! C .
' There 'seémed to be a tendency for the medium and high

exposure students to employ this strategy of partial incor-

poration more than the low exposure students.

Number of Pauses

The HEG had the fewest pauses during the course of
the picture card game and the LEG had the most. The MEG
i S

paused a total of 20 times and one student was responsible

" for 10 of these, so in fact the MEG produced almost asg few

. pauses as did the HEG. On the second administraﬁiqn, the

LEG continued to pause the most, even though there was a
. . \‘* . .
decrease in the total number of pauses from the first to

second administration. The MEG did not change and the HEG

" increased only slightly, still pausipng -the least frequently.

The most dramatic difference on this mzasure exists

LN

between the two extreme groups. The low exposure students

were more likely to stop in mid-stream -requiring considerably
[ ~

~more assistance’ and intervention on the part of the

interviewer than were the HEG. The medium exposure students-

hesitated more than the high exposure students But were able

to continue their descriptions of the pictures without as

much hesitation as the low exposure group.

Langyage.Ap?ﬁtude;gnd'Grammaticali;y Judgement Tests
- ¢ -
Results from the Language Aptitude test revealed that

the average scores for the high and 1ow»egpésure students

” .-
were essentially the same but differed considerably,(thougn =

\ : N \ M . U
not significantly) from the medium exposure group (See Table 4).

”

+
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Table 4

Individual Scores Obtained on_Language

Aptitude Test in Each Exposure Group.

- HIGH EXPOSURE MEDIUM EXPOSURE

' LOW EXPOSURE

(N=9) (N =13) (N=11).
Student , Student . Student
Number Score Number Score Number Score

062 19 061 39

047 34 029 37
075 2P ‘049 30
030 36 008 42
013 "33 020 44
045 . 024 52 -
050 " 25 065 L33
079 25 048 21
034 1 és " .. 058 19
’ C072° 30
004 38
\ . #8065 16
R ' 002 .34

1

Average Score 27.6 Average Score 33.4
* (%) 53: : (%) . 64

012
022
006
073
001
005
. 040 -
025
069
028
07?

Average Score 27.5
53

42 -

. 40

20
34
42 .

" 20,

(%)

16
18
30
19
22

Note: Student}numberé are the computer identification

numbers assigned to individual students in the nghtbown

& Barkman research project.

2 Maximum possible score was 52, -~

b

r

P d

This student's score was not included when the average

score was computed because it was the only one which

deviated greatly from the ,others. This may Imply that the

student dld not understand the task.

J \
- o

1
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The medium ekposure'groué performed best with an average
Ecore of 64% while £he low and high exposure groups had the
same averade (53%) on this test. The iaw scores for in-
dividual students are also presented in Table 4.
. . On the grammaticality judéemenf/segfence correction
; tasﬁ, medium"egposure students had the highest average score |
(Glé). The low exposure studépts hqq an average score of
= 54% and the high exfosure studéhts scored thé loﬁést with
-the'aver%ge score being 41% (See Table 5). Only the dif-,
ference between the high and medium exposuré students was
;ignifica?t at'the .05 level.
» A discussion and interpreﬁatipn of how these results
may relate to the learhers’ performance on %he picture~card‘

[N

. game will be presented in Chagtsi\lv.

- ; , ‘ -
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C ‘ . Table 5 ° .
Individual Scores Obtained on Grammaticality .
R Judgement/Sentenge Correction Test in
] _ Each Exposure Group
\ HIGH EXPOSURE MEDIUM EXPOSURE LOW EXPOSURE
(N=9) 1 (N=13) , (N=11)
' Student Student B Student
" Number Score Number = Score" Number Score
062 28 061 - 25 012 19
# 047 14 029 29 022 23
075 1 049 . .30 - 006 ® 23
030 18 008 38 073 35
013 20 020 Ei; 34 ool 28
045 "9 024 35 005 23
050 16 065 14 ' 040 - 22
Lt Q K ' i
bl . . ,
079 - 15 048 10 025 17
034 18 058 13 069 .18 .
072 29 028 23
004 . 18 . 078 8
068 13
-
L002 29 .
Average Score 16.5 Average Sc¢ore 24.4 Average Scoxe 21.7

(%) 41 () 61 (%) . 54

ﬁote: ‘Student. numbers are the computer identification
numbers assigned to individual students in the Lightbown B
&,Ba;kman research project. - ’ : '

| a Maximum.ﬁossible score was 40.

1

%
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Chapter IV

DISCUSSION

In this chapter the results reported in C@apter IIl
will be discussed. The digcussion is divided into two
parts:‘ (1) the accuracy and freqﬁency of -s and =ing
inflections for the three eiposure groupgf (2) the fluency
measures for each group. The resulﬁs of the laﬂhuage
aptitude and grammaticality judgement tests will be discussed

in terms of their relationship to the other measures.

\

Accuracy and Freéuenqy of -ing and -s Inflections

The examination of learners' use of -s and -ing

inflections revealed ‘changes within groups over time as

well as differénces between groups at the same gime.

| One,of the mosg'strikiﬁg cHanges within dgroups over
this eiggt month period was the dramatic decrease both in
%erms-qf accuracy énd frequenéylof the =ing inflection. All
exposure gréups were‘us;ng the -iﬁg less accurately on the
second administration. In addition, they were using i£ less

frequently, with an increase ihm}hé number of uninflected
. - -y

verb forms. It was also discovered that although accuracyl V

on the 3rd person -s increased oﬁf&sslightly for the medium
and high exposuré groups, there was a great increase for
the low exgosure students. The frequency of 3rd -s
infiections inc:ea5qdlconsiderably for all groups.

The accurac& orders ig the prlesent iﬂvQStigation are

not consistent with those obtained in previous morpheme

AN

l
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asguisition studles (Dulay & Burt, 1974, Bailey, Madden’
and Krashen, 1975; Larsen Freeman, 1975). Krashen (1977b)
reviewed ﬁhe morpheme acquisition research reporting
'natural' sequences' of déveloPment. In most of these
studies, the data were obtained from cross-sectional

studies using the Bilingual Syntax Measure (Dulay & Burt

O

and Hernaﬁdez-Chavez, 1975). Although the learners treated

-

in these studies were from dlfferent language backgrounds

and age groups, a consistent rank order of morpheme

]

acquisition was found across all groups (See Figure 4).
) T

Figure 4

Proposéd 'Natural Order' for

o U VR
Second Language AchlSltlon.a

- -ING : ‘ .
PLURAL ' -
COPULA ! . S

AUXILIARY | . Co R
. \ . ARTICLE , - ‘
IRREGULAR PAST | °
d
REGULAR PAST

3rd PERSON SINGULAR
POSSESSIVE

a

o

Note: No claims are. made about ordering relations for
morphemes in the same box.

.

This figure is taken from Krashen (1977) -
. - !

a
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When we compare the accuracy order in this study with

Figure 4ine see that the most striking difference is with
thé —inq."In other .studies, éhe -ing has been report%d as
one of the first to be acquired,‘at approximately the
sameltimg as the plural and copula -s. With our learners
however,'ihe -ing is much lower relative to the -s
inflectidﬁs. In some cases, it is even lower than the
3ré‘persdh éingula; which has consistently been reported

~

as one of the latest to be acquired. o - .

Another difference is the plural which ranks high in

.the 'natural ordef', but is lpWer than the auxiliary and

also lower than the 3rd person,s}ngular for the low
gxposure students on the second administration.

It appears that tjwese fransophone learnérs are not
following the same 'universal sequence of aqquisition' as.
those ;?arﬁeré’tfeated in other studies. One possible
explanation for this lies in the formal~instructipn that

these students received and the recency and frequency of -

pfesentation'and practice of some of the inflections in

classroom materials. The progressive -ing had been.

extensively practised in'grade 5 ESLﬂclasses and was the
focus of.expliéit instruction in lessons 17 - 28 in’their
textbook in graae 6. Furﬁhermore, it was the only verb
inflection they had been taught; At the time of the second
administration (mid-way through grade 7), the students

were no longéi practising the progressive =-ing in their

ESL cliiiggw ZOther forms had been practised, specifically.

o e o
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copular BE and the 3rd:person singular and the students,

recognizing that —ing was not the only possibility, began

ar

A similar pattern was found with the d person

L

singular. It had not been introduced in their textbooks

at the time of the first administration and was' very low

in terms of frequency and accuracy for ali groups. However,
the 3rd singular was formally introduced and regularly

practised in class just shortly before the second adminis-

tration and there were considerable gains for all groups P
on thé second administration of the pictufé card game.
As mentioned in the results reported in Chapter -IIT,

the great gains for all groups on the 3rd person singular
) — :
must be interpreted with caution because the majority of

1
verbs with this inflection was the verb 'have'. This verb

was also introﬁuced just‘grior to the second administration.
It is important to meﬁtipn here, that at the time ofl
. the second administraﬁion, some pictureé were adﬁed in*
aorder to create mo%e gﬁligatofy contexts for the 3rd person
-s.inflectien;‘ Because these results are ﬁot‘longitudinal,

! s they are not included in any of the analyses reported”in

this study (See Lightbown and Spada, in prep., for further
¥ o

" details). It is however, interesting to compare the 3rd

person =s accurac§ rates for all groups on these additional .

[
3

pictures to the-accuracy rates obtained on the picture
) . o ’
card game. The medium exposure students were more accurate

Lol . ’ ~

-

w

to use other forms. , P
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(16%) than the high exposure students (13%) and the low ex=-
posure students failed to Qfgyide any 3rd -s inflections (0%).
" These figures are probably a more accurate indication
of the learners' knowledge of the '3rd person singular because

they represent a greater variety of'c0ntext§ for its use.

. The accuracy order for 3rd -s on the picture card game seems$

to represent accuracy only for the verb 'have'.

Even though thére weré similari;ies in the changes
which occufred'within.groups 6ver time, there were consi-
derable differences beéween groups at the same time. It
éeems that the instructional sequence affected sqﬁe groups
more than others. For example, the high exposure group uséd
the -ing less aEcurately than fhe low ana medium exposure
students on both administrations. A pqssible exp%anation
for their %%nsistently lower'accuracy and fregquency rates
on the -ing could be that they represent those learners who
come into contact with a brgaéer range of verpal construc-
tions in the informal setting.\ Exposure to different forms
being used contrastively in a wide range of communicative
contexts may enable these learners to test out a greater
number of hypotheses about the functions of forms and the

s

limitations of their use. 1In addition, this rich l{nguistic
inpgt is more likely to provide them withrgreater'0pportuni-
ties fof acquisition to take place than the classroonm.

The low exposure students however, do not benefit from

»

4 S
these communicative 1angqu§ opportunities because their

N S
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contact with English in the informal sétting is very rare.
‘ ]
The fact that they used the -ing most accurately on the

first administration might have indicated that they had

acquired the -ing before the other two groups. However,

their poor performance on this form on the second adminis-
tration demonstrates that this is clearlf not the case.

An exam&nation of the learners' classroom materials has
1shown.that as the -ing dropped out & the éxplicit
instructional framework, it began to disappear from their
speech, to be replaced by other forms. This\woyld suggest
that the low exposure student;'lgarned the progressive -ing
'by éote. That is, they were éble to pfqduce the -ifig in
its correct form, but had no idea of its.functiﬁﬁ since. it
was the only form they knew. Becéusg the progressive -ing
was taught in isolation rather than used conérastively with
other forms in the instructional sequeﬁce, these learners
used it everywheré (both‘ésrrectiy and incor%ectly) haéing

no other form available for comparative and contrastive use.

As soon as another form was introduced and practised exten- °

sively in class, the -ing became less accurate and frequent

.

in their 'speech.’ '
Although the medium expoéure students a}se used the

-ing less accurately and frequentiy than the LEG on the

o 0w N

first administration, they did not decrease as much on the

—-ing relative to the other exposhré groups on the second’
administration. Furthermore, they"were found to be most .

‘

accurate on several of the structures on the second adminis-

J

-
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tration. They were also using forms which were not being
used by the LEG on the first administration {(e.g. 3rad
person singular).

' . .

Results from the language aptitude and grammaticality
judgement tests indicate that the medium exposure students
tend to be more successful in their bilitf to analyze and
discover underlying systems of rulégfin language than thé
other learners. They are also more able to make discrete
point fudgements of grammatical cérrectness. Their'ability
to understand language as an abstract system of logically
rule governed principles may permit these students to
benefit more from formal instruction than the high and low
exposure groups. Furthermore, because they do wgll in the
fprmal setting, they ma§‘be more highly motivated to seek
out Qpportunities to use English in the infbrmal setting,
thereby creating meaningful contexts to ma;imally uti1i27
what they hgve,learne§ through explitit formal instructtdn

in more communicative ways. ’ o

Lo
'

fhe accuracy and frequency results would imply that
leérners whose’ pr1nc;pal exposure to Engllsh is through
classroom instruction are learning what is taught but
unless they have the opportun1t§‘to compare and contrast
llngulstlc forms in use in meaningful cthtexts in more
informal settings, they have no idea. of their functions.
They uée'tﬁe same form iﬁdiscriminately, that is, in’

contexts which are both appropriate and inappropriate for

its use. Their speech becomes dominated by tMe particular

<

[
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discrete item that is being taught at the time, to be

v

replaced by the next disgrete item which becomes-the focus

[

of explicit instructién in their classroom materials.

This 'overteaching' of a particular discrete form in

_classroom instruction also influences the speech of

‘learners with greater access to contrastive use of linguis-

Vi \

tic formg in ‘informal commugfcative settings. It is clear

however, that learners with greatei informal contact know
more forms and are therefore equipped with more information

about the functions of different forms, enabling them to

test out the ways in which they ‘can be used in the language

system. . :

Fluency Measures |

In the :gsglts'frcm the fluency measures, the greatest
differences were found between the two extreme grbups (HEG
and LEG), but the high and meaiumvexposure students were

found to be similar to each other. The fact that the low

éxposure studenté did considerably worse on the fluency
measures could be a result of their limited contact with
the tapgéi‘lanéuage in situations where communicative
\activities are required. What is perplexing however, is
that the medium‘exposgre stuaents 40 not aébear to be much
differenttfrom, and in some cases are better than, t
highlexposuré students. Even though they have less contact
with the taréet-language in the informal setting than the

high exposure students, they prove to be almost identical

« . . -
o
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on mbst of the fluency measures for both adm%nistrations
of the picture card°§ame. & 4

A partial eiplanatioﬁﬁfé?\%his may be that the medium
-eXposure students ar; able to benefit more from formal ’
instruction by1utiiizing the classroom lnput to its maximum °
advantage. For the high exposure students however, 0p§ortu—
n*tiesotb hear and speak English in sitd%tions that are
” '%eal' which pertéiﬁ to their own personal livex and

intérests are greater and are providing these learners with §§

s

a riéh linguistic env}fonment for  successful acqu;sition
to take place. Since the instructional methodology dées

not encourage language acti#ities wﬁich enable students to s
use English.?h communicative and mganingful ways,}the high
exposure students may be terribly frustrated and bored,
thus resisting %ormal instruction. ~Their resulté on the
grammaticality judgement éhé’fﬁnguage aptd tude tests
suggest that these high exposure students may not bé . .
particulariy good classr-oom learners”bﬁt their opportuhigies

to ﬁsé English outside the &lassroom fMake ﬁﬁéﬁ very good |
acquirers; ' ‘ | ’ .

| The medium exposure'students hoyever, seem'to*be béth
lééining and acéuiring. That is, because éhey arYe success-

ful langﬁage learners, they may be more highly motivated to

seek out opportunities to use English in more communicative

¢ /
ways ‘thereby creating. more contexts £ acquisition to take /
’ ' ’ .
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Even. though the low exposure students made greaﬁ'

improvements on most® of the fluency measures on the sécond
administration, they,remained E%Bsiderably behind the other
two‘groups.

If we recall the results of some of the fluency mea-
sures (See Table-3), we see that the medium and high
exposure groups used a éreater numbér of words and complete
sentences in their picture descriptions than the low
exposure‘§£udents on both administrations. Because the
higg and medium exposure students come into contact with

°

English in more communicative situations, it is not entirely

_unexpected that they should have greater vocabularies and

be able to communiéate information in a more coherent and
syntaé&ically orgaﬂlzed manner. Unlike the low exposure
students,‘}héy §ré ablé to’make theméelveé understeood by
using more than just one or two isolated items. N
There wereléreat increa;es for boﬁh verb typesfand
tokens on the second administratﬁon for the low exposure
students. Because thgy were'using little more than con-

crete\nouhs to describe the pictures on the first admin-

istration, the number of verbs was/very low. By the

«

. second administration howevek » they were using more complete

sentences in their descriptions as. well as more verbs. The

increase in verb types could be attributed to gormal ins=-
. ’ . . .

truction which had introduced the students to a greater

number of both verb types 'and inflectiona; forms by the ¢

4
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second administration. The high exposure students used a
comparable nu;ber of verb types and,rokens(on both
administrations, bct the medium exposure students had

’ learned more by the second administration and therefore
increased on this @easure.' It appears that the high
exposure students knew a sufficieht number of verbs to

i .
effectively describe the pictures on thelfirst administration

>

because of their access to a large number of dlfferent :

G

~

verb types in the informal environment. The LEG however,
did not know many the first time around'but_learned more
in‘éhe interim. T

Q.As reported in Chepter III, it was drscovereq fha¢ the.
low exposure students required a creat deal of assistence‘
/in the form of prompting from the intérviewer in order to

. describe the pictures. The high ekposure students required

the least interviewer ihtervention and the medium exposure

students required some but not as much és the LEG. | -
It is not surprising‘that the high exposure students

were.able to communicate their descriptions without too

much help from the interviewer when we conSLder that thelr

opportunltles to communlcate with’ other speakers of .English
&

are far greater than those of the MEG andeEG, In the

’

f . sclagsroom, students seldom have the need to transmit 'real’

= °

informaticn. What usuelly happens in this setting is that
a questlon isasked of a student whlch normally requlres "
o one word or sentence response, a response %hlch is known in-

advance by the teacher. If the reply is correct, the

to “ ' rd
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teacher moves on to the next student. If the reply is
incorrect, the student is usual}y corrected by the teachgr
or anothery student is asked to reply to the same question
and so dn.a Students are not éiven the opportunity to say
‘fore than % few words and when phey'do have occasion to
speak,’they ard almost always prompted by some form of a
Euestjon by the teacher. The high exposure students,
because of their contact with théasecond language outside °
the formal classroom do not opefétg solely on the./question/
fesponse formula as if is not normally thé patterg that
communicative activities take. This is not to ggest that
the low and medium exposure stgdents are.not'aware of tﬁis,
but rathef,;tﬁat thy are simpf§ not given,the‘opportunity
to speak English in units larger than sentencé length in
the classroom setting, so their responses bééome isolated
phrases rather than communicative !chunks' of natural
‘language use.

) -

Because there were so few lapses irfto French. by all

.

groups and the differences between groups was slight, no

[

conclusions can be drawn with respect to this measure. It
is interesting to note, however,'that there seemed to bé .
aftendenc§ for the medium and high"éxpésure students to use
the strategies of partial incorporations of French into
English mor% than the low exposuré groﬁg. N
One‘possiblelexplanation for this could be;that.the

medium and high exposure students had greater confidence

.in their ability to adapt French to .English.” Recognizing

- . .
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that English and French share a number of cognates (e.g.
table, accident), these students were more will%ng to
'take a chance' and use French items without the slightest
hesitatioﬁ‘in their speech, éssuming that tbey wére
probably simi}qr to English in both .sound and ﬁéaning.
‘Another explanation could .be that the students either

. o )
assumed their interlocutor would know what the partial

|
incorporation of thqir first language meant, or that it
Qas*not absolutely essential for the interlocutor to
understané every single word in,order”fof her, to grasp.
the communicative value of the information they were/
trying to convey. ’ ‘

With respgct,to tﬁé number of pauses, the low ex-~
ﬁosure students were more likely to come to a éomplete/stop‘
at various points in their speéch'than the medium ?nd high
exppsure students. These lengthy pauses:in the iearﬁers' |
gﬁeech seem to be directly relatéd to the number of inter-
viewer ini£iaped utterances because it'was at this point

that the interviewer felt it necessary to intervene in

order to get more information from the é‘udent.

"Again it seems that those students with informal
contact with English were more able to carry a conversation
without stopﬁlng in mid- stream‘than ahose with less informal
exposure.. They have had more practree at conVer51ng-w1th

speakers of the target language and know that being able to

make\themselVes understood is of primary importaqce. They




' ’
favorable effect on the overall fluency of these francophone

y . 66

will try almost anything to transmit information to'their
interlocutor even if it means using a few words from their

1

fi;st language. The strictly formal learners however, still
relied on their interlocutor, as they do their teacher, to
intervene after their one word or sentence response.

Lengthy periods of silence are not too f}equent in the

-

classroom because the teacher tends to move quiékly from
one studentvresponsé to another. When the low exposure
studénts were placed i the communicative context of the
picture tard game,‘they.diséovered that their one word/.
one sentence replies werd not enough. The'interviewer was
left waiting for more informatiOn about the picture in
order to 'play the game' and was forced tb bgéék these
awkward pauses Sy asking questions to keep the learner

- -

J
talking. The learners with informal contact however,

" seemed more able at keeping the channels of communication

T Q - '
open. They continued describing the pictures in any way

Y

they\cbuld'and were confident about their ability to

communicate enough information in English for the %nter—

viewer to guess Which picture was being described.
In general, the results of these fluency measures

indicate that'oppog;gnities to use English in communicative '

contexts outside the classroom have a very positive and

j & ‘
learners. Access to BEnglish in more ’'natural' and realistic

lingqistic contexts permits these learhers to develop more

Y
-
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confidence in using their second language, as well as the

fluency required for successful communication to take place. a

o -
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2 CHAPTER V

- SUMMARY AND CbNCLUSIONS

This research was designed to examine the ways in which
!

linguistic wvariation in the English language development of

a group ‘of francophone adolescent learners!could be attri-
buted to informal contact with the target language ocutside
the ESL classroom setting. Thére were two hypotheses: (1)

that learners with greater informal contact with English

would reflect developmental patterns which were different

" from those of learners whose exposure to the second language

-

was restricted tb thé formal gléssroom setting; and, (2)
tha£ learnefs with greater informal exposure to English
wéuld show different levels of oral fluency than those'witﬁ
3&ss informallcdntédt.with the second language of"

N

Data were obtained from two administrations of an oral
communication game in which students were able to transmit
information. Although the primary source of data was the

communica%}on game, other data were obtained from léa;ners'

performance on“grammatic lity judgement and language aptitudé
vy | \

tests. Data from the communication game were analyzed in
two ways. . First, the measurement of accuracy and frequency

of -s and —iné inflections was undertaken. Accuracy was

determined by measuring the;percentage of obligatory contexts

in which the‘éppropriate inflgcﬁion was correctly supplied.

>

Fréquency was determined by\cémputing the percentaée of .the,

»
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total number of verbs produced .with an -ing or -s inflection

or:no inflection at all.. The secondianalysis involved a qi@ﬁ
measurement of the overall fluency of learners' language
‘ using 7 differen£ fluency.measufes. '
'Results on the accuracy measures yielded morpheme orders ’
, which were not consistent with tho;e found in previous mor-
pheme acquisition étudies. A possible explanation for this
lies in the sequence of'preséntation and practice of diffefentq
verb forms in £he classroom instruction these learners recei-
ved. That is, all g@oups of learners were found to use par-
ticular forms more accurately and freduenti& when they had
been. the focu; of expiicit classroom instruction for- some
’ tiﬁe, but used them less accurately!{and frequently ﬁﬁén théy .
had either not been introduced, or‘recently practiséd‘in
their ESL classes. Altho&gh there were s%miiarities in the B /é\
overall accuracy orders and frequency patterns for the three
g?oups on bth administrations, there wvere differepées in the'
relétivé‘accqracy and ffequency of particﬁlér forms acro;s
groups,‘indicqting,ﬁhat‘;he three éxposure groups were not

]

() all affected by the 1nstfﬁctional éequencé-to the same
extent. That is, learners with the least informal contact

were affected most by the cIassrpom instruction, whereas

learners with greater info?mal contact were less affected !

by the formal instruction. Thus, the first hypothesis was

'

. confirmed. ‘ )

*m;/‘(f“‘
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It appears that learners whose contac€ with the second

language is solely in the formal classroom setting are not

'prOVided with enough contrastive use of language to deter-

mine the functions of different linguistic forms. Therefore,
a high accurécy rate on a particular inflection;l form is
not a reflection of learners' knowledge of the language, but
ratHer, of what they have received in the input. 'Acqui-
sitidn' is taking place, 5ut because theé instructional input
classroom learners receive is so resfficted, focussing on
discrete point presentation of isolated items, learners are ’
not qplé to test H&potaeses-about the competing forms in the
language system. However, learners-gith gfeater informal
contact, are exposed to a 'much broader ¥ange gf lingui;tic
forms used contrastively in meaningful contexts. This rich
linguistic inéut provﬁdes these learners’with greater
opportunities for 'acquisitioﬁ' to take place and moxe
inf;rmation about the lénguage system to discover the
various functions of these forms and the limitations of their :
use. They are therefore,éble to use a greater variety of 0
infléctions, including some wﬁich had not yet been formallg;Q) . \i
‘ A f

introduced in their ESL instruction. .

The second hypothesis was also confirmed.’ Learners

wi;h greater access to communicative and realistic-use of

English in ihfg;mél contexts were more fluent than those

y

whosé contact digh English was restricted almost entirely -

to the classroom setting. However, it is important to

recognize that. informal exposure can not be considered as

o
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the only determining vapiable. The medium exposure students
had less contact with English in the informal setting yet
their results on mest of the fluency measures-were identical

N

to those of the high exposure students. As reported in

R ! !
Chapter IV, the tendency for the medium exposure students to

benefit most from formal instructional input may have had a
direct bearing on their motivation to seek out opportunities

to utilize their linguistic knowledge in communicative

language use situations. In this way, they have opportuni-

ties to benefit from both ‘'acquisition" and {learning'.
/

The learners with greater informal exposure (HEG), however,
do not seem to be benefitting as much from 'learning'

3
opportunities. Because these learners are more fluent than

accurate, constant correction of their grammatical forms
. , o R

-

in the classrgomlsetting may result in a resistance to
LY

‘formal instruction. On the other hand, because of their
opportunities to speak English with parents or friends in
active and meaninéful ways outside the classroom, these
high exposure learnérs are able to benefit from 'acquisitibn'.
For the low exposure students, the instructional input does
pot provide sufficient opporéugities for communicétive use
of l;nguage. Therefore, they are not as fluent as the other .
‘g;oups with more informal contact. R

' The reéults of this studf are suggestive but‘not

(I o
conclusive. Certain trends have been observed in the second

71

5

LY

lénguage development of these francophone learners which v

suggest that even limited contact with the target.ianguage

)
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outside the classfoom has a favorable effect on the
de&eloping language of learners whose principal exposure

to English is in the classroom ;etting. It seems reasonable
te conclude that providing more opportunities fory contras-

tive use of l¥nguistic forms embedded in meaningful coatexts

of language use would lead to a greater understanding of the

72

funcgﬁons of linguistic forms and the ways in which they can

be put to communicative use.: A continuation of this research

"with larger groups of learners at different age levels is

al ’
required to extend the findings of the present study.

s s
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Questionnaire 1

Weighting
.o i Scheme:
Questionnadire Items Responses © Points
1. Quelle langue parlesltu Anglais 2
d'habitude avec ta mére? Frangais -
a
2. Quey‘g est la langue Anglai§ 1
maternelle de ta mere’ Frangais oot -
3. Quelle langue pa;les-tu ) -
d'habitude avec: Angla1§ 2
ton pére? - ' Frangais | -
4. Quelle est la langue . Aﬁglais ) ’ 1
maternelle de ton pére? Frangais -
<! . ' ' ' - ’ !
5. Quelle langue parles—tu Anglais . 2 i’
d'habitude avec'tes Frangais -
fréres et soeurs? .
6. As-tu dé&j "étpdié dans Oui 2 '
une &cole anglaise? Non -
7. Est-ce qu'il y“a .
quelqu'un avec qui tu Non: . . -
parles anglais parce gue Oui, une personne 1
cette personne ne parle Oui, plusieurs
pas franqals7 ‘) personnes 1 -
8. Est—ce que tu aimes "f

regarder la télévision
anglai 5i oui,
quelles sont tes
&missions préférées?

t

\s

Oui, 3 &missions
nommées

-Total 12 |

T s o sl
“
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»

) -

//’“g : Questionnaire 2
- ' a I3 0
. Weighting
v Scheme:
Questionnaire Items Responses Points
. < | N 7
l. Avez-vous &tudié l'anglais
comme langue seconde autre Oui ol
part, par example dans :
une &cole de langles ou Non -
‘ .dans un camp d'été&?: ‘ ‘
T
-2. Avez-vous des parents OUl, (pére;
s+ AVvec gqui vous parlez . mére, soeurs, 2
souvent l'anglais? ‘ fréres) .
| ! ' Oui, (tantes,
; oncles, cousins) 1
. 4 4 . NOn - lﬁj
3. Avez-vous des amis avec Oui, (une ou 2 ’
) qui vous parlez anglais PlUSiQ’;Zﬁ
exclusivement ou la plu- ‘ \
part du temps? Si oui, Non - -
avec combien de personnes?
' 4. Est-ce que vous regardez
e lg té}évisiog anglaisg? ¢ Oui, 3 émissions 1
. Si oui, gomblen de fois nommées
‘par semaine? et quelles Non . - |
émissions? - e . . |
’ B
. 5. Dans les 6 derniers mois, )
- avez-vous vu dés films R . l‘
-en anglais au cinéma? Si, Oui, un film ‘
oui, pouvez-vous les -
s . ] , =
nommer ? ) ’ Non
'6. Pour quelles raisons - 5 - ) .
. étes-vous motivé o : 1 .
", -d'apprendre l'anglais?’ . .
i TT————

Total 8.
I‘.

'

For this question, a point was given to a‘respbnse‘whi h
(-~ Aindicated-a desire to learn English for communication
‘purposes,’ that is, to talk to English speaking friends,
" relatives, .etc. Otherwise, this questlon was used t0 mea

language expectation and attitude.
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’ ) Sentence Correction Task
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This task- was devised by P.M. Liqhtbown, 'N. Spada &
R. Wallace. S e . -
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CLASSE

CONCORDIA UNIVERSITY

y

PHRASES CORRECTES AND PHRASES INCORRECTES

0
+ 3

.Parmi les phrasestuiQantes il y en a qui sont compl&tement
correctes et d'autres qui contiennent une faute. Lisez chaque
phrase trés attentivefment et suivez les directives ci-dessous.

¢ N <
k. Si la phrase est correcte, écrivez un C sur la ligne

a coté de 1la phrase.
Exemple:

Lucy is a happy giri. C

2. §'il y a un mot qui n'est pas correct dans la phrase
-encerclez le mot et écrivez le mot correct sur la

. . ligne. - _ . o

2

Exemple: -
. : The boysc:)pl§ying ball. '~ are ﬂ

3. s§'il mahque quelque chose dans la phrase, mettez un

petit cercle & la place ob il faut ajouter quelque

chose et écrivez le mot ou la lettre qui manque sur

la ligneé. o ' ) | :
Exemple: .
He is plaxgwith the cat.’ ing

4. 6@ 11 Y a un mot ou une lettre en trop, encerclez’le mot,

ou la lettre.et écrlvez un X sur' la ligne.

v s

Exemple: . : . *
The boy is holdlng some red@ books. X
' s, ﬁ.B. Si la phrasge doit etre corrigée elle ne- contlent pas plus
g 4
‘ d'une seule faute. o : e,
\’.)' . ’ ‘! .

~ ’ . - T pe— - - )
o — o . I—4----.-n---Il--F-q--I-l 4
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10.

>

ll.

12,
' 13'
ll4.

15.

le6.

19,
18..

19.

© 20.

o . ‘ e

° N

: The cat's‘fooh is on the floOr....veve.. cerenes hesnsess (1)

The student are in the clagsroom..:.....: ..... R cel (2)
Bill§ has eleven years old)todéy...................?..: (3)
She‘eats two orange for 1UNRCH....veeseonreceeccoasnasses (4)
He drinkingpsome watgr......;................:.:....... (5)

The flower are very PLEELY e v avetosnsoannnannnannsaes (6)

Two students are sick today.....ieeeecanencnaananns cee. A7)

84
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She teach Eﬁglish on Tuesaay morniné..;.....;.......... (8)
There some milk in the bottle.. ..... ....:..«. ........ .9
She always walks to schooll..............{..,..,..,....q(10)
Susan come from Erance......:..:...........;;.......Q.. (11)
He ﬁant a glass of ﬁiik:...............,.........}....u (12) -

Tom's -house is near Ehe'park.........,.:.h,...L........ (13)

e —— ettt

Kate.going to the park......oieienieenineenn.. ceseeees (14) "

The twins have 4 years old..... Cebesese ceseanae teererann .(15)
The teacher book is on her deSRai.iveqnieecscssvivasees (16)
&t a difficult exercise to do.&,........g....3..ti..... (17)
He's ten years old;.;.....;......;.....:............... (18)

There a book on thé.deskL...............,.......z...... (19)

Dick coat is on the chair.»........;;........Il........ (20)
N an

.
) " -
i . : .
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21.
22.
23,
24,
25.
26.
.27,
‘28.
29.

30.

31.

‘32,
33.

34.

35.

36.
37.
38.
" 39.
.. 40.

It cold in the winter ..........

(
B
]

The teacher.usually tells us a StOrY .e.eececocecacnans
There are two box on the table ...iiiiereacieesnnns eese
The cat's running from the dog .................... cee
. o o

The new car very big ..... Ctesseecnaenartoenn el
He's wants a new bicycle ......cevivvenrnens Geeseanns

He usually make mistakes in his homework ..............

She watch TV afﬂé% school

The class is going to the ngieﬁ »

. . |
John going to the party ........;J...........

Pat eyes are brown .......

The teacher's usuaily late fo£ class .... .

It often rain in Vancouver ...-.ce.oeoeeo.. G ecereeveanee
, \ ’

There's is a box on the table

Margaret standing beside £he CAL v evrereveorocenanansss

My mother has fqrty~yéars old ..

They have two friends in TOrONtO «...eevese... -

He like foétball

s 6o a8 000 0 LR R N ) L)

v

“{30)

?

(31)

(32)

(33)

(34)

(35)

(36)

(37)

(38)

He gbing to school early today .........................(39)

.0...0.....‘....!'...‘.ll.

That s is the new boy cess e

(40)
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v Groupe:
. ) . Date de naissance
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EXAMEN D'APTITUDE AUX LANGUES

<

*  Peter S, Green .
. T Univers&ky‘df'York
‘Language Teaching Centre

P o

André éyr .

Traduction frangaise:
: Bruce Barkman
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v ‘ ’
hal
e - P
une fille . |en fiicka;, ;iois filles tre.flickor
X . X :
f\\\ un cr§§on en pegnal « trois crayons' ‘gre pendor
' un tableau ' {en tayla trg;é tableaux u tre tavlor
1. une lampe‘ enﬂlaﬁpa 'troi;»%ampés , ’
: [ o "
. ’ ! . - » \ .
" un chien en hund _troishipiens . tre hundar
) une chausset¥e‘en sock troisgehauséetées. tre sockﬁr
' \‘gne cuilldre [en sked- trois cuilléres,'; tre skedar
2. . un pou&eag\ ‘len kniv é;ois couteaux . |
. 4 y ' I .
| -
! . : - N - ; ~
g une maison ett ‘hus ' ‘ trois maisons - tre hus -
K | une jambe Jett bgﬁ \ txois jambéi trgxbgn>?\\‘§\
. un'yg?ge s ‘éttﬂé;;s : T§}roi§'vqrres' o trsEQlas‘n '
3. |- une gaplé ' | .tro;s,tables" R i

3

<~

Beaucoup de noms frangais forment leur pluriel en ajoutant

un "s", par exemple: un livre, des livres. ;l Yy a cependant

chevaux;

s

1

un oeil,

des yeux.

!

©

de nombreuses exceptions 3 cette régle, comme: .un cheval, des

,

v

-

En suédois, il y a dé nombreusds manidres de former le pluriel

des noms. Certaines de ces manilres sont. indiguées plus bas.
“w

-

Lisez les tables suivantes attentivement et essayez de trouver

LA

les mots manquants’® dans les espace;'indiqués par:les fléches.

ett bord

\

r

L M

©

’

p O

K dig
8

!

& s

.*""" Nombre dq points __°
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\\1 - . A . . .- R s
\ : N
\ [
. L4 »
\ - o
: .
\ . *
\ A .
¢ A ] i 6 L\
une abeille | ett bj 'troi% abeilles tre bin \
v un roseau ett ro trqis\§63¢aux tre ron
- . T o~ L
une jument ett sto trois.juments * tre ston
- N {
4. | une mite ett fly 4 trois mites
) [ N
L - =« . ’ T - /”
, . ‘
. B
' 4 ,
X ‘ . / = . B 'd . ‘e
Sv— une voiture en bil . trois voitures -
6. un nid ett bo - 4 trois nids ‘ . ) ¢ :
7. “ une lettre ett brev trois lettres ‘ ‘
8. un bas " 1” en strumpa trois bas - *
S —
o . N

- L'article d&fini n'est pas un mot en suédois, mais plutdt une

+

terminaison qui s'ajoute au nom. Lisez les exem les. donnés dans
q ] L ,
, | :

les tables suivantes et essayez de trouver les mots manquants dans

\ les espaces indiqués par’des fléchesf . ' b
. . i | Y
un livre en bok le livre boken .
une qh;ise ' _en stoi L la ?yaise ' stolen “
| une cuilldre | en sked la bﬁillére " skeden
V9. an chat “®n katt . .| le chat .. \u ‘

: o ~ i - \
‘ / ’ ” - )
B " Nombre de points
. .

~ R . Q:
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“1o0.

.11,

T2.

" 13,
14.
15.

16.

. le crayon

un crayon en penna pennan
une lampe en lampa la lampe lampan
un tableau en tavla le tableau tavlan
une fille en flicka la fille
;i‘b‘
ya
un pont en bro le pont bron |
un nuage en sky le nuage skyn
une chaussure | en sko les chaussures skon
un village’ en by le village
[y \' " , é
une jambe ett ben la’ jambe’ henet
un verre . ett glas le verre glaset “
une lettre ett brev la lettre brevet
une maison ett hus la maiscn .
une main en hand la main
une vache en ko ' la vache
A
un ruban ett band lé ruban
un_bas en Struﬁpa le bas

-

* Nombre de points

’
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17.

18.

19.

20'

P

-

essayez de trouver les mots manquants.

La terminaison indiquant l'article d&fini (le; la,

différente quand le nom est pluriel. Regardez les

»

~

lgsi est

exemples et

.une fille

s 1

filles '

.

\

en flicka les flickorna

une lampe en lampa les lampes lamporna

un tableau en tavla les tableaux tavlorna

un crayon en penna les crayons

un' chien en hund les chiens hundarna’

une chausette | en sock les chaussettes sockarna

]
une cuillére en sked les cuilléres skedarna
un couteau en kniv les couteau% .
0 i . .

une table- ett bord les tables borden

une jambe © | ett ben les jambes benen
e ]

une maison ett ‘hus les maisons husen

un verre ett glas - les verres ‘

une abeille _ett bi -, les abeilles bina

une mite ett fly les mites flynd

\ ’ :
un roseau ett ro les Yoseaux ranq
une jument ett -sto les juments

Nombre de pdints

*




25,

26.

- 27.

un nid

-

A
un bas

ung voiture

‘une lettre

ett bo

en strumpa

\
en bil
ett brev

les nids
les bas
les voitures

les lettres

<

En frangais, nous disons "je m'asseois", "elle . s'assoit" et

"ils s'assoient”.

N

de trouver les mots manquants.

Regardez les exemples en.su&dois et essayez

-

jag sitter

je m'asseois je joue jag leker
elle s'assoit | hon sitter elle joue hon leker~
ils s”asgoiené de sitter ils jouent '
je parle jag talar je dessine jag' ritar
elle parle hon talar" elle dessine hon ritar
Pl Nt
ils parlent de talar ils dessinent
Je suis jag ar je demeure jaé bor
elle est thon &r elle.démeure hon bor

+ . i : . )
ils sont de ar ils demeurent

4

- "Nombre de points
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)

T 28, j'écris jag skriver | ils &crivent -
29. ‘elle lave hon diskar je lave
S : o
30. " ils voient de ser elle voit
31, | yrai jag har ‘elle a ‘
j'écris jag skriver . <i « ;
elle lave hon diskar N, q é
ils jouent de leke;x\“ . PN |
. - ¥
32. je m'asseois . %
. 1
? ' ‘ |

Vous avez maintenant &tudié de nombreux noms et verbes suédois et

.
vous pouvez essayer de}formér des phrases.. Au besoin, consultez

les tables afin de trouver les mots dont vous avez besoin.

Les deux premi&res phrases sont données comme modéle. .

: : o
Hon bor i London. . /

3
Elle demeur;\? Lon?rés.

£

. ) : ;/éﬂﬁ;ombre de points ___




33'

34.

35,

'36.

37.

Flickan ritar med en penna.

s 4 7
]

“

La fille dessine avec un crayon.

N

‘;utteﬁ leker med en sko.

" ;

Flickorna bor i byn. l ' .

Stolarna ar i huset.

Jag diskar glasen.

~

2

Bordet har tre ben.

Nombre de points




e

38.

4‘ll

!
+
Il
1

'lLa fille est dans la maison.

{
ny

"Ils ont trois voitures.

i

L4

’

Ils voient une vache.

T

Je joue avec les chiens. -

v

vy
'l
\‘1
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