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ABSTRACT

This study is an investigation of the acquisition

of some aspects of English by Nigerian learners and the three

linguistic structures investigated are i) Tense and Aspect

ii) Modal verbs, iii) Article system. This study set out

with the following aims:

1. to find out whether our learners acquire the aspects

of English in a random or systematic way

2. to study the developmental sequences involved in the

acquisition of specified English language structures

3. to determine the relationship between the acquisition

of features from the three structural areas

4. to examine whether learners with different native

language background show a similar pattern in their

acquisition of the structures

The study was a cross-sectional one and was based

on 160 subjects with 40 taken from four different Time

levels at one year intervals and at each Time level the

learners were drawn equally from two native language

backgrounds. Our data were collected by the use of two

discourse-completion multiple choice tasks and a modified

cloze task.

The analysis of our data revealed the variability

of learners performance according to Time and Task. We

are able to use devices like implicational scales to capture

the developmental stages learners go through in their

acquisition of the three structural areas and we are also

able to formulate variable rules to capture the
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systematicity underlying our learners variable performance.

We also found that the syntactic category of the features

affects the learners acquisition process because we found

close relationship between the acquisition of the NP

related structures on one hand the the VP related structures

on the other.

From our findings we saw that Time was the crucial

factor for development while age and sex were irrelevant.

We also found that the interlanguage continuua observed

was similar for learners irrespective of their mother tongue

which is an indication that the learners acquisition of

these structural areas are largely recreational. We are

also able to confirm the concept of the interlanguage

continuum as a developmental continuum and the pattern of

development is one of increasing complexification of the

learners language system over time. We end the study with

what we consider to be the implications of our findings to

language teaching given the social background of this

study.

Declaration:

I declare that this Thesis has been written
and composed solely by myself.

B.O. Okanlawon

April 1984.
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CHAPTER ONE

INTRODUCTION

1.0 Focus of the Chapter

The purpose of this chapter is to present the

social background of our study, to examine the language

situation in Nigeria with special reference to the

English language and its role in the country's educational

system. We also present here in broad terms the aims of

the study, our basic assumptions and the overall structure

of the thesis.

1.1 Language Situation in Nigeria

The Federal Republic of Nigeria as a political

entity is a result of the amalgamation of many different

ethnic groups with different political organisations by

the British colonial power in 1914. The country at present

has an estimated population of 80 million and the language

situation of Nigeria is perhaps the most linguistically

diverse in Africa with as many as four hundred different

languages. Hausa, Igbo and Yoruba are the three major

languages and together with English are the official

languages of the country.

In a highly multilingual setting like Nigeria,

English is a very important language. Although fewer

people speak English than any of the three indigenous

major languages yet it is a language with tremendous

importance because not very many people speak more than

one Nigerian language and so English is usually the
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medium of communication between Nigerians with different

linguistic backgrounds. Bamgbose commenting on English

in Nigeria says that:

"of all the heritage left behind in Nigeria
by the British at the end of the colonial
administration, probably none is more
important than the English language. This
is now the language of government, business
and commerce, education, the mass media,
literature and much internal as well as

external communication."

(1971:35)

Despite the increasing cultivation of the indigenous

languages for nationalistic reasons it is clear for

obvious political reasons that English will maintain

its position for a very long time to come. The

position of English in Nigeria can be described as

fitting in with what Fishman (1972:204) describes as

'Type C' decisions, typical in a multilingual country

where:

"In order to avoid giving any party an
advantage - and in order to avoid constant
rivalry for greater national prominence
among the various contenders - a foreign
language of Wider Communication is
frequently selected de jure or utilized
de facto as (co-)official or as working
(W) at the national level..."

English, however, is not just important for the nation,

it is also important for the individual as well because

it is the language which more than any other offers

social, economic and political advancement. The

individual without English knows that his economic and

social opportunities will be reduced, hence the need and

the desire to learn this language. Because of the

varying needs of English, different uses and coupled
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with many different mother tongues it is not surprising

that there are very many varieties of English in Nigeria

"ranging from something very near standard English to

the patois of the market place." (Grieve, 1964). The

vast majority of English learners, however, do so through

the formal education system where standard English is set

as the model. Any attempt to study English language

learning and teaching in Nigeria must of necessity

concentrate on children within formal education and it is

with this in mind that this study sets out to investigate

the acquisition of the linguistic structures under

investigation by Nigerian school children.

1.2 Role of English in the educational system

English is by far more important in the area of

formal education than anywhere else because all other

activities, for example, administration, commerce,

judiciary proceedings are to a large extent carried out in

indigenous languages especially at the local level. In

almost all cases, however, the language of instruction

after the first two or three years of primary school

education is English. The language of instruction in

secondary and post secondary institutions is English

although more pupils now also study the local languages, than

at any time before. English is therefore very important

in the Nigerian educational system and this is the point

Afolayan (1977:14) makes when he asserts that "the

sociological acceptance of English in Nigerian education

has been nearly complete, more so, probably, than in any

other aspect of the national life... Thus formal education



4.

in Nigeria is taken to be synonymous with a knowledge of

English. Whoever has no access to English has no access

to formal education."

For most Nigerian children contact with English

starts at school and the success or otherwise of English

language teaching and learning therefore depends largely

on the effectiveness of teaching and learning in the

classroom. This is the reality of the situation and one

of the problems of English language teaching in Nigeria is

the apparent desire to draw a distinction between English

as a second language and English as a foreign language

with of course its pedagogical implications. We take

for granted that English is a second language in Nigeria

with the obvious assumption that we expect a great deal

of learning to take place outside the formal educational

system. Grieve (1965:70-71) argues that this distinction

is in a sense misleading and he states that:

" 'English as a second language' is an expression
which relates primarily to the status of
and the uses made of English in the
community at large. The fact that English
has this special status in the community
means that we require the learner to acquire
a higher degree of skill in the language
than is demanded of the learner in a

community in which English is not used in
everyday life; it should not, however, be
allowed to obscure the fact that to the
vast majority of African children entering
school, English - from the learner's point
of view - is a foreign language, and its
teaching should be ordered accordingly."

Despite the fact that the teaching of English goes on in

one form or another throughout the different stages of

education there has been growing concern for some time now

about the falling standard of English of Nigerian school
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children. Sofenwa (1975) commenting on the teaching of

English in Nigeria points out that "the wide disparity

and confusion between the language of the textbook, the

curriculum, the English language class and the Nigerian

society outside the class constitutes considerable

interference with rather than reinforcement of the standard

which the English language teacher expects and the language

examinations demand." In order, however, to have an

insight into English language teaching and learning in

Nigeria it is useful to give a quick review of the use of

English in the different educational stages.

1.2.1 Use of English in the Primary Schools

The vast majority of primary schools in Nigeria

use the local languages for the first two to three years

as the medium of instruction before switching to English.

The assumption is therefore that children from the third

year will not only be learning English as a subject but

also be using it as the medium of instruction in other

subjects. This means that all primary school teachers,

trained or untrained who teach from the third year upwards

are expected to teach English and other subjects in

English when it is evident that very many of these teachers

are not themselves competent users of English. What

happens in reality in the classroom is that the teachers

continue to use the local language to teach (except of

course if a School Inspector or any outside body is around)

and give notes to the children in English. This is not

the kind of situation in which English or the other

subjects can be learnt satisfactorily and so we have many
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primary school leavers who can hardly write correct English

sentences.

There have been attempts to solve the problems of

English teaching in the primary schools. There is in this

connection in some selected primary schools an ongoing

University of Ife project in the use of the mother tongue

(Yoruba) as the medium of instruction for all subjects and

English is taught only as a subject by specially trained

teachers. It is not yet clear what the effect of this

research will be even if found successful because any

changes in the present primary school education policy apart

from the crucial question of resources which will be needed

to produce textbooks in so many different languages and

teacher training facilities in local languages will involve

political decisions which may not be easy to take. Within

the system as it is now there have also been suggestions

that trained teachers should be concentrated in the upper

grades where English can be effectively handled and leaving

untrained teachers in the lower classes so that they do not

have anything to do with the teaching of English or its use

as a medium of instruction. This is of course assuming,

which is not the case,that there are enough trained teachers

to handle all the upper grades in the primary schools. The

present situation of things, however, is that our primary

school leavers level of attainment in English is so low

that they are hardly able to use if for any ordinary purposes.

The only exception from all this however, are the few

'international' primary schools that have English medium,

with many of their pupils having prior exposure to English
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at home, are fee paying and are staffed by well trained

teachers.

1.2.2 Use of English in the Secondary Schools

Successful pupils after six years of primary

education go to secondary schools in most states of the

Federation except in the five states (out of 19) which

have just recently started a policy of automatic secondary

school education for all primary school leavers. In all

the secondary schools in Nigeria right from the first year

to the fifth year English is the medium of instruction for

all subjects. English is also taught as a subject (with

the mass increase in children enrolment and increase in

schools, English teachers are usually not specialized

teachers) for about 5 periods a week. The other subjects,

also taught in English take about 25 to 30 periods. Despite

this extensive exposure to English in the classroom over a

period of five years we know that very many pupils still

leave the secondary school with a low level of English.

This in part is due as contradictory as it sounds to the

fact that English is not just taught as a subject but is

also the medium of instruction. The use of English as

the medium of instruction has as Halliday et al point out

two important consequences:

"in the first place, the sheer quantity of class¬
room experience of English that each pupil receives
is much greater outside the English lesson than
within it .. [and] in the second place, the children
are influenced by class teachers other than those
who specialize in English, so that the ultimate
performance of the pupils in the language relates to
the average standard of English of the teaching staff
as a whole rather than simply to the standard of the
specialized teacher of English."

(1964:253)



8.

It is clear from the above that any attempt to improve the

standard of English in secondary schools must be directed

at not just the specialized teachers of English but all

other teachers. In effect a solution to the problem

will be to ensure that all secondary school teachers can

perform adequately in English themselves. This point is

even more important in the context of our situation where

the reinforcement of English learning in the society at

large is in most cases nil and can even at times be

negative as in cases where the pupils parents or peers

regard the use of English outside the classroom as being

snobbish.

1.3 Aims of the study

The present study is an attempt to examine the

acquisition of some aspects of English by Nigerian learners

namely i) Tense and Aspect, ii) Modal Verbs and iii) the

article system. Because of the social background presented

in the preceding sections we see that the bulk of English

learning in Nigeria takes place in formal situations and

this study is focussed on the learner rather than the

teacher and is therefore an attempt to present a 'learning'

perspective rather than a 'teaching' one (Selinker, 1972).

The general aim of this study is to contribute

to our understanding of second language acquisition. Our

subjects in this study are secondary school children who

have either Igbo or Yoruba (two major Nigerian languages)

as their mother tongue. We shall examine their language

production through our elicitation materials as well as

the learners' errors at different time points. This study
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of learners' errors is important and Corder (1981:1)

puts forward two justifications for this task:

"the pedagogical justification, namely
that a good understanding of the nature
of error is necessary before a systematic
means of eradicating them could be found,
and the theoretical justification, which
claims that a study of learners' errors is
part of the systematic study of the learners'
language which is itself necessary to an
understanding of the process of second
language acquisition."

The aims of our study briefly stated are as

follows:

i) to find out whether our learners' acquire the

aspects of English we are concerned with in a random

or systematic way

ii) to study the developmental sequences involved in

the acquisition of the specified English language

structures

to determine the relationship between the

acquisition of the structural areas under

investigation; whether there is a learning continuum

for the whole learners' interlanguage or parts of it.

to examine whether learners with different mother

tongues show a similar pattern in their acquisition

of the structures.

1.4 Basic assumptions

(i) The concept of interlanguage as suggested by

Selinker (1972) is central to this study. The object of

study of interlanguage is the linguistic system of the

learner's language. Selinker puts the view that the

utterances of a second language learner differs from those

iii)

iv)
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of a native speaker and

"since we can observe that these two
sets of utterances are not identical,
then in the making of constructs relevant
to a theory of second language learning,
one would be completely justified in
hypothesizing perhaps even compelled to
hypothesize, the existence of a separate
linguistic system based on the
observable output which results from a
learner's attempted production of a TL
norm"

(1972:35)

(ii) Another underlying assumption of this

study is that learners at various stages of their second

language development use a system of rules which apart

from errors of performance can be said to be systematic.

(iii) That subjects with the same exposure to

the TL (i.e. Time One, Two etc.) will have a tendency to

make the same kind of errors and also that time (i.e.

amount of exposure to the TL) affects the acquisition of

the structures and so one can expect a movement in the

systematicity and variability of learners' performance

over time which can be taken to reflect a growing

emergence of competence in the target language.

1.5 Rationale for choice of structures investigated

The linguistic structures which we examine in

this study are the learning of the Article system, Tense

and Aspect and the use of modal verbs in English. These

structures were selected because they present considerable

difficulties for Nigerian learners and users of English.

The problem with the articles (a, the or zero)

is that learners have problems in deciding when to use

any of the articles and also the appropriate article to
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use in different contexts, e.g. (a or the; a or zero; or

the or zero) since the use of each of these articles

relates to the primary distinctions of English nouns i.e.

specific vs generic reference; definite vs indefinite

reference; mass vs unit nouns etc. The problem with

tense and aspect is also considerable - it is clear that

learners frequently mix up most of the tenses, confusing

Present and Past tenses, Simple tenses with Progressive

aspect etc. The modal verbs are also a constant source

of problems and this is even more so bearing in mind the

complexity of the English modal verbs.

Our choice in all the above were based on an

examination of free compositions taken from learners in

comparable grades to the learners in our investigation

coupled with the investigator's experience as a second

language learner of English and several years experience

of teaching English at both secondary and post secondary

institutions in Nigeria.

It is hoped that our findings will shed further

light on English language learning in Nigeria in particular

and second language learning in general. By observing

the developmental sequences learners go through in learning

these important English language structures we hope this

study will be useful to English language teaching (ELT)

methodology in terms of teaching materials relating to the

teaching of the structures as well as the presentation of

the English language syllabus - a presentation that will

be more aware of learners' needs and consequently more

effective teaching.
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1.6 Presentation

This thesis consists of seven chapters. In the

first chapter we present the social background of the

study, as well as its aims and assumptions and the rationale

for the choice of structures investigated. In Chapter Two,

we review the key issues relating to language acquisition

especially second language acquisition. We also examine

here theoretical models as well as methodological

techniques that have been employed in previous studies and

the relevance of the issues raised by previous studies to

this study.

In Chapter Three we present linguistic

descriptions of the three features investigated: Tense and

Aspect, Modal Verbs and Article system of English and it

is these descriptions that form the basis of the design

of the elicitation materials used in the study. Chapter

four deals with the materials used to elicit our data,

the administration and results of the pilot test. We also

present here the General Hypotheses of the study which are

based on the aims of the study as well as the design and

administration of the main experiment

In Chapter five we present the results of our

analysis on the three structural areas as well as the

relationship between the acquisition of the three structural

areas and this is done mainly by the examination of group

mean scores, frequency distribution of learners performance,

analysis of learners errors, t-test analysis and Guttman scale

analysis.
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In Chapter six, we interpret and discuss the

results presented in Chapter five and we compare our

findings with those reported in previous studies and

in Chapter seven we draw conclusions based on the

results and its discussion as well as the implications

of the study for language teaching.
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CHAPTER TWO

Review of Literature

2.0 Introductory remarks

All second language acquisition studies and indeed

first language acquisition studies have sought to explain or

at least throw light on the processes involved in language

acquisition and our aim in this chapter is to reviev; the

key issues relating to the nature of second language

acquisition, examine theoretical models that have been used

to account for second language performance as well as a

review of the methodological techniques that have been

employed in previous studies and the relevance of the issues

raised to our study.

2 .1 Contrastive Analysis Hypothesis

One of the earliest models that tried to account

for second language learning is the Contrastive Analysis

Hypothesis (CA). Contrastive linguistics is defined by

Nemser and Slama-Cazacu as:

"the subdiscipline of linguistics concerned
with drawing the implications of structural
similarities and dissimilarities between
languages, with the principal objective of
facilitating the learning of one of these
languages - the 'target language' - by
speakers of the other - the 'base' language."

(1970 : 104)

Although the development of the theoretical basis for

contrastive linguistics occurred during the 1950s we can

identify earlier influences on this development by writers

like C.C. Fries who as early as 1945 put up the view that
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for foreign language teaching "the most effective

materials are those based upon a scientific description of

the language to be learned, carefully compared with a

parallel description of the native language of the learner".

(p.9). It was, however, the works of Weinreich (1953) and

Haugen (1953) that were the most decisive influence on the

formulation of CA. These studies were basically on

bilingualism and the effect of bilingualism on the language

use of bilinguals. Weinreich found a phenomenon which he

called interference which he defined as:

"those instances of deviations from the
norms of either language which occur in
the speech of bilinguais as a result of
their familiarity with more than one
language, i.e. as a result of language
contact."

(1953 : 1)

It is this same kind of phenomenon that Haugen found in his

study of Norwegian communities in North America and which

he described as linguistic borrowing which he says can "be

unambiguously defined as the attempt by a speaker to

reproduce in one language patterns which he has learned in

another." (1953 : 363).

The concept of interference was very important to

early contrastive theorists and this comes out clearly in

Lado's Linguistics Across Cultures which is regarded as the

first detailed description of the contrastive analysis method

and he in fact explicitly states that:

"the plan of the book rests on the assumption
that we can predict and describe the patterns
that will cause difficulty in learning and
those that will not cause difficulty, by
comparing systematically the language and the
culture to be learned with the native language
and culture of the student."

(1957 : vii)
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Interference is regarded as a result of transfer, that is

the learners projection of rules from his mother tongue

to the second language. The relationship between transfer

and interference is emphasized by di Pietro (19,7-1) when he

states that "the process of interpreting the particular

grammar of one language in the terms of another is called

transfer. The mistakes that result from this process are

said to be due to interference." (p.6). The ability of

contrastive analysis to predict interference problems is

then based on the transfer theory and this is clearly seen
\\

in Lado1s remark that individuals tend to transfer the

forms and meanings, and the distribution of forms and

meaning of their native language and culture to the foreign

language and culture - both productively and receptively

when attempting to grasp and understand the language and

the culture as practised by the natives." (1953 : 2).

To the early contrastive theorists a careful

comparison of the mother tongue and the target language was

the answer to the problems of second language learning.

Information gathered from this analysis would then be the

basis for the preparation of teaching materials, planning

of courses and the development of guides for classroom

procedures. The overall impression created then seemed

to be that all second language learning problems were

caused by interference and transfer, and so where the two

languages involved coincide there will be facilitation

in learning (positive transfer) and learning will be

inhibited or distorted where the two languages differ

(negative transfer).
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2.1.1 Structuralist-Behaviourist influence on CA

In order to understand CA it is important to

consider the structuralist-behaviourist climate in which

the hypothesis developed. CA developed within the

structuralist tradition and Bloomfield's original

development of structuralist analysis reflected a

behaviourist theory of language acguisition. Structural

linguistics had an abstract view of language; that language

is composed of discrete structural levels which can be

neatly separated for analysis and the concern of the

structuralist was the systematic analysis of these

structures. Early CA reflected this view of language and

the belief of CA theorists was that it would be possible

using the structural framework to carry out a system by

system comparison of the two languages (the mother tongue

and the target language) which would reveal the problems

that learners are likely to have.

CA as proposed by Lado is also firmly rooted in

the behaviourist theory of language learning. The

behaviourist approach believes that language acquisition

is a product of constant exposure to language data, with

the learning process established through a stimulus-response

conditioning. Language learning is regarded as habit

formation because sufficient reinforcement of the stimulus

leads to the acquisition of a set of habits. Lado,

reflecting the behaviourist approach states that "in

practical terms we understand that the use of a grammatical

structure by a speaker depends heavily on habit" (1957 : 58).

In learning a second language what the learner does then is
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to acquire a new set of habits (L2) and this has to be

acquired in terms of the old habit (Ll) which leads to

transfer and interference. The concept of transfer and

interference are thus related to the idea of language as a

set of habits where the learner interprets the grammar of

his second language in terms of his first language.

Over the recent years, however, there have been a

lot of criticisms of the CA hypothesis, particularly its

behaviourist orientation which has been criticised by the

cognitive school as being too simple and inadequate to account

for such a complex activity as language acquisition. They

argue that language acquisition is so complex that it cannot

be accounted for by the processes of imitation and

conditioning alone as the behaviourists hypothesize. Chomsky

(1969) describes child's acquisition of language as a kind

of theory reconstruction which the child undertakes

successfully without explicit instruction and from only

small amounts of data from the language. And on this

evidence from first language acquisition he comments on

behaviourist theory of language acquisition that:

"the study of language, it seems to me, offers
strong empirical evidence that empiricist
theories of learning are quite inadequate.
Serious efforts have been made in recent years
to develop principles of induction,
generalization, and data analysis that would
account for knowledge of a language. These
efforts have been a total failure. The
methods and principles fail not for any
superficial reason such as lack of time or
data. They fail because they are
intrinsically incapable of giving rise to
the system of rules that underlies the
normal use of language. What evidence
is now available supports the view that all
human languages share deep-seated properties
of organization and structure."

(1969 : 134)
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Although the evidence above is taken from first language

acquisition it has important relevance to L2 studies and this

is very important to the L2 = Ll hypothesis which we discuss

in Section 2.2.2.

The concept of interference taken from Weinreich

(1953) has also been criticised as invalid because as Dulay

and Burt point out, "... it seems that the work of Weinreich

and Haugen although fundamental to research in language

shift, does not speak to the phenomenon of first language

interference that we and the CA proponents are concerned

with." (1972 : 239). Even if we accept the notion of

interference, we know it affects the different linguistic

skills and levels variably, e.g. phonology and grammar, so

the relevance of the interference notion, and consequently

of contrastive analysis will depend on what aspect of language

we are considering. Interference has, however, not been

rejected out of hand by most writers although the general

contention is that interference can occur due to factors

other than the mother tongue and it certainly cannot account

for all learners' errors. As Richards puts it:

"Interference from the mother tongue is
clearly a major source of difficulty in
second language learning, and contrastive
analysis has proved valuable in locating
areas of interlanguage interference.
Many errors, however, derive from the
strategies employed by the learner in
language acquisition, and from the mutual
interference of items within the target
language."

(1971 : 182)

This viewpoint is also expressed by Duskova (1969) and

Richards and Sampson (1974).
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2.1.2 The CA Strong Version

Within CA hypothesis we can distinguish between

the strong and weak versions. The strong version is

identified more with early contrastive theorists who

hypothesized, based on the concept of interference, that

errors in second language learning will depend directly on

the difference between the mother tongue and the target

language and that a comparison of the two languages will

provide what will cause errors or at least areas that are

likely to pose difficulties for the learner. The implication

of the strong version of CA is that errors can be avoided

because they can be predicted and it is the predictive power

of CA that is the central idea of the strong version. After

errors have been predicted, it is then the duty of language

pedagogy to eliminate them. This is the view of this

version of CA and as Banathy et al put it:

"... the change that has to take place in
the language behaviour of a foreign language
student can be equated with the differences
between the structure of the student's
native language and culture and that of the
target language and culture ... The task of
the writer of a foreign language teaching
program is to develop materials which will
be based on a statement of these differences;
the task of the foreign language is to be
aware of these differences and to be prepared
to teach them; the task of the student is to
learn them."

(1966 : 37)

This version of CA has been the basis of several studies.

Schachter (1974) used this approach in her study of the

acquisition of English relative clauses (RC) by speakers of

Persian, Arabic, Chinese and Japanese. Schachter compared

the major restrictive relative clause formation strategies
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of these languages as compared with English and she was able

to make predictions of probable areas of difficulty each

language group would have with relative clause production

in English. She predicted that the Chinese and Japanese

would have difficulty with the placement of the RC, and

that the Persian and Arab, and to some extent the Chinese

learners would have difficulty with pronominalization. On

the basis of hen^ results she came to the conclusion that:

"the total weight of the evidence of this
study supports the apriori approach [strong
version]. The learner apparently constructs
hypotheses about the target language based
on knowledge he already has about his own
language. If the constructions are similar
in the learner's mind, he will transfer his
native language strategy to the target language.
If they are different, he will either reject
the new construction or use it with only
extreme caution."

(1974 : 212)

Schachter also discusses what die calls the avoidance

phenomenon to back up the strong version. -She discovered

that the Chinese and Japanese learners produced much fewer

relative clauses than the Persian and Arab students and

that their difficulty with this structure is seen not in

the number of errors they make but in the small number of

relative clause production and to account for this finding

>he hypothesized the avoidance phenomenon:

"It is plausible and I think correct to
suppose that they produce fewer relative
clauses in English because they are trying
to avoid them, and that they only produce
them in English when they are relatively
sure that they are correct, which would also
account for the extremely small number of
errors they make."

(1974 : 210)



It is of course evident that the value of the avoidance

phenomenon in backing up the CA strong version is more

useful in the syntactic subcomponent where the learner can

use paraphrase to avoid difficult constructions but not so

in the phonological subcomponent where there is no similar

escape.

Apart from predicting language learning difficulties

the strong version was also used to classify the problems

according to degree of difficulty. Stockwell and Bowen

(1965) in their contrastive study of English and Spanish

not only predicted likely sources of interference based on

the differences between the systems of the two languages,

they also established a hierarchy of learning difficulties

and their "assignment of an item in a hierarchy of learning

difficulty is based on the premise that (positive) transfer

from one language to another ... becomes more difficult as

the correspondence weakens." (1965 : 292). The setting up

of hierarchies of difficulties as well as the attempt to

predict difficulties have been the subject of criticisms

and Stockwell himself in a later review of these criticisms

reiterates the usefulness of CA studies and also suggested

that the confused state of syntactic and semantic theory

"precludes writing the ideal contrastive grammar". (1968 :22).

It is now evident from many studies that the strong

version with its reliance on the sole ability of CA to

predict problems and errors in second language learning is

untenable because errors and deviations can come from a

variety of other sources apart from the mother tongue as
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for example from the target language forms itself and

through the learners learning strategies.

2.1.3 The Weak Version

The strong version came under increasing

criticisms more and more by scholars who examined the

errors that learners made (e.g. Duskova 1969). It was

pointed out that the strong version predicted difficulties

which did not occur especially in the syntactic subcomponent,

and could not account for other errors found and it became

clear that too much attention was being paid to the

prediction of errors rather than an examination of the

learners' TL production. It was also pointed out by

critics like Wardhaugh (1970) that the strong version made

demands on linguistic theory which it is in no position

to meet:

"at the very least this version demands of
linguists that they have available a set of
linguistic universals formulated within a
comprehensive linguistic theory which deals
with syntax, semantics and phonology.
Furthermore, it requires that they have a
theory of contrastive linguistics into
which they can plug complete linguistic
descriptions of the two languages being
contrasted so as to produce the correct set
of contrasts between the two languages."

(1970 : 13)

It is as a result of the perceived weaknesses of the

strong version that modifications became necessary, so the

weak version as Wardhaugh points out abandoned the idea of

using CA to predict errors but rather to explain them. The

starting point of the weak version is the evidence of

linguistic interference and the assumption is that an

evaluation of the errors will reveal the learners difficulties
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and reference will be made to the two language systems

(the MT and the TL) only in order to explain any observed

interference phenomena. With this modification the weak

version can be helpful in accounting for learners errors

and it is in this sense that it can be regarded as not just

the forerunner of error analysis but a subcomponent of it.

2.1.4 Usefulness of CA

Contrastive analysis despite all the criticisms

still has its usefulness. It has been the basis of many

teachers manuals, e.g. English-German, English-Spanish,

English-Italian etc. and the importance of such manuals is

evident in their wide usage by teachers, even if only for

consultation. For example, in Twelve Nigerian Languages

edited by Dunstan it is explicitly stated that the object

of the book is "to set out the sound systems of twelve

Nigerian languages in such a way that teachers may have a

better understanding of why their students have difficulty

in certain areas of the pronunciation of English." (1969 : 1)

Contrastive analysis also has its theoretical value

because it provides insight into language structure and

language learning theories. The increasing recognition

that the difference between the mother tongue and the target

language is not the only source of learners errors (Duskova,

1969; Richards 1971 etc.) has more or less made contrastive

analysis a subcomponent of error analysis.

Evidence that second language learners may acquire

a second language without any regard to the mother tongue

(Dulay and Burt, 1972) , soon became available. It was

suggested that second language learners may be moving through
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a sequence of developmental stages without any regard to

the Ll structure. As Felix (1980) points out "structural

similarities between Ll structures and ungrammatical L2

utterances do not automatically justify the assumption

that interference is the cause of the error ... [and the

errors] may originate from deeper regularities of the

acquisition process." (p.93). With this development we

now move on to examine the morpheme order acquisition

studies.

2.2 Morpheme order acquisition studies

Morpheme acquisition studies have contributed

immensely to the investigation and understanding of the

nature of first language acquisition and by extension to

second language acquisition and it is the contribution of

the morpheme order studies which are relevant to our study

that we review in this section.

2.2.1 First language acquisition studies

Brown's (1973) longitudinal study of the acquisition

of English as a first language by three children holds a

significant position in morpheme acquisition studies. He

found from his study that there is a common ('invariant')

order of acquisition of the fourteen morphemes among the

three children implying that children learning a first

language are guided by universal cognitive mechanisms which

must be responsible for the similarity of their order of

acquisition of the morphemes. The fourteen morphemes

Brown investigated are: present progressive, in, on, plural,

contractible copula, uncontractible copula, past regular,
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past irregular, third person regular, third person

irregular, articles, possessive, contractible auxiliary

and uncontractible auxiliary.

Subsequently, de Villiers and de Villiers (1973)

conducted a cross-sectional study of 21 children and using

two different methods of analysis found a developmental

sequence which correlated highly with Brown's findings.

From these studies it was then possible to hypothesize

that there are universal processes of first language

acquisition. The morpheme order approach was soon adopted

for naturalistic second language (L2) acquisition to

determine if the same acquisitional strategies are employed

for both Ll and L2 acquisition.

2.2.2 Child Second Language Acquisition

Dulay and Burt (1972, 1973, 1974) extend the

findings from first language acquisition studies (e.g. Brown,

1973) to child second language acquisition and they put

forward the idea that L2 learners follow the same developmental

sequences as Ll learners. This is the L2 = Ll hypothesis

which suggests that second language acquisition like first

language acquisition is achieved through a creative

construction process and this is a process:

"in which children gradually reconstruct
rules for speech they hear, guided by
universal innate mechanisms which cause

them to formulate certain types of
hypotheses about the language system
being acquired, until the mismatch
between what they are exposed to and
what they produce is resolved."

(Dulay and Burt 1974 : 37)

This hypothesis puts forward a universal language learning
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process in which the concept of interference or transfer

(positive or negative) has no part at all. The

theoretical framework of this hypothesis based on empirical

data from previous studies are presented in Dulay and Burt,

1972 and it is this framework that is used as the basis for

their subsequent investigations.

Dulay and Burt, 1973

In this paper Dulay and Burt report on two research

studies, one to determine whether L2 errors can be accounted

for by 'creative construction' or 'habit formation' and the

second a cross-sectional study to compare the sequence of

acquisition of certain grammatical morphemes by three

different groups of children.

In the first study natural speech of 145 Spanish

speaking children of 5-8 years learning English as a second

language were collected using the Bilingual Syntax Measure

(BSM). This elicitation instrument was designed by Dulay

and Burt to measure young children's acquisition of English

and/or Spanish grammatical structure in an L2 situation.

Six syntactic structures which were different in English and

Spanish were examined and the errors of the learners were

classified into three types: developmental, interference and

unique. Their result showed that 85% of the errors were

developmental, 12% were unique while 3% were due to interference.

From this they concluded that these facts "support the

hypothesis that children learning a second language use

the same general processing abilities which children use in

learning their mother tongue." (1973 : 251). This study
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then provided a starting point for the second study which

is an investigation of the natural sequence of L2

acquisition.

In the second study, they investigated the

acquisition of eight of Brown's fourteen morphemes by

three different groups of children who were learning

English as a second language (ESL) but had different

exposure to English. The acquisition sequences

r\
obtained from the three different groups were strikingly

similar, and this suggested that there might be a universal

or natural order of second language acquisition.

Dulay and Burt, 1974

Following their 1973 paper, Dulay and Burt decided

to further explore the universal language learning

hypothesis and as they put it:

"if it is true that universal cognitive
mechanisms (or strategies) are the
basis for the child's organization of a
target language, and if it is the L2
system rather than the Ll system that
guides the acquisition process, then the
general sequence in which certain English
syntactic structures are acquired by
children of different language backgrounds
should be the same, with only minor
variation."

(1974 : 38)

And it is this claim that is examined in this study.

This was a cross-sectional study of 60 Spanish-speaking

children and 55 Chinese-speaking children to find out if

there was a common order of acquisition of the eleven

English morphemes among these learners with different

language backgrounds. The data were collected with an

expanded version of the BSM. This study revealed that
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despite different language background both Chinese and

Spanish speaking children followed the same order in their

acquisition of the eleven morphemes. They then drew the

conclusion that universal cognitive mechanisms are the

basis for the child's organization of the target language

(TL) and so a given language will be acquired in the same

sequence irrespective of the Ll background and that LI plays

no role in the acquisition of the TL. Dulay and Burt's

hypothesis and methodology were soon applied to several

other studies investigating second language acquisition.

Ervin-Tripp, 1974

This study set out to compare the order and process

of second language acquisition with that already reported

in mother tongue acquisition studies. This was an

investigation of a group of children aged between 4 and 9

years old who were learning French as a second language in

a natural environment in Switzerland. Her study showed

that in many respects the development of comprehension of

syntax and morphological features follow the same order as

that found in mother tongue acquisition studies. She then

suggests that "in broad outlines, ... the conclusion is

tenable that first and second language learning is similar

in natural situations." (1974 : 126). Ervin-Tripp also

found that children of older ages learned much faster than

younger children within her sample. It is this relationship

between age and second language acquisition that is examined

by the next study.

Fathman, 1975a

This study examined the relationship between certain
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aspects of the second language acquisition process and age.

For this investigation she developed an oral production test

(Second Language Oral Production English or SLOPE) to assess

the ability of non-native English speaking children to

produce standard English morphology and syntax and it

consisted of 20 subtests with three items each. The

structures tested are:

(1) Affirmative-Declarative (2) Articles

(3) Present Participle (4) Possessive

(5) Present Tense - 3rd Reg (6) Comparative

(7) Superlative (8) Present Tense - 3rd I

(9) Preposition (10) Past Participle - Reg

(11) Negative (12) Past Participle - Irr

(13) Subject Pronouns (14) Object Pronouns

(15) Possessive Pronouns (16) Plural - Irr

(17) Imperative (18) Yes/No Questions

(19) Wh- Questions (20) Plural - Reg

The test was administered to a sample of 140 subjects with

different language backgrounds aged 6-15 years and who were

learning English as a second language in a variety of

classroom environments in the United States. In addition

to the 60 items on the oral production test, each child was

asked to give a general description of a composite picture

and they were rated on a five point scale for correctness

of grammar, pronunciation and general fluency. The

results of this test were used to examine the relationship

between 1) age and the rate of acquisition of the English

grammatical structures tested, and 2) age and the order of

A
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acquisition of the structures (subjects were divided into

two age groups : a younger group from 6-10 years and an

older group from 11-15 years).

From the results Fathman found that there was a

relationship between age and rate of learning - age seemed

to have an effect on the rate at which a child learned to

produce certain structures. The older children performed

significantly better on the morphology and syntax subtests

than the younger children.which suggests that the group of

older children learned the structures at a faster rate

than the group of younger children. When the ratings

given each child on his pronounciation during the composite

picture description were analyzed it indicated that the

group of younger children received significantly higher

ratings despite the fact that they had been exposed to

English for the same period, and this suggested that the

group of younger children may be learning English phonology

at a faster rate than the group of older children.

However, no significant differences were found for the rate

of learning of children who were in ESL programmes and those

with no structured ESL programmes.

As far as order of acquisition was concerned, the

test results showed no major differences in the order in

which the children of different ages learned the structures

tested and the order of acquisition of the two groups of

children were strikingly similar. The order of acquisition

was also similar for all children whether they were in

structured ESL classes or not, so despite age differences

and differences in learning environments the order of
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acquisition of the structures remained consistent. The

results of this study suggest, as she puts it, "that

the second language acquisition process changes with age

in terms of success in learning, but remains constant in

terms of order of learning." (p.252). This consistent

order of acquisition of structures tested despite age and

linguistic environment of learning support the findings of

Dulay and Burt (1973, 1974) .

2.2.3 Adult Second Language Acquisition

The above morpheme acquisition studies reveal that

children learning a second language in natural situations go

through similar developmental sequences and so it can be

inferred that their L2 acquisition is guided by a universal

cognitive mechanism. The question then is whether this

child L2 acquisition process is any way similar to adult L2

acquisition processes. There have since been many studies

which have tried to extend the morpheme acquisition order

approach to account for adult second language acquisition.

Bailey, Madden and Krashen, 1974.

This is the first published study in which attempts

are made following previous first language and child second

language acquisition studies (e.g. Brown, 1973; de Villiers

and de Villiers, 1973; Dulay and Burt 1973) to discover

whether adults also have a 'natural sequence' in second

language learning. The two hypotheses this study tested

were whether:

1. adults learning English as a second language
will show agreement with each other in the
relative difficulty of functors in English



33.

2. the adult rankings will be similar to that
of the child learning English as a second
language, rather than to that of children
learning English as a first language.

This study was a cross-sectional study of 73 adults from

twelve different language backgrounds learning English as

a second language. The structures studied were the eight

structures used by Dulay and Burt (1973) and like Dulay and

Burt (1973) too, the elicitation instrument was the BSM and

the scoring analysis also followed the 1973 paper. From

their analysis they found evidence to support the first

hypothesis : "despite differences in adult learners in

amount of instruction, exposure to English, and mother

tongue, there is a high degree of agreement as to the

relative difficulty of the set of grammatical morphemes

examined". (1974 : 240). A comparison of their results

with that of Dulay and Burt (1973) reveals that adults show

a similar acquisition order to that found in children

learning English as a second language. From the analysis

of their results they are able to suggest that "children and

adults use common strategies and process linguistic data in

fundamentally similar ways." (1974 : 235).

Krashen, Sferlazza, Feldman and Fathman, 1976.

In this study of adult learners, Krashen et al make

reference to the critical period hypothesis for human language

acquisition proposed by Lenneberg (1967). This hypothesis

states that natural and complete acquisition of language can

only take place between age 2 and puberty and that during

puberty changes occur in the brain to the effect that the

ability to acquire a language in the same way as before
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puberty is lost, and consequently that the processes of

language acquisition in children and adults will be quite

different. Fathman's (1975a) subjects aged 5-15 fall

within Lenneberg's critical period and by administering the

same SLOPE tests to adults it would be possible to examine

to what extent children and adults agree in difficulty order

for the SLOPE subtests and if the critical period hypothesis

is proven or not.

This study is also an attempt to extend the Bailey

et al (1974) findings because it was based on eight

grammatical structures whereas this study uses Fathman's

(1975) SLOPE test which is an oral test of twenty

grammatical structures. The subjects were 66 adults from

different language backgrounds, and their exposure to English

ranged from those with a great deal of formal instruction in

ESL to those whose learning is entirely informal.

From the analysis of their results they found the

following:

1) A comparison of different first language speakers showed

high rank order correlations between the four groups

created. So there was no substantial effect of the

learners first language on difficulty order of SLOPE

test items. This result is consistent with that

reported in Bailey et al (1974) and Dulay and Burt (1974).

2) For a comparison of children and adults SLOPE test

difficulty order they did a rank order correlation

between 120 children studied by Fathman (1975b) and the

66 adults in this study and it was found to be very

significant. This, they suggest, "confirms and extends
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the findings of Bailey et al, since their adult

subjects had a similar difficulty order for eight

grammatical morphemes as Dulay and Burt's child ESL

learners." (1976 : 148).

3) A comparison of formal and informal learners was also

done and a rank order correlation showed no significant

differences between the groups as to difficulty order

of the SLOPE subtests which indicated that relative

difficulty order of items on this test is not

influenced by the nature of the linguistic environment.

'Interference' errors are not then as prevalent

in adult second language learning as earlier theorists

believed they were. Krashen et al, however, concede that

one would expect some contribution from the learner's first

language and they argue that it is possible that this may

account for the lack of perfection in the correlation

between adults and children on the SLOPE subtest difficulty

order. The main findings of this study, as they put it

are "that adult and child ESL learners obtain similar

difficulty orderings in a spoken English language

proficiency test, and that this order is similar for learners

with different first languages and for learners exposed to

different linguistic environment." (1976 : 150-51).

2.2.4 Other Morpheme Acquisition Studies

Bailey et al (1974) like previous morpheme

acquisition studies used the same elicitation instrument,

the BSM and it became necessary to investigate to what extent

the morpheme order reported in these studies were due to

the BSM. It is with this and other issues connected with
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the morpheme order approach that the studies we review in

this subsection are concerned.

Larsen-Freeman, 1975

Larsen-Freeman in this study extends the scope

of adult morpheme acquisition studies by investigating if

the same morpheme order would be found if different data

collection procedures were employed. She examines in this

study the acquisition of nine of the eleven morphemes used

by Dulay and Burt (1974) and her subjects were 24 adults

(drawn six each from four native language backgrounds :

Arabic, Japanese, Persian and Spanish) who were learning

English in the United States. To test whether the data

collection procedure affected the order of acquisition, she

used four data collection procedures along with BSM as the

fifth - with each task involving a particular skill: reading,

writing, listening, imitating and speaking (the BSM).

The results of this study showed that although

there were individual and language group variability a high

degree of similarity was found among the morpheme sequences

produced by various language groups within each task which

suggests that language background did not have a significant

effect on the way learners order English morphemes. This

finding confirms that of previous studies, e.g. Bailey et al

(1974) . However, when morpheme orders (or difficulty orders)

across the different tasks were compared it was found that

the different tasks showed different orders. The BSM

elicited an order which correlated with that of Dulay and

Burt (1974) . The different orders elicited by the different

tasks indicate that each specific task may well present its
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own order and these different orders she suggests may be

due to modality differences, specific task effects, skill

differences etc. Krashen, Sferlazza et al (1976) suggest

that the reason that the other tasks used by Larsen-Freeman

did not replicate that found by the BSM may be because the

tasks allowed more response time, and their suggestion is

based on the monitor hypothesis which we discuss in Section

2.4. Doubts about the use of the BSM have not been based

only on second language acquisition data as the next study

reveals.

Porter, 1977

Porter, like Larsen-Freeman, raised doubts about

the natural order reported by previous studies. In this

study, Porter studied speech samples of eleven children

aged 27-48 months learning English as a first language.

The speech samples were elicited by the use of the BSM.

The order of morpheme acquisition he found did not correlate

with orders reported in comparable Ll studies like Brown

(1973) and de Villiers and de Villiers (1973) which were

based on spontaneous speech prcduction; and also did not

correlate with BSM elicited child second language

acquisition of Dulay and Burt. He therefore suggests that

the "sequence of morpheme acquisition obtained by Dulay and

Burt ... could very possibly be an artifact of the testing

situation " (p.59) and that studies using the BSM should be

validated by those based on spontaneous production of

learners.

Krashen (1978a) in a review of Porter's paper

points out that contrary to Porter's interpretation of his
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data, the BSM Ll order he found is not 'highly dissimilar'

to child Ll order obtained by spontaneous speech and that

the degree of his BSM Ll order is not inconsistent with

that of BSM L2 order (Duiay and Burt, 1974). Krashen also

points out that where spontaneous production of learners is

un-monitored all studies show agreement with the BSM order

as long as at least ten obligatory occasions are included

for each morpheme analyzed. Studies which confirm the

BSM order include among others Krashen, Houck et al (1977)

which is based on adult spontaneous speech and Rosansky

(1976) based on child and adult spontaneous speech.

Krashen concluded in his review that "the BSM morpheme

order obtained by several investigators is not an artifact

of the test. Instead, as Dulay and Burt (1973, 1974) have

hypothesized, it may be the result of tapping the 'creative

construction' process". (1978a : 190).

There are, however, some studies which have

reported sequences which do not match that reported by other

studies. Hakuta (1979) carried out a longitudinal study

of a five year old Japanese girl learning English as a

second language. A rank order of the fifteen grammatical

morphemes investigated using Brown's criterion for morpheme

acquisition revealed an order different from that reported

in Brown 1973, and de Villiers and de Villiers 1973. This

kind of contrast with previous studies is also reported by

Cancino, Rosansky and Schumann, 1975 in their study of the

acquisition of English auxiliaries. Their subjects were

5 Spanish speakers learning English in a natural way, and

the data were spontaneous speech production of the subjects.



The development of the auxiliary in declarative, negative

and interrogative utterances were examined. The results

indicated that is copula appears first followed by can and

do shortly afterwards, and apart from these three

auxiliaries the order of appearance for each subject was

highly variable. This finding contrasts with these of

Dulay and Burt, 1973, 1974; Bailey et al 1974, which report

an invariant order of acquisition among the subjects.

Despite the above.,, most morpheme acquisition

studies have reported a common sequence for children and

adults learning English as a second language. There have,

however, been many criticisms of morpheme studies and doubts

have been raised as to their usefulness for accounting for

second language acquisition, and one notable appraisal of

the morpheme orders approach is that of Rosansky (1976).

Rosansky, 1976

Rosansky used the findings of this 10 month

longitudinal study to give a critical appraisal of previous

morpheme acquisition studies which have been mostly cross-

sectional, BSM generated and concerned with only a few

morphemes. Her doubts on these studies are clear in her

comment that

"I am concerned lest we believe that we

have discovered an invariant acquisition
sequence for all second language learners
based on the rank ordering of the relative
accuracy of a few morphemes. Beyond the
question of whether rank orderings can be
translated into acquisition sequences ...

or whether the cross-sectional ordering
of morphemes in fact looks like what occurs
longitudinally over time ... there is still
the question of elicited speech data; does
it or doesn't it affect the subsequent
results."

(1976 : 413)
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The two questions this study tried to answer were (1)

whether the morpheme order obtained from spontaneously

collected second language acquisition data resembles that

obtained from using an elicitation instrument and (2)

whether cross-sectional and longitudinal research

findings are comparable. The subjects were six Spanish

speakers (2 children, 2 adolescents and 2 adults) learning

English.

For the first question, the morpheme orders

produced by the 2 adolescents on the BSM-based spontaneous

speech-based data were compared. There was no significant

correlation between the two morpheme orders produced by the

two, but even more striking was the fact that there was no

correlation between the BSM-generated and spontaneous

speech-based morpheme orders for the same individual at the

same point in time. For the 2 boys it was found that

their BSM-based order correlated significantly with each

other while the spontaneous speech orders did not. This,

in a way, confirms Larsen-Freeman's (1975) suggestion that

the common morpheme orders reported by studies such as

Dulay and Burt 1973, 1974, Bailey et al 1974 may have been

affected by the BSM elicitation instrument used to generate

the data.

For the second question, which is to examine

whether cross-sectional rank order of morpheme accuracy

correlates with the longitudinally derived order of

acquisition, data from one individual was used and the

cross-sectional order compared with the order of morpheme

acquisition over the 10 months of the study. The results



41.

showed that the cross-sectionally obtained and

longitudinally derived rank orders of the morpheme did not

correlate. The cross-sectional points did not resemble

the longitudinal order and this fact was used to question

the validity of cross-sectional studies at least in the

area of morpheme acquisition.

Wode (1981) also argues that although the morpheme

order approach may be useful as an accuracy measure, it is

not suited to capture the various developmental regularities

in learners because by "focusing on target-like performance

morpheme studies necessarily miss all those developments

leading up to, and preceding, the final stage of achievements."

(p.64). The morpheme order approach excludes from its

analysis pre-target like structures that may be due to the

effect of Ll on L2 and it also cannot account for avoidance

phenomenon which is a well known learner strategy. Wode

then suggests that in order to detect and account for the

regularities in language acquisition we require "an

alternative notion richer and more powerful than the morpheme

order" (1981 : 65). It is this kind of thinking that

underlies Huebner's (19749 study in which two alternative

methods of analysis of interlanguage data is reported.

Huebner (1979) reports on a one year longitudinal

investigation of the development of the article system in

an adult learning English in a natural setting without formal

instruction. The paper compared the use of the order of

acquisition approach as discussed above and the dynamic

paradigm which is based on Bailey (1973) and Bickerton (1975)

Huebner points out that the system of articles in



English marks rsferentiality of noun phrases and this

is presented in terms of two binary features [+ specific

referent] and [+ assumed hearer's knowledge]. On this

basis the noun phrases of English are classified into four

types and a semantic wheel representing the semantic field

for noun phrase reference is provided:

tSpecific, +Hearer:
a. Unique reference
b. Conventionally assumed

unique reference
c. Referent physically present
d. Referents previously mentioned

in discourse.
e. Specific reference assumed

known to hearer

-Specific, +Hearer: Generics
-Specific, -Hearer:
a. NPs in scope of negation
b. NPs in modal, irrealis scope
c. NPs in scope of questions
d. NPs with indefinite number

tSpecific, -Hearer: First mention
of NP (+Specific) in a discourse

Figure (2.1)

Semantic wheel for English noun phrase reference.

(Huebner 1979).

In Standard English, noun phrases falling in segment one

are marked with the, while those falling in segments three

and four are marked with a or 0, segment two represents

generics, which in Standard English can be marked with a,

the, or 0. It is on these terms that the data analysis

of this study was carried out.

The results of the analysis which show the

distribution of noun phrases marked with da, a and 0 in the

2.
3.
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four semantic environments are then given:

+ Specific - Specific - Soecific + Specific
+ Hearer + Hearer - Hearer - Hearer

T4 154 2 22 1 0 10 3 9 40 13 8 23

T3 199 2 13 0 0 7 3 12 27 32 8 8

T2 133 0 40 10 4 3 5 56 33 0 2

T1 67 1 47 2 0 4 4 2 35 2 12 18

ldaa 0 2 da a 0 3 da a 04 da a 0

Table 2.1

Distribution of da, a, and 0 in Four Environments over
a One-Year Period.

From the above table he was able to make the following

observations:

At Time 1 the learner has no indefinite article,

the greater percentage of a in type 4 are not regarded as

article usage but epenthetic vowels or pause phenomena.

It is also observed at Time 1 that noun phrases of type 1

which are marked with da are only 67 out of 115 or about

58%. This distribution is not totally random because of

the 67 only 7 are subjects. Of the 48 not marked, 30 are

subjects and the conclusion is drawn that the informant

marks + Specific + Hearer noun phrases with da except in

subject position. The explanation given for this phenomena

is that the learner's interlanguage, like his native

language Hmong is topic prominent: that is, topics which

are usually sentence initial and often in subject position

are not marked since topics must be old information or
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assumed within the realm of the hearer's knowledge.

At Time 2 there is a major shift in the learner's

reference system with the marking of all [+ Specific] noun

phrases with da, regardless of the status of the hearer's

knowledge and it is observed that the 40 cases of type 1

noun phrases not marked by da are for the most part old

subjects (subjects coreferential with preceding subjects).

There is further movement at Time 3 and by Time

4 there are signs that da is becoming limited to [+ Specific,

+ Hearer] noun phrases and the 22 type 1 noun phrases left

unmarked are accounted for by the appearance of noun

phrases with ordinal numbers which may have been unmarked

because ordinal numbers like the definite article identifies

specific referent.

Huebner points out that all the above observations

could not have been adequately handled by the order of

acquisition approach because over the one year period of

this study, the criterion for acquisition as proposed by

Brown is not met and that the differences over time in the

learner's performance is so minimal that it is possible to

conclude that the learner's system has fossilized whereas

the learner's language was under continual revision. On

the basis of this investigation he then observed that

although the order of acquisition approach may reveal an

acquisition order (Dulay and Burt 1974) or difficulty order

(Bailey, Madden and Krashen 1974) of the morphemes under

study "it fails to recognize the systematic use of English

functors before they acquire Standard English functions and

to explicate the interrelationships of the interlanguage

syntax". (1979 : 21).
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On the other hand,the use of the dynamic paradigm

model "assumes that language is systematic but dynamic,

and that variation is the precursor of change; it also

assumes that forms are introduced in one linguistic

environment, then spread to other linguistic domains as the

speaker revises his hypotheses about the language" (1979 :22).

It is this dynamic model that then reveals the dynamic

nature of the interlanguage system and in this case the

shift in the learner's language from "topic prominence and

Hmong-like to subject-prominence and English-like" over

time.

The main inadequacy of morpheme order approach

as seen from all the above is that it cannot adequately

account for developmental regularities in the output of

language learners because it takes into consideration only

standard-like usage and it is this criticism that leads us

to our next section, a review of error analysis and the

interlanguage hypothesis which we believe provides a more

useful insight into second language learning processes.

2.3 Error Analysis and Interlanguage

Error analysis can be described as a linguistic

activity that investigates the deviations and errors found

in the performance output of a target language by learners

of the language. Before the advent of error analysis, the

prevalent view of errors based on the behaviourist approach

was that they are undesirable deviations which are an

indication that the correct habits of the target language

had not been acquired. It was also believed that errors
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could be avoided and if they surfaced then they were to

be eradicated by intense drilling.

Over the years, this negative attitude to

learners' errors have been discarded and the significance

of errors in the learning process realised. On the

significance of learners errors Corder (1967) commented

that:

"we can regard the making of errors as
a device that the learner uses in order
to learn. It is a way the learner has
of testing his hypotheses about the
nature of the language he is learning."

(p.11)

Errors, we now realise, are unavoidable and indeed are a

necessary part of second language acquisition. Corder's

(1967) distinction between mistakes and errors is important

here. Mistakes are unsystematic deviations which can be

due to memory lapses, physical states etc. of which the

speaker is immediately aware e.g. slip of the tongue, while

errors are systematic erroneous deviations which relate to

the learner's competence in the target language. It is

these errors, the systematic deviations that are the object

of error analysis because they provide evidence of the

linguistic system and the grammatical rules that the learner

uses at different points in the learning process.

The study of learners' errors has educational uses

in that it can be used to discover the state of learners

knowledge at different points and this can be of benefit

to teachers and the production of teaching materials.

Error analysis also has theoretical value in that it provides

evidence which can be used to investigage processes and
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strategies in second language acquisition.

There have been very many studies of error

analysis (e.g. Richards (ed.) 1974) which have contributed

significantly to our understanding of the second language

acquisition process. One of the earliest error analyses

was that of Duskova (1969). Duskova, following Corder

(1967) and Wilkins (1968) criticisms of previous attitudes

to errors, investigated the errors in the English output

of 50 Czech adults (postgraduate students) who had a good

knowledge of English. From her analysis she found the

following results:

1. Interference from the MT (Czech) was obvious in errors

in word order and syntax

2. Where a foreign language feature is absent in the MT

there may be problems, as evident with the subjects'

problems with articles

3. A large number of errors could not be traced to the

interference of the MT on the target language

4. Interference arise from within the English system

as seen in the difficulties of learners with the

system of English tenses.

On the sources of learners' errors Duskova

concludes that:

"... while interference from the mother

tongue plays a role, it is not the only
interfering factor. There is also
interference between the forms of the

language being learnt, both in grammar
and lexis. "

(1969 : 25)
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2.3.1 Learners' Language System

Error analysis is, as pointed out above, an

investigation of the learners' language. Selinker

suggested the term interlanguage to refer to "the

existence of a separate linguistic system based on the

observable output which results from a learner's attempted

production of a TL norm." (p.35). The assumption of the

interlanguage concept is that despite apparent arbitrariness

the learners language is structurally organized and coherent

and worthy of study in its own right. The performance data

of learners show systematic errors which reveal the

linguistic rules the learner is using at different stages

of his language development. This linguistic system of

learners has also been identified by other scholars and it

is that which Nemser (1971) calls an approximative system

which he described as "the deviant linguistic system

actually employed by the learner attempting to utilize the

target language " (p.55) and by Corder (1978) as language-

learner language.

One fundamental feature of interlanguage is that

it is not a static system; it undergoes constant changes

as learning takes place and this is why it is called a

dynamic system. It is then obvious that the concept of

linguistic homogeneity (Chomsky, 1965) does not and cannot

apply to the interlanguage system and so it is obvious that

static models which are favoured by linguists will be

inadequate for handling this dynamic phenomena. As Corder

(1978) commented "language behaviour is far from homogeneous

and linguistic systems are not, and cannot adequately be



described by means of the categorical rules favoured by

linguists" (p.73). It is, however, necessary to examine

from the field what the nature of interlanguage is.

2.3.2 The restructuring Continuum

Selinker (1972) regarded the process of second

language acquisition as a process of gradual replacement

of MT features by those of the TL to form a separate

linguistic system which he called interlanguage (IL).

The Selinker model therefore conceives of the interlanguage

continuum as stretching from the MT to the TL, and

successful second language learning "involves to a large

extent, the reorganization of linguistic material from an

IL to identify with a particular TL" (p.44). He then

puts forward five processes which he considered central to

second language learning and these are: language transfer,

transfer of training, strategies of second language learning,

strategies of second language communication and over-

generalisation of TL linguistic material. He also puts

forward the concept of fossilization to account for the

fact that for many second language learners learning of a

part or the entire system can stop at an intermediate

stage before reaching native-like command. Fossilizable

linguistic phenomena, to cite him, "are linguistic items,

rules, and subsystems which speakers of a particular NL

will tend to keep in their IL relative to a particular TL,

no matter what the age of the learner, or amount of

explanation and illustration he receives in the TL."(1972:36)

For this model then language transfer is taken for granted

because the MT is the starting point of second language
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acquisition, and it is the idea of the learner

restructuring his MT features to that of the TL that

prompted Corder (1978) to refer to this construct as a

restructuring continuum. Corder (1976) has pointed out

the inadequacy of a restructuring continuum because "as

long as the concept of an interlanguage continuum was one

of restructuring alone; it was bound to remain of relatively

little value or generality since it could only be seen as

movement between one fully complex code and another.

There were, therefore, as many interlanguage continua as

there were languages involved in the learning situation."

(p.88). The concept of interlanguage as a system of

increasing complexity was absent because the Selinker

construct viewed second language learning as a process of

restructuring and accumulation with a sequence of well

defined stages of equal complexity stretching from the MT

to the TL.

2.3.3 The developmental continuum

The second type of continua identified by Corder

(1978) is what he called a 'recreation' or developmental

continuum which is a continuum of increasing complexity.

This model is based on the hypothesis of his 1967 'built-

in syllabus' or learner generated sequences. This

hypothesis is based on cognitive theory and it suggests

that all learners irrespective of their mother tongue may

well show similarities in their developmental sequences

(interlanguage) in the process of acquiring a target second

language. There have been many studies (e.g. Dulay and
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different mother tongues acquiring a second language

produce similar errors which indicate a universal language

learning mechanism in acquiring a second language.

Evidence from many studies show that second language

acquisition resembles in some respects mother tongue

acquisition which is evidently a process of increasing

complexification of the child's language. Based on the

evidence of these studies Corder reformulates the concept

of interlanguage and as he puts it:

"the concept of interlanguage presupposes
that interesting and important
generalisations can be made about the
process of second language learning,
specifically that all language learners
do show similarities in their

acquisition of a second language and
consequently in their interlanguage
grammars at various points along the
continuum of change or development".

(1978 : 76-77)

It is clear, however, that second language

acquisition differs from mother tongue acquisition because

of the presence of the first language, that is apart from

other non-linguistic factors such as motivation, age etc.

Corder therefore reconciled the restructuring and the

creative construction in his proposal that "second language

learning in any particular individual is probably a mixture

in varying proportions of restructuring and recreating.

The evidence for restructuring is the occurrence ... [of]

'transfer errors' whereas the evidence for recreation is

the absence of such errors and a preponderance of what may

be called 'developmental errors' (e.g. over-generalisation)
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similar to those found in first language learners'

language". (1977 : 93).

The interlanguage continuum, like the pre-pidgin

and post-pidgin (pre-creole) continuum, is a developmental

continuum of increasing complexity towards the target

norms. Hyltenstam (1978) has also suggested that the

developmental continuum model can be used to account for

both first and second language learning. This is because

both situations show similarities in the degree of

structural complexity observed in their initial stages and

in both cases the degree of complexity increases over time.

What, however, differentiates them is the effect of the

mother tongue on the interlanguage continuum and the

relationship between first language and interlanguage

continuum is presented as follows:

Degree of
complexity higher

lower

Time 1

Time 0

Target language

5
First language
acquisition
continuum

Target language

S
4-

(s
>

Interlanguage
continuum

w
u
.<

u
s
<
J

Figure (2.2)

Hyltenstam 1978
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Hyltenstam (ibid) also argues that the

interlanguage continuum development towards the target

language can be explained within a general linguistic

theory of markedness. He then hypothesizes that "the

initial stages of interlanguage are characterized by

unmarked categories" and that "development towards a

given target is achieved from unmarked to marked

categories."

The learners language is not, as postulated by

the original interlanguage hypothesis, a sequence of

static systems but a "continuum of more or less smooth

change, and we can locate learners like infants', along

the continuum of change or development" (Corder, 1978 :4)

It is important to point out that the study of interlanguage

as a variable system of increasing complexity has depended

largely for both its descriptive and methodological basis

on variability analysis techniques developed by e.g.,

Bickerton (1975), Cedergren and Sankoff (1974), De Camp

(1971) and Labov (1969) and this development which is so

vital to the study of interlanguage are reviewed in Sections

2.5 and 2.6.

It hardly needs emphasizing that this notion of

developmental continuum is very important for our study

because we believe that by taking a cross-sectional sample

of learners over time we shall be looking at a dynamic

system of interim grammars with increasing complexity

towards the target norms in the linguistic structures

under investigation.

t



2.4 The Monitor Model

The Monitor Model has been proposed by Krashen

(1976, 1977, 1978b, 1981) to account for adult second

language performance. Krashen in this model hypothesizes

that adults learning a second language have two independent

systems for 'internalizing' the rules of a target language

and these are acquisition and learning. Language

acquisition is a subconscious process and learners

internalize the target language rules implicitly and this

is a process that is similar to that used by children

acquiring their Ll. Language acquisition requires

meaningful interaction in a natural communication setting

in which speakers are not concerned with the form of their

utterances but with the message, and explicit teaching of

rules or error correction are not necessary for language

acquisition to take place. It is also hypothesized that

language acquisition proceeds along fairly predictable

stages which is common to all acquirers. Language learning,

on the other hand, is a conscious process of rule

internalization, which can be helped along by the presentation

of rules and error correction is an important part of the

learning process.

Krashen (1976 : 167) hypothesizes that formal and

informal environments contribute to different aspects of

second language competence, informal as conducive to

acquisition while formal has the potential for both

acquisition and learning:



"Both formal and informal linguistic
environments contribute to second

language proficiency but do so in
different ways: An intensive intake
informal environment can provide both
the adult and child with the necessary
input for the operation of the language
acquisition device. The classroom can
contribute in two ways: As a formal
linguistic environment, providing rule
isolation and feedback for the

development of the monitor, and,to
the extent language use is emphasized,
simultaneously as a source of primary
linguistic data for language
acquisition."

The fundamental claim of Monitor Theory is that conscious

learning is available to the learner only as Monitor.

In fact this is the only function of learning; it cannot

be used as an utterance-initiator.

learning(the Monitor)
i
i

acquisition ^^ output

(a creative construction
process)

An illustration of Krashen's model (1977)

Utterances are initiated by the acquired system while

conscious knowledge can be used to alter the output of

the acquired system sometimes before the utterance is

produced. Adult learners, according to this model,

develop both the two independent systems and both are

involved in L2 performance:

"adult learners 'supplement' their (usually)
imperfectly acquired competence by means of
consciously learned linguistic knowledge in a
definite way: Conscious linguistic knowledge
acts only as a 'monitor', altering the output
of the acquired system when time and conditions



permit. This 'intrusion' generally takes
place at some stage prior to the actual
utterance."

(Krashen 1976 : 163)

Although the monitor is available as an editing device

to help modify the performers output towards greater

grammatical correctness, it can only be used when

conditions allow. Apart from time which the learner needs

in order to think and consult his conscious grammatical

rules, he must also be focussed on form or correctness and

of course he needs to know the rule to apply. Even when

all these conditions are met, individuals still vary as to

the amount of monitoring they do and Krashen (1978b)

identifies three common types of performer : under user,

optimal user, and over user.

Krashen argues that the acquisition-learning

distinction which is the basis of the monitor model

provides a general non adhoc way of accounting for a

variety of phenomena in second language performance. The

nature of second language performance errors will depend

on whether monitoring is in operation. Errors that

result from performance based on the acquired system alone

will be consistent across learners/acquirers regardless of

first language as acquisition is guided by universal

principles while those that result from situations in

which monitoring is possible will be more idiosyncratic

as they will reflect each learner's conscious mental

representation of linguistic regularities in the target

language (Krashen 1977) .
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The monitor model has been subject to a lot of

criticisms (e.g. McLaughlin, 1978) and although it has

generated studies in second language acquisition it does

not seem to have any immediate application to our study

because the distinction between acquisition and learning

remains unclear and it is difficult to account for the

two processes separately especially in our study in which

our subjects develop their ability in English as a second

language mainly through classroom activities. It is

also necessary to point out that in our study we do not

distinguish between the terms 'acquisition' and 'learning'

in the technical way that Krashen employs them in this

model and we in fact use the two terms interchangeably.

2.5 The Variability Model

Linguistic theory has been preoccupied over a

long time with idealized systems which are abstracted from

the variable performance of individuals or groups; this

view has dominated linguistic analysis since F.•de Saussure's

(1916) Cours de linguistigue general up to the present

moment and the view has even been given more eminence by

Chomsky's assertion that:

"Linguistic theory is concerned primarily
with an ideal speaker-listener, in a
completely homogeneous speech-community,
who knows its language perfectly and is
unaffected by such grammatically
irrelevant conditions as memory limitations,
distractions, shifts of attention and
interest, and errors (random or characteristic)
in applying his knowledge of the language in
actual performance."

(1965 : 3)

Like Saussure's langue and parole, Chomsky makes a
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fundamental distinction between competence (the speaker-

hearer's knowledge of his language) and performance -(the

actual use of language in concrete situations). The

implication of this assumption is that linguists have

concerned themselves with producing idealized descriptions

of language in which the study of variation was completely

ignored or kept at the periphery of linguistic analysis.

We know, however, that language is far from homogeneous;

that there is variation in the speech of individuals and

groups which linguists have not tried to account for.

Bailey (1973) has presented a convincing argument

for the inclusion of variation within linguistic theory

and that simplified static models cannot adequately account

for the real life situation in which language is used:

"Describing the competence of speakers in
formulations representing the internalized
grammars which generate all the differences
with which they deal competently is
impossible with static models."

(1973 : 17)

Bailey emphasizes the importance of the study of variation

by asserting that it is not just a valuable adjunct to

linguistics but that "the study of patterned language

variation in its communicative life cannot be omitted from

linguistic theory and practice without invalidating them"

(1973 : 23).

One of the earliest attempts by linguists to

examine language performance itself and attempt to

accommodate variation within linguistic theory and analysis

was that of Labov (1969) . Labov argues that conventional
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for the facts of variation and the way he set out to

remedy the situation was by a combination of the methods

of generative grammar and phonology and techniques for

the quantitative analysis of systematic variation. The

main subject of this 1969 study was an investigation of

the use of the copula and auxiliary be in Negro non-standard

English (NNE). The goal of the analysis was to incorporate

such variable rules as contraction and deletion into the

main body of generative rules needed for a full description

of NNE - and in order to do this "certain innovations in

formal notation will be required which will reflect this

enlargement of the concept 'rule of grammar' " (p.737)

Labov rejected the categorical instructions of

idealized grammar, such as

X —^ Y /A B
where X is rewritten as Y only in the stated environment.

He also contends that optional rules cannot be used to

account for the systematic variation observed in his data.

Like Labov (1969), Cedergren and Sankoff (1974) also argue

along similar lines. They suggest that whereas an

obligatory rule operates on all input strings that satisfy

its structural description, an optional rule may or may

not apply to a satisfactory input string and this is where

the inadequacy comes up because systematic variation in

language performance is not purely optional: the option

can depend very much on the linguistic environment and

other non-language factors such as age, class and social

context. The notion of optionality is rejected because

it:
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"fails to capture the nature of the
systematic variation which exists even
on the level of the grammar of a single
individual. It does not permit the
incorporation of relativity or
covariation between the presence of
certain features in the linguistic
environment of a rule and the frequency
of operation of the rule. The label
'optional' fails to convey any information
as to how the elements of the structural

description of a rule favor or constrain
its operation. Rather, use of this label
implies that ail such information is
foreign to the COMPETENCE of the native
speaker. ... [and] it is difficult to
escape the conclusion that those aspects
of performance that are found to be
thoroughly systematic in an individual and
throughout a community are reflections of
linguistic competence."

(Cedergren & Sankoff 1974 : 333-34)

Labov in his 1969 study provides a new dimension

for the study of variability by focussing on it as a

central aspect of linguistic competence. He incorporated

systematic variation into linguistic description and theory

by extending the concept of a rule of grammar to that of

a VARIABLE RULE, where the predicted relative frequency of

a rule's operation is made an integral part of its

structural description:

"To achieve this end, we associate with
each VARIABLE RULE a specific quantity Cp
which denotes the proportion of cases in
which the rule applies as a part of the
rule structure itself. This proportion is
the ratio of cases in which the rule

actually does apply to the total population
of utterances in which the rule can possibly
apply, if it were a categorical rule of the
type

X—-> Y / A B
The quantity CP ranges between 0 and 1; for
all categorical rules such as above, it
follows CP = 1. "

(Labov, 1969 : 737-38)
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With this radical approach it means that variability can

be constrained not only by the presence or absence of

linguistic elements but also by extralinguistic factors

all within the same notational and theoretical framework.

Labov's study has since been followed by many other

studies that have tried to account for systematic

variation within linguistic analysis.

Cedergren and Sankcff (1974) also replaced

optional rules with variable rules in order to strengthen

the notion of competence, and the representation of

variable rules they suggest "should be in the form of

abstract probabilities which measure tendencies for rule

application in various environments." (1974 : 352).

Cedergren (1973) following the manuscript of Cedergren

and Sankoff (1974) reformulated Labov's ideas and

suggested the replacement of the symbol Q1 with £ and it

is formalised as follows:

"For each variable rule in every environment
there exists a quantity £ which represents
the probability of rule execution ... [and]
it is a universal tendency for £ to be in the
form of:

p = 1 - (1 - pQ) (1 - x) (1 - B) ... (1 - w)
where pQ is an input probability independent
of context and x, B, ... w represent the
contribution of each relevant feature in the
environment."

(1973 : 14)

This formalization, she continues, "assumes that each of

the environmental factors affects the probability of rule

application in a consistent and independent manner,

regardless of the presence or absence of other features

relevant to the rule." (ibid)
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Instead of traditional categorical rules like

X —> Y / A B

we can now have the form of the variable rules indicating

the order of environments and their influences as in the

following hypothetical rule:

(a)
. (b)

X —> (Y,V (c)

which states that X sometimes becomes Y (angle brackets

indicate variability) most often in environment a, next

in b and least in c. So we have within this approach an

integration of categorical and variable rules and the

value of this model is commented on by Cedergren and

Sankoff:

"The power of this approach lies in the
uniquely well-defined and economical
relationship which it posits between
competence and linguistic performance
... This relationship not only
integrates generative and behavioral
aspects in an elegant way, but is also
easily operationalized so as to provide
consistent and reproducible results."

(1974 : 353)

2.5.1 Application of Variability to Second Language
Acquisition

The study of variation is of central concern to

second language acquisition studies because the learner's

linguistic system is a variable system of increasing

complexity (Hyltenstam 1978, Tarone 1982). Tarone (1982)

has suggested that one phenomenon which must be accounted

for by any theory of second language acquisition is the

phenomenon of systematic variability in the utterances
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communicate in the target language, and it is precisely

because of this fact that the static models which account

for the language of the 'ideal speaker-listener' is

inadequate. The application of the variability model

has therefore contributed immensely to the study of

interlanguage because the notion of variable rules can be

used to account for the language learner's variable TL

output. In this way interlanguage studies have depended

on Labov (1969) who has developed techniques for the

description of variability that involve quantification of

variable features and of the linguistic and non-linguistic

contexts that constrain such variability and further

developments made on the technique by e.g. Bickerton (1975)

and Cedergren and Sankoff (197 4) . There have been some

studies in which variability analysis has been used to account

for second language acquisition e.g. L. Dickerson (1975)

and W. Dickerson (1976).

L. Dickerson, 1975

This paper describes an application of the

variability model to second language acquisition. The

data for the study is from a longitudinal study of the

acquisition and use of the English sound /z/ by 10

Japanese learners of English. From her analysis she

found that the production of all the subjects was similar

in that their production of a sound was influenced by the

phonetic environment and the same pattern of variants and

environments were produced by all the subjects, and there

was also a regularity in the learner's progress over time.
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The patterning across the three styles in the tasks (the

hypothesis was that for each individual subject the index

scores should be ordered with reading of wordlists

highest followed by reading of dialogues and lowest, free

speaking) for all the subjects was also as predicted.

On the basis of her findings she concludes that

the learner's behaviour is not only systematic it is also

consistent. The behaviour is so consistent that it can

be captured by a variable rule which "must be sensitive

to phonetic context, the use of multiple variants, and

external style fluctuations." (1975 : 405). The central

finding of the study is that the learner's second language

system is a system of variable rules and this is the only

system that can adequately account for the language

learner's variable production. This knowledge she contends

is also of practical value to the classroom teacher because

it helps the teacher to understand the nature of the

learning process and also accounts for the in and out of

class variable performance of learners.

W. Dickerson (1976) also considered the applicability of

the variability model to the acquisition of the English

sound system. This paper reports on a longitudinal study

of 5 Japanese students learning the English sound (1) and

their acquisition of the sound in nine environments were

considered. Dickerson found out that the variable

performance of each subject reflected a profound order

controlling the acquisition process - a rule-governed

order. On this rule-governed order or grammar he comments

that:
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"It is not a grammar of obligatory rules
nor of optional rules. Obligatory rules
produce categorical behaviour, while
optional rules yield random variation.
Rather, this grammar consists mainly of
variable rules which capture the patterned
(vs random) variation which each subject
exhibits at any one time and across time
as Japanese-English becomes less Japanese¬
like and more English-like."

(1976 : 225)

The variable rule for the acquisition of the English

sound (1) is then expressed by the use of the conventions

of generative grammar and the notational devices developed

by Labov and others.

The variability model is important to our study

because it provides a theoretical basis and a methodological

tool for handling variability in learner's performance.

Variable rules can then be used to capture the underlying

variable performance of our learners through time.

2.6 Implicational Analysis

Like the variability model implicational analysis

is also a technique that is commonly used to analyse

variation in language performance and it can be used to

investigate both individual and group variability.

Implicational analysis or Scalogram analysis was first

proposed by Guttman (1944) for attitude measurement in the

social sciences and it is also called Guttman scaling

after the originator.

Guttman scaling is a technique that is commonly

used to analyze the underlying operating characteristics

of three or more items to determine if they form an

implicational order. In order to have a valid Guttman
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scale the items must be unidimensional, that is they

must all measure movement towards or away from the same

single underlying object and the second important condition

is that the items must have a special cumulative property

which implies that the component items can be ordered by

degree of difficulty and that individuals who reply

positively to a difficult item will do the same to less

difficult items and vice versa. The items also have to be

designed in such a way that they can be classified along

discrete levels e.g. pass/fail, yes/no, 1/0 etc.

Guttman scaling has been used in a wide variety

of social science research and its wide application is

suggested by Guttman when he states that

"Scale analysis is a formal analysis, and
hence applies to any universe of quantitative
data of any science, obtained by any manner
of observation."

(1950 : 88)

The first study to apply implicational analysis to

linguistic data was De Camp's (1971) description of a

post-creole continuum in Jamaica in which he ordered his

speakers according to an implicational continuum where

the presence or absence of a linguistic feature implies

the presence or absence of other features. Implicational

analysis has been used mostly in sociolinguistic studies

especially where variability is of central concern e.g. in

the analysis of data from Creole language (Bickerton 1975;

De Camp 1971; Washabaugh 1977) and it is becoming of

increasing importance in language change and second language

acquisition (Andersen 1978; Hyltenstam 1977; Piatt 1979).
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Implicational analysis is described by Andersen

(1978) as "both a device for displaying variable linguistic

data in ways which reveal underlying systamaticity in the

data and a theoretical explanatory model" ... [it] is a

technique for correlating certain attributes of language

use with individual speakers or groups of speakers of the

particular language under study such that the presence of

a particular attribute in the speech of the individuals

being studied implies the presence of certain other

attributes in their speech." (p.223-224). The cumulative

property of Guttman scaling means that the presence of a

difficult attribute implies presence of less difficult

items and vice versa. The data can then be analysed as

an implicational scale.

A hypothetical Implicational Scale can take

the following form:

Attributes

A B C D

1 1 1 1 1

2 1 1 1 0

3 1 1 0 0

4 1 0 0 0

5 0 0 0 0

'1' means attribute is present while '0' means it is not present

In this hypothetical case attribute D is the

most difficult so the subject that gets D will be expected

to get A, B and C etc. Every subject here therefore

conforms to the expected pattern.
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The above implicational scale is a perfect

Guttman Scale and such ideal scale patterns are not

expected in practice. The deviation from perfection of

a scale is measured by a coefficient of reproducibility

which is simply a measure of the relative degree with

which the distribution corresponds to that of a perfect

scale. According to Nie et al (1975 : 533) a "general

guideline to the interpretation of this measure is that

a coefficient of reproducibility higher than .9 is

considered to indicate a valid scale." Other measures

for determining a valid scale such as minimum marginal

reproducibility, the percent improvement and the coefficient

of scalability are also given in Nie (ibid).

It is also possible and in fact desirable as

Andersen (1978) suggest to display the actual performance

of individuals in addition to a table in which individuals

are grouped according to discrete levels because it would

reveal certain details about the performance of each

individual that will not be available from that using

discrete levels and its usefulness lies in the fact that

such a display of the data would permit the researcher to

test how well the individuals conform to the implicational

order.

2.6.1 Application of Implicational Analysis to Second
Language Acquisition Research

Hyltenstam 1977

In this paper Hyltenstam reports on the study of

the acquisition of Swedish negation by 160 adult second

language learners of Swedish. The subjects were drawn
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from different language groups and with varying

educational backgrounds.

The rule of negation that the learners are

supposed to learn simply stated is that the placement of

the negation is after the finite verb in main clauses

while it is placed before the finite verb in subordinate

clauses in Swedish. Using implicational scales to check

individual variable behaviour, Hvltenstam found that all

the learners showed similar patterns in their acquisition

of Swedish negation. On the regular route of acquisition

found among the learners he declared that "the available

facts seem to support a conclusion that there is a

successive and dynamic development from a simplified

grammar with overgeneralization to a more complex and

differentiated one in the acquisition of the syntax of

negation. This development seems to be unaffected by

factors such as native language, education, knowledge

of other languages, etc. since although the learners in

this investigation differ in many of these respects, they

still keep to the same pattern of acquisition." (1977 : 404).

The learners are then said to have one

interlanguage continuum, a continuum of increasing

complexity towards the target norm with individuals

located at different points of the continuum depending on

which parts of the Neg rule they have acquired, and

this continuum is illustrated in a diagram:
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NEG+Aux 1009

NEG+MV 100% I

NEG+Aux onset

NEG+MV onset

MV+NEG 100%

Aux+NEG 100%

MV+NEG onset

Aux+NEG onset

NEG+V

in

sub-
ord.

X X X X

X X X X

(e.g., 83 Time I)
(e.g., 231 Time II)
(e.g., 28 Time II)

(e.g., 33 Time I)
(e.g., 287 Time I)
(e.g., 50 Time I)
(e.g., 58 Time I)
(e.g., 346 Time II)

a b k 1 m n x

learners
1 e f g h i j

Figure (2.3)
The build up of the interlariguage continuum for syn-

tax of negation with Swedish as the target language.

Hyltenstam (1977)

Learners are marked on the x-axis while the

y-axis is a description of possible placements of negation.

Learners who have acquired only Aux + Neg are placed at

the lower left of the diagram-while those at the end of

the curve display a pattern which is in agreement with the

rules of Swedish. The continuum is an accumulative one

in that if a learner is placed at a certain point on the

y-axis it means that the pattern indicated there and all

those under it are found in his output, provided that the

patterns do not conflict with each other.

Apart from using implicational scales to map

out the developmental sequences, the systematic variation

of the learners and the sequential route they go through

in their acquisition of the rule of Negative Placement

are also formulated in two variable rules. These

variable rules, following Labov (1969), are constructed

to incorporate the fact that the variation observed is
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not just random but is constrained by environmental

factors and the environmental factors which are favourable

or unfavourable to the application of the rules are

included.

This study has then been able to account for the

learners systematic variation through the use of

implicational scales, variable rules and the notion of

linguistic continuum.

Piatt 1979

This paper reports on the result of an

investigation on copula usage in Singapore English (SE).

Piatt suggested that one important variable in SE and one

which is diagnostic as regards a person's position on

the continuum is the occurrence or not of the copula in

various environments. The data for the study is taken

from the recordings of 59 Singaporeans of different

language backgrounds (Chinese, Malay and Tamil) and with

different educational backgrounds.

Using implicational scales he ranked the performance

of his speakers in four environments (Pre-Adjective, Pre-

Locative, Pre-Predicate Nominal and Pre-Verb-ing) using

the following categories: + means categorical copula

realization, x indicated variable occurrence, 0 indicated

no occurrence and - means the environment did not occur

in the speaker's data.

From the implicational scale of copula occurrence

in individual environments he set up an implicational

table for the entire group:
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Pre Adj Pre Pred Nam Pre V-ing Pre Loc

X + + +

X X + +

X X X +

X X X X

X X X 0

Fig (3.4)

Implicational table of copula occurrence

(Piatt, 1979)

where
+ indicates categorical copula realization
0 indicates no occurrence of the copula in

the environment

x means that there is variable occurrence

of the copula in the environment.

Categorical copula insertion as seen in the

above diagram in the order: Pre-Locative, Pre-Verb-ing,

Pre-Predicate Nominal and Pre-Adjective; so categorical

copula insertion in pre-Locative environments is first

acquired while the pre-Adjective environment is where there

is the highest proportion of variation. The overall

scalability (we take it to be coefficient of reproducibility)

was 91.2% (90% perfect scales or better are used as

efficient approximations to perfect scale) and so the

result is highly significant.

Piatt also divided the speakers into groups

according to their educational background - the medium

of education (English, Chinese or Malay) and length of

education and he found that the pattern of the speakers

seemed to be affected by their educational background.
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The implicational order of Pre-Locative, Pre-

Verb-ing, Pre-Predicate Nominal and Pre-Adjective that

he found is, however, different from that of Labov

(1969) on Black English which was Pre-NP, Pre-Predicative

Adjective, Pre-Locative and Pre-Verb-ing. Unlike Labov,

Piatt also concluded from his findings that although

speakers have variable copula insertion, it does not

necessarily imply that they have a variable rule of

copula insertion. He then suggested that what would

account for copula insertion in SE is not a variable rule

but Bickerton's (1973) suggestion that for speakers with

inherent variation 'two quasi-equivalent rules (i.e. an

'old' rule and its replacement) would apply alternatively

for those persons in the process of losing the former and

acquiring the latter'.

It is however difficult to agree with this

conclusion because it would have been more revealing if

he had also included the performance of each individual

rather than just grouping them into discrete levels only.

As it is, we do not know the number of instances where

each of the environments was used by individual speakers

and the criteria for categorical copula realization is

not given. There is therefore the possibility that his

conclusion that the speakers do not have a variable rule

may be due to his abstraction of the speakers performance

into discrete levels. He has, however, used implicational

scales to describe learner's variation and to determine

the pattern of development of copula usage in the

environments specified.
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2.7 Integration of the Literature into our study

This study is essentially an investigation of

the learning processes involved in the acquisition of

Tense and Aspect, Articles and Modal Verbs by Nigerian

secondary school learners of English. One of our

objectives in this study is to investigate the developmental

sequences involved in the learning of the identified

English language structures by our learners who are drawn

from two different language backgrounds. Another

objective is to find out whether there is a systematic and

constant interlanguage continuum for the learners under

investigation and we shall also be examining the extent to

which the mother tongue influences the learning of the

target language structures under investigation.

Our aim in this chapter has then been to present a

review of second language acquisition issues and previous

studies in order to identify the key theoretical and applied

issues in the field and to examine their relevance to our

study. This we have done for each particular issue and

model considered and what we intend to do now is just a

presentation of a broad view of the relevance of issues

already raised to this investigation.

All the objectives listed above will be

reformulated as testable hypotheses and each hypothesis

will be tested by a combination of different analytical

techniques. In this investigation of the interlanguage

of learners we shall be using error analysis to identify

instances of deviations from the target norm. From the
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error analysis we will, among other things, examine the

acquisition sequences in the different linguistic structures.

Since we expect the learners to be at different points in

the learning process we shall be able to use the

developmental sequences to map out the learning continuum

of the structures.

Our learners are taken from four different time

points and we will therefore expect variability in their

output both qualitatively and quantitatively over time

and their output we assume will show increasing complexity

towards the target norm over time. In order to deal with

the inevitable individual and group variability we shall

be using the notion of linguistic continuum and the

techniques of variable rules (Labov 1969) and implicational

analysis in order to determine regular patterns in the

learners variable performance. A combination of these

different approaches would then give us a picture of the

complexification process that is an integral part of the

interlanguage continuum hypothesis.

Our study is then based on the theoretical

framework provided by previous scholars already discussed

in this chapter and we shall also be using methodological

procedures, with modifications when needed, that have

been used in previous studies.
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CHAPTER THREE

Description of the structures investigated in the study

3.0 Introduction

The purpose of this chapter is to present an

analysis of the structures under investigation and to

pinpoint areas we shall be examining since we cannot in

any way set out to exhaust the complexity of the structures.

The analysis of the structures are also used to provide the

framework for the design of the elicitation materials for

our study. We then present in this chapter a description

of i) Tense and Aspect, ii) Modal Auxiliaries and iii)

Articles of English and we also point out features which

we hypothesize will be problematic for learners and which

we then incorporate into the elicitation tasks to enable

us collect empirical data which can be used to verify our

provisional observations.

3 .1 Tense and Aspect

We shall in this section and the next (Sec. 3.2)

be examining the English verb phrase (VP). Following

Fletcher (1979 : 261) the VP is used to "summarize the

range of auxiliaries, modals and inflections which signal

temporal, aspectual or modal meanings (and thus differs in

its extension from the same term in transformational

grammars where it covers the whole predicate phrase, e.g.

Chomsky 1965 : 106)."

The features of the VP can be summarized by the

following phrase structure rules (PS rules):

Aux —Tense (M) (Aspect) (Chomsky 1965:107)
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and this rule can be expanded as follows:

Aux y Tense (Modal) (have+en) (be+ing)
The English VP as the rewrite rule above indicates

is obligatorily marked for tense (either present or past),

it may or may not contain one of the modal auxiliaries, it

may or may not contain a perfect form and it also may or

may not contain a progressive form. So the modal, perfect

and progressive are optional elements and where they are

present they occur in this order.

The above description is purely syntactic whereas

in the context of our study we cannot restrict our

investigation to the syntactic because our learners are

concerned with the acquisition of not only form but also

function and this is the basis of our descriptions.

In an attempt to analyse tense and aspect in

English we must bear in mind that it is difficult to draw

a line between the two grammatical categories. This

difficulty of separating temporal and aspectual distinctions

can for instance be seen in Leech's (1969 : 134) definition

of tense as

"... those grammatical features of the verbal
group which express relations of simultaneity
or overlap of time (i.e. relations involving
the system .—> TIM) or else relations of
'before 1/'after' (involving the system BEF) ."

s—

where his definition of tense seems to incorporate some

purely aspectual notions. Bearing this acknowledged

difficulty in mind we proceed with a description of the two

grammatical categories.
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3.1.1 Tense

Tense is a grammatical category that is used to

locate the time the verb refers to in terms of the situation

of the utterance. Although there is a relationship between

time and tense, we can distinguish the two concepts because

time is extralinguistic and is a universal concept whereas

tense is linguistic and is not a universal feature of

language. Lyons (1968 : 304-305) says that the

grammatical category tense:

"has to do with time-relations in so far
as these are expressed by systematic
grammatical contrasts ... [and]
. . . the essential characteristic of the

category of tense is that it relates
the time of the action, event or state
of affairs referred to in the sentence
to the time of utterance (the time of
utterance being 'now'). Tense is
therefore a deictic category, which (like
all syntactic features partly or wholly
aependent upon deixis) is simultaneously
a property of the sentence and the
utterance."

The function of tense as indicated above is to mark the

temporal location of the 'situation' the verb refers to

although it is obvious that the marking of temporal

distinction is not made exclusively in the verb but also

by the use of time adverbials like now, later, yesterday

etc.

Although we can segment time along the dimension

of past, present and future, English has two tenses: Present

tense and Past tense (Quirk et al 1972 : 84). Future time

reference is not regarded as future tense because "futurity

is never a purely temporal concept; it necessarily includes

an element of prediction or some related modal notion"

(Lyons 1977 : 677) . By identifying the moment of speaking
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Lyons (1977) proposes that we "can define a variety of

potential tense-distinctions in terms of simultaneity vs

non-simultaneity, proximity vs non-proximity, earlier

than vs later than, etc" (p.683). On this basis he draws

out tense distinctions which are very useful in that they

are not tied specifically to English and which we can use

to analyse the patterns we find in our language learners

system. Given that t is the zero-point referred to by

the adverb 'now' in English, then we have:

i) if t. = t ; t. refers to the same time as t and
1 o 1 o

will therefore define the notion of

present tense;

ii) if t^ = tQ ; t^ will refer to some point or period
that is not simultaneous with t , and

o

will define the non-present;

iii) if t. < t ; that is t. is earlier than t , t. will
i o i o 1

refer to some point or period in the

past ;

iv) if t. > t ; t. is later than t , t. will refer to
1 O 1 o 1

some point or period in the future.

We shall in this respect investigate the acquisition of

the simple present tense, simple past tense and also the

acquisition of future time reference.

3.1.1.1 Simple Present

The English simple present tense can refer not ju

to present time but also past and future time as well.

Quirk et al (1977 : 85-86) present the following four uses

of the simple present:
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(1) Present without reference to specific time; and two

types of this use are distinguished:

a. Universal time statements, which are particularly

associated with stative verbs and

b. Habitual time statements which are particularly

associated with dynamic verbs.

The habitual use is by far the most important group of the

uses of the simple present and it is on this usage that

our study will concentrate. The other three uses are

instantaneous use where the simple present is used to

signify an event which is simultaneous with the present

moment, for future time reference and for past time

reference.

3.1.1.2 Simple Past

The basic meaning of the simple past is to denote

that the happening the verb refers to took place at a given

time or in a given period before the present moment. The

specific time or period is characteristically given by

adverbs which accompany the past tense verb and which refer

to past time.

There are, however, some exceptional cases where

the past tense does not have to refer to past time and

these are in a) indirect speech where the past tense of the

reporting verb tends to make the verb of the subordinate

past, b) attitudinal past where the use of the past tense

is more concerned with politeness rather than 'pastness'

and c) the hypothetical past where there is the assumption

by the speaker that the happening described is non factual.

(Quirk et al 1972) . It is with the marking of pastness ■
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that we shall, however, be concerned in this area.

3.1.1.3 The Expression of future time

Although we cannot speak of a future tense

corresponding to the past and present tense in English yet

English has a number of ways of expressing future time

and the most important as Leech (1971 : 51) points out are:

1) Will/Shall + Infinitive : The parcel will arrive
tomorrow

2) Be going to + Infinitive : The parcel is going to
arrive tomorrow

3) Present Progressive : The parcel is arriving
tomorrow

4) Will/Shall + Progressive : The parcel will be
Infinitive arriving tomorrow

These verb forms have their particular nuances of meaning

and are not generally interchangeable.

Our study of future time expression concentrate

on the first three forms above and although will and shall

mark both modality and futurity in a way that is difficult

to separate, our attention in this section will be focussed

on the futurity of the event rather than its modality.

3.1.2 Aspect

Apart from tense we also have the grammatical

category called aspect. Whereas tense is deictic, that

is it "grammaticalizes the relationship which holds between

the time of the situation that is being described, and the

temporal zero-point of the deictic context", aspect is

non-deictic and is concerned with "such distinctions as

extension in time vs instantaneity, completion vs non-

completion and iteration vs non-iteration" (Lyons 1977 :

678 , 687) .
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Aspect refers to the manner in which the verb

action is regarded or experienced and in this connection

English has two aspects : the perfect and the progressive

which with some exceptions combine freely with tense.

3.1.2.1 The Perfect Aspect

The perfect is generally used to indicate a

period of time that began before, but continued right up

to, a point of time and this can be either present or

past, according to the tense. e.g.

present perfect : John has been in London for ten
years

past perfect : John had been in London for ten
years (before he got married)

The present perfect indicates a period of time

stretching backwards into some earlier time, although with

'current relevance'. The past perfect on the other hand

has the meaning of past-in-the-past, that is the activity

stated began before and continued right up to, the past

point of time indicated by the adverbial clause. It is

important for second language learners to acquire the

distinctions between simple past and the present perfect

as well as between present and past perfect. We shall

examine the stages which learners go through in their

attempt to acquire these different forms with different

functions.

3.1.2.2 The Progressive Aspect

Quirk et al (1972 : 92) describe progressive

aspect as indicating temporariness - "an action in progress

instead of the occurrence of an action or the existence of

a state" as in their example:
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Simple present : Joan sings well

present progressive : Joan is singing well

where the two sentences have the same tense but different

aspect - the first sentence refers to Joan's competence as

a singer while the second refers to her performance on a

particular occasion. This simple/progressive aspectual

contrast also applies to the past tense.

It is, however, not all subclasses of verbs in

English which normally occur in the progressive aspect and

we can in this connection draw a basic distinction between

stative and dynamic verbs and on this Lyons (1977 : 706)

comments that

"most verbs, in all languages, are inherently
dynamic, in that they normally denote either
events (including acts) or processes (including
activities), rather than states. Indeed, this
distinction between dynamic and static
situations is an important part of what we have
taken to be the ontological basis for the
syntactic and morphological distinction that
some, but not all, languages draw between verbs
and adjectives."

Stative verbs constitute the most important subclass of

verbs that do not normally occur in the progressive aspect

in English. Apart from the confusion of simple/progressive

distinction our learners have difficulties with stative

verbs and these learning difficulties are included in our

elicitation instrument.

3.1.2.3 The Perfect Progressive

With the perfect progressive, the perfect and

progressive aspects are combined and Leech (1971 : 44)

observed that "all feature of meaning associated with the

Perfect Aspect and the Progressive Aspect considered
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separately come into play in one way or another." The

perfect progressive can also be combined with the present

and past tense and both the present perfect progressive

and past perfect progressive are investigated in this

study.

3.1.3 Focus of our Tense and Aspect Investigation

As far as this structure is concerned we shall

be examining how our group of second language learners

come to learn the "phrases of the primary pattern [which]

contain forms of the primary auxiliaries only (BE, HAVE,

DO), and include phrases consisting of a single (full verb)

form." (Palmer 1965 : 55). Palmer (ibid) gives the

following paradigm for the verb TAKE:

(1) takes (9) is taken

(2) took (10) was taken

(3) is taking (11) is being taken

(4) was taking (12) was being taken

(5) has taken (13) has been

(6) had taken (14) had been

(7) has been taking (15) has been being taken (?)

(8) had been taking (16) had been being taken (?)

Out of these 16 forms the first eight are active , while

the last eight are passive It is with the first eight

forms:

(1) Simple Present

(2) Simple Past

(3) Present Progressive

(4) Past Progressive

(5) Present Perfect

(6) Past Perfect

(7) Present Perfect Progressive

(8) Past Perfect Progressive

and (9) Future time expression,
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that this study will use to investigate the developmental

stages learners go through in their attempt to acquire

tense and aspect of English.

3 . 2 The Modal Auxiliaries

The modal auxiliaries constitute a big problem

for foreign learners of English and the learning difficulty

is usually not with the surface positioning of the modals

in the sentence which is fairly easy to learn but lies in

the "recognition and proper use of the meanings underlying

the English modal verbs" (Cook 1978 : 5). It is then

obvious from this fact that a non-semantic basis for the

investigation of learners language will be descriptively

inadequate. Our investigation is therefore based on a

semantically-based account of the modal auxiliaries and

drawn from descriptions provided by Boyd and Thorne (1969) ,

Cook (1978) , Jarris (1972) , Leech (1971) , Mitchell (1974) ,

Palmer (1965, 1979) and Quirk et al (1972).

3.2.1 Modality

Modality, as Mitchell (1974 : 14) points out is

a semantic label which:

"cuts across the formal grammatical
classification of items into verbs,
adjectives etc. and the sub-
classification of verbs into
auxiliaries and "full" verbs."

We are then able to classify e.g. can, may, allow and

possible as modals and this point is illustrated by

Mitchell with the following sentences:

(1) John can't come to the cinema

(2) John isn't allowed to come to the cinema
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where (1) and (2) can be said to be paraphrases although

can in (1) is replaced by the passive of the non-auxiliary

verb allow in (2).

Similarly,

(3) Mary may be ill

(4) It's possible that Mary is ill

where (3) and (4) are semantically equivalent whereas the

common element of meaning is expressed by the verb may in

(3) and the adjective possible in (4).

We shall, however, in this investigation be

concerned only with the acquisition of modality which is

realized by means of a verbal group with a modal auxiliary

as operator as in (3) above. Some scholars (e.g. Ross

1969; Huddleston 1974) have argued that there is no need

to draw a distinction between auxiliary and main verbs

because there is no clear dividing line between them.

We, however, take the position following Palmer (1979 : 18)

that there are:

"clear formal criteria that allow us to

distinguish the modals from other verbs,
and to treat them as a subclass of the
auxiliaries, the other auxiliaries
being the 'primary' auxiliaries BE, HAVE
and DO."

and Palmer (1979 : 9) points out specific 'modal' criteria

to distinguish the modal auxiliary verbs from BE, HAVE and

DO and these are a) the absence of -s form for 3rd person

singular and b) the absence of non-finite forms - modal

auxiliary verbs have no infinitive or participial forms.

3.2.1.1 Kinds of Modality

Boyd and Thorne (1969) make the notion of 'speech
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act' central to their analysis of the semantic structure

of modal sentences in English. The main argument of the

speech act notion is that:

"a complete account of the meaning of a
sentence cannot be restricted to semantic

analyses as these are usually understood
and that they must be extended to include
information about the kind of speech act
involved in uttering the sentence - that is,
its illocutionary force."

(p.58)

Sentences are then analysed as having two sentential

elements: one carrying the illocutionary potential of the

sentence and the other its propositional content.

S ^ illocutionary potential + propositional content

The propositional content is the basic content of the

sentence while the illocutionary potential carries the

speaker's attitude to the proposition expressed in the

sentence. The modal auxiliaries have the common function

of marking this illocutionary potential and so in a sentence

like

He will go to London tomorrow

Boyd and Thorne argue that the function of the modal verb

will is to indicate that the illocutionary potential of the

sentence is that of being a prediction.

Cook (1978) , Lyons (1977) and Mitchell (1974)

among others make a two way distinction between the

Verdictive (epistemic) and Directive (deontic) functions

of modal verbs and it is this framework that is used in

our investigation of the modal auxiliaries. Mitchell

(1974) makes the comment that with the Directive function

or Deontic modality the speaker uses language
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events, to exercise control over people's
behaviour ... [and] This function is common
to linguistic activities such as granting or
withholding permission, imposing obligations
or excusing people from them, making suggestions
recommendations, promises, offers and so on."

(p.15)

while with Verdictive function or Epistemic modality, the

speaker uses modals

"to express a verdict, to make an assessment
or guess as to the factuality of a
proposition ... In this function, the
various modals are used to express whether in
the speaker's estimation the truth of the
proposition he is considering seems certain,
likely, possible, doubtful etc."

(ibid)

He also goes on to argue that the majority of the modal

auxiliaries share a systematic functional duality and

that the directive/verdictive contrast is also what

underlies the potential ambiguity of many modal sentences

such as:

Those girls may not read in bed

(a) I forbid them to read in bed DIRECTIVE

(b) Perhaps they don't read in bed VERDICTIVE

3.2.2 Focus of Modal Auxiliaries Investigation

In this investigation we have concentrated on the

modal auxiliaries can, may, will, shall and their past

tense forms could, might, would and should, and must which

has no past tense form. We have limited the scope of the

study to what we consider to be the main learning problem

here which is the recognition and proper use of the

meanings underlying the English modal verbs, the use of
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modal auxiliaries for negation and interrogation are

excluded.

Most of the modal verbs are plurifunctional in

nature and this plurifunctional pattern is analysed

here in terms of the epistemic/deontic modality discussed

above. The modal verbs and their meanings that are

examined are as follows:

Will

Will and shall are both markers of future time

reference and were considered future tense markers in

traditional grammars of English. They also have

modality functions apart from marking future time and it

is very difficult to separate these two functions and as

Lyons (1977 : 816) puts it "Reference to the future,

unlike reference to the past, is as much a matter of

modality as it is of purely temporal reference."

Boyd and Thorne (1969 : 63-64) in their discussion

of will argue that "the only function of the modal verb

will is to indicate that the illocutionary potential of

the sentence in which it occurs is that of being a

prediction." Mitchell (1974) also identified what he

called the PREDICTIVE function and the predictive function

of will is viewed as an aspect of epistemic modality and

this is so because "when a speaker is making predictions

about the future, he is making an assessment or guess in

much the same way as when he is using language to make

VERDICTIVE utterances. The difference is that his

assessment or guess concerns not the factuality or truth

of an existing state of affairs but the likelihood of
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occurrence of a future event or state of affairs, but in

both cases the speaker is guessing about something he

does not know for certain, hence the 'epistemic' nature

of predictions." (p.22).

Shall

As mentioned above will and shall both mark

futurity and with I and we are virtually interchangeable

in future use with only stylistic differences. In

modality function, however, shall is never epistemic; the

speaker, in modal usage, uses shall to give an undertaking

or guarantee that the event stated will take place. It

is this deontic use of shall to offer 'guarantee' that we

shall consider in this investigation.

Can

The modal auxiliary can can be used to express

possibility, permission and ability. The acquisition of

these meanings of can are investigated in rhis study

Max

The chief meanings of may are the expression of

possibility and permission. As far as possibility is

concerned, may is common in statements but does not occur

in questions. As for expressing permission, it is

considered more polite than can and so is generally used

in formal English.

Leech (1971) points out that the ambiguity of

a sentence like

Ke may leave tomorrow ('permission' or 'possibility')

is only on paper and rarely arises in speech because may
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in the 'possibility' sense is stressed, whereas it is

usually unstressed in the 'permission' sense.

Must

Must can be used to express logical necessity

or obligation. With logical necessity e.g.

That must be the milkman

must is used here to express what is not experienced

directly but a logical deduction based on the circumstances.

With the expression of obligation the usual implication of

must as of may (= 'permission') Leech (1971 : 72) observes

is that 'the speaker is the person in authority: he is

the one who gives the orders [and] consistent with this

principle, I must, and we must convey the idea of self-

compulsion ..."

3.2.2.1 Modality and tense

Modal verbs CAN, MAY, WILL and SHALL have

morphological past tense forms could, might, would and

should. All these are in origin past tense forms but

are not semantically limited to the expression of past

time in modern English, and generally the past tense

forms have past time meanings in past discourse contexts

but have present meanings when used in present time

contexts. As Palmer (1979) points out there are "very

severe restrictions on the past tense for past time

marking. Could and would may mark past time, but only

under certain conditions. Might is rarely used for

past time, and should never" (p. 29-30). Would, could

and might are also used to mark tentativeness or unreality.
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He goes on to mention that the only construction in which

there is a regular relationship between the present and

past tense forms is in the sequence of tenses required

by the reported speech:

He will / shall / can / may come tomorrow

I said he would/ should/ could / might come tomorrow

The modal auxiliary 'past tense' forms seem to

constitute an even bigger problem for second language

learners and it is the following forms and their meanings

that we shall be concerned with:

Could

Could can be used to indicate possibility in

past time, e.g.

In those days voyages across the Atlantic could be very dangerous

and can also be used to indicate theoretical possibility

even though it could be contrary to fact as in Boyd and

Thome's (19 6 9 : 73) example:

We could be in Africa

which can be meaningfully used on a fine night in Scotland.

Could can also be used to give the past permission

and past ability senses of can. The uses of could that

we will be concentrating on are those set in past time

discourse contexts and having past time meanings.

Might

Might can be used to indicate possibility like

may except that it indicates a little less certainty.

Unlike may, however, the permission sense of might is

rare in English and will not be elicited.
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Would

Would is the tentative form of WILL and can also

mark past time. Palmer (1979) suggests that would can

be paraphrased as "I should think that ...' or even

better, 'It would be reasonable to conclude that

and this he argues "shows how it is related to will, but

also accounts for the tentativeness as a kind of

conditional" (p.48).

Should

As pointed out above, should except when used

as a form of SHALL in the reported speech has nothing

in common with shall. Should, unlike other past tense

forms, is not used in the past and Palmer (1979 : 48)

comments that should in the epistemic sense "does not

express necessity; it expresses rather extreme likelihood,

or a reasonable assumption or conclusion."

The following table gives a summary of the modal

auxiliaries and their meanings studied in this investigation

in relation to the epistemic/deontic classification

(Epistemic modality deals with the truth value of the

sentence while deontic modality deals with permission,

obligation and ability):
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Table 3.1 Summary of Modal Auxiliaries Investigated

INDDAL AUXTT.TARY FORM AND MEANING EPISTEMIC DEONTIC

Can Can-^ ' Possibility'

Can3 'Permission1

Can3 'Ability'

-/

y

y

May May^ 'Possibility'
May2 'Permission'

y
/

Must Must^ 'Logical Necessity'
Must3 'Obiigation'

*/
y

Will Will 'Predictive' /

Shall Shall 'Guarantee' y

Could Could1 'past Possibility'
CoiQfL 'past Permission'

Could^ 'past Ability'

/
/

Might Might 'Possibility' y

Would Would 'Probability' /

Should Should ! v

3.3 The Articles System

The articles are central within the class of

determiners and it is the determiners together with

nouns which constitute the noun phrase (NP) in English.

The structure of the NP can be captured by the following

PS rules:
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f Prop N )
NP ) \ Pron > (S)

I D N )
and from this rule we can distinguish proper nouns and

pronouns which do not normally take determiners from

other nouns of English.

Like all other structures under investigation

in this study the determiners pose considerable

difficulties for second language learners of English.

The term determiner is described by Lyons (1977 : 452)

as "currently used by linguists to label a class of words

which includes the definite and indefinite articles,

the demonstrative adjectives and a variety of other words

that have much the same distribution as the definite

article in sentences of English and certain other

languages." The following rewrite rule expresses the

description of the determiner system:

Det (pre-Article of) Article (post-Article)

Chomsky 1965 : 107

where the determiner is rewritten as article with

predeterminers and post determiners as optional items.

Determiners occur with nouns and on their broad

semantic function, Lyons (ibid) makes the point that "it

is characteristic of at least the most typical determiners

including the definite article, that their primary

semantic function is that of determining (i.e. restricting

or making more precise) the reference of the noun phrase

in which they occur." It is, however, with the article

system within the class of determiners that we are



96.

concerned with in this investigation especially the three

articles a(n), the and zero (0-Art). These articles of

English contribute different features to the nouns they

determine and it is the processes by which our learners

come to acquire these features of the article system that

we shall be concerned with in this part of our study.

3.3.1 Definite/Indefinite distinction

The system of articles marks referentiality of

noun phrase within which we can identify the system of

definiteness:

Article —7* [+ Definite] (Chomsky 1965 : 107)

and as the above rule indicates we have both definite

and indefinite articles.

The indefinite form according to Quirk et al

(1972 : 154) is "taken to be the 'unmarked' term in the

system of definiteness because it is natural to consider

indefinite as being basic to definiteness". In contrast

to the definite article, the indefinite article is used

with a noun in a context which is non-definite - that is

a situation which is not known to the hearer through the

linguistic or situational context.

The definite article,on the other hand, is used

to mark noun phrases which have specific referents and

which are assumed known to the hearer. These include

noun phrases with unique referents (e.g. the sun); those

which are considered within the common knowledge of the

language community (e.g. the government); those whose

referents are physically -present and those used for back

reference to a previously mentioned NP (first mention is
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usually with the indefinite).

Quirk et al (1972 : 147 ff) distinguish specific

and generic reference and its relationship with the

definite/indefinite distinction. Specific reference

refers to a specific referent, e.g. dog in:

Mary has a dog

while generic reference refers to a whole class, e.g.

Dogs are useful pets

The relationship of definite and indefinite on the two

are illustrated as follows:

Fig. 3.1 Type of reference

DEFINITE INDEFINITE

SPECIFIC
REFERENCE

the tiger
the ink

the tiaers

a tiger
(some) ink

(some)tigers

GENERIC
REFERENCE

the tiger
a tiger ink

tiaers

(Quirk et al 1972)

As shown above, with definite specific reference, the

definite article is used for all noun classes while with

indefinite specific reference singular nouns take a(n)

while plural count nouns and mass nouns take zero article

or some. With generic reference, the distinctions of
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number and definiteness are neutralized with count nouns

since the generic concept refers to a whole class while

with mass nouns only the zero article is possible and so

in standard English generic reference can be marked by

a (n) , the or zero.

3.3.2 The definite article

The definite article has no content on its own

apart from indicating that the noun it refers to is

specific and identifiable, it is thus "a specifying

agent, serving to identify a particular individual or

subclass within the class designated by the noun"

(Halliday and Hasan 1976 : 71) .

Quirk et al (1972) point out that the definite

article can be used for linguistic and situational reference,

a distinction which is identical to what Halliday and .

Hasan call exophoric (situational) and endophoric (textual)

reference. The use of the definite article in linguistic

or textual reference can be anaphoric or cataphoric and so

we can identify three main uses of the: anaphoric, cataphoric

and situational. Halliday and Hasan (ibid) make a further

subdivision of the 'situational' or indexical the,

distinguishing exophcric reference which does not depend on

the specific situation which they called HOMOPHORIC from

the situationally specific type.

For our investigation of definite article usage

we have used a model based on description provided by

Halliday and Hasan (1976) and Quirk et al (1972) and the

following figure gives a summary of the model:
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Fig. 3.2 Definite article reference

REFERENCE

EXOPHORIC

(Situational)

Immediate situational
reference

Reference identifiable
on extralinguistic
grounds whatever the
situation

(Kanophoric)

Situationally
specific type

Unique
Reference

Reference more

specific to a
particular
society or
community

ENDOPHORIC
(Textual)

Cata- Ana¬

phoric phoric

From this figure we can then identify the

definite article usage that we shall be concerned with

in this investigation:

1. Anaphoric

2. Cataphoric

3. Indexical

a. those with unique reference

b. those with reference more specific to
a particular community

c. those referring to immediate situational
instances.

3.3.2.1 Anaphoric and Cataphoric 'the'

The anaphoric the refers back to a noun already

introduced and mentioned in a context usually by a(n) and
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the use of the to refer back to the noun phrase is to

indicate that it has become definite, e.g:

John ordered a book and the book has just arrived

The anaphoric the, unlike other uses, is cohesive because

it relates back to a previously mentioned noun with which

it is connected by semantic relations and the common

context of situation. Halliday and Hasan (1976 : 73)

observe that contrary to a commonly held belief that the

typical function of the is anaphoric, purely anaphoric

reference "never accounts for a majority of instances in

pragmatic speech : in pragmatic speech the is primarily

exophoric, and in most other varieties of spoken and

written English its predominant function is cataphoric."

Cataphoric the has forward reference to a

postmodifying prepositional phrase or relative clause

within the same noun phrase in which it occurs and it is

then used to indicate that the modifying elements are to

be taken as defining as in, e.g.

The team in red jerseys

The Nigeria of those days

3.3.2.2 Indexical 'the'

Indexical the is used for situational reference

and it involves the use of the with nouns whose reference

can be identified from the situation by those involved in

the communication event. This use include those which

refer to unique concepts e.g. the sun, the moon, the Pope;

those which are more specific for a particular society,

community or even a smaller group with similar background



101.

or experience e.g. the government, the pressour/the

class' with nouns related to it like the classroom, the

teacher etc. and indexical the is also used to refer to

immediate situational instances which serve as the

referential basis e.g. Bring the ball, clear the snow etc.

Although we have identified these different uses

of the definite article, they are not discrete functions

as one may infer from Quirk et al (1972) . Halliday and

Hasan (1976) point out that "these various types of

reference are not mutually exclusive and that a given

occurrence of the might have only two or even three

functions at the same time" (p.73). This point is

illustrated by their constructed example where although

rare in normal usage the has all three types of reference:

Look at the moon I The daytime moon always
seems so sad.

In the above example, the second occurrence of the is

cataphoric to daytime, anaphoric to the earlier moon,

and exophoric in the 'homophoric' sense, since there

is only one moon, and also in the situational sense since

it is specifically an object of attention, (ibid).

While pointing out that the various uses of the

definite article may not be mutually exclusive, it is

through the use and non-use as the case may be of the

definite article in the types of reference identified

above that we will investigate the acquisition of the

definite article by our learners.
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3.3.3 The indefinite article

The indefinite article is used to mark noun

phrases with indefinite reference and these can be either

specific or generic. The indefinite article is used

with [+ specific referent] noun phrases when they are

first mentioned in a speech utterance and so are assumed

to be new information to the hearer and this introductory

a (n) occurs with singular count nouns. The indefinite

article can also be used to mark generic reference (Sec.

3.3) where it means that the noun phrase it refers to

denotes all members of the species or class, and with

this usage the noun phrase with a(n) usually functions as

subject.

3.3.4 The zero article

Learners of English have to learn not only the

use of the definite and indefinite articles but also the

zero articles - i.e. contexts in which the noun is not

accompanied by an article. Such contexts are usually

those in which determiners are not required as for

example in situations where there is no need for any

extra specification to that indicated by the noun or

where the noun expresses the concept of generality or

abstractness.

The acquisition of the zero article in the

following contexts are investigated in this study:

a) proper nouns - which take the zero article because

the noun is an inherent identifying property and

does not need any specification, limitation or

restriction. It is only in situations with special
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meanings that proper nouns have restrictive

modifications, e.g. The John I spoke to you about.

b) mass nouns : both concrete and abstract mass nouns

are used with the zero article when they have

generic reference, e.g.

He wants to buy sugar,

He likes music

c) plural count nouns : with plural count nouns the

zero article is used when the nouns have generic

references; and

d) common nouns : there are some common nouns which take

the zero article in certain contexts and these are in

"abstract, or rather specialized use, chiefly in certain

idiomatic expressions" (Quirk et al 1972 : 156), e.g.

go by car etc.

3.3.5 The influence of Syntactic environments

We also investigate whether different syntactic

environments play any significant role in the process of

the acquisition of the English article system. It is

hypothesized that the acquisition of the article system

will start from one linguistic environment and then

gradually extend to others (De Camp, 1971) and in order

to test this we then put up the hypothesis that the

acquisition of the article system is hierarchically

ordered according to different syntactic environments

and for this purpose we examine the acquisition of the

article system in three syntactic environments:

a) Subject noun phrase (NP + V)
b) Object noun phrase (V + NP)
c) Prepositional phrase (Prep + NP)
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CHAPTER FOUR

Elicitation Materials, Pilot test and
Administration of the Experiment.

4.0 In this chapter we describe the materials used to

elicit our data, the administration of the pilot test

and the design and administration of the main experiment.

4 .1 Elicitation Procedure

The main objective of this study is the

investigation of some aspects of the target language

production of second language learners of English and

it will therefore be based on language data produced by

the subjects. In order to generate the type and

quantity of data that will be adequate for our study v/e

have to decide on the elicitation procedures to use.

Corder (1973) in his paper entitled 'The

elicitation of interlanguage' describes an elicitation

procedure as

"any procedure which causes a learner
to make a judgement about the
grammatical acceptability of a form or
provokes him into generating a linguistic
response."

(p.41)

He also draws a distinction between textual and

intuitional data and argues that if we are to provide

descriptively adequate accounts of the learner's

interlanguage, our description must not only take account

of but must also be in accordance with the learner's

grammatical intuitions about his interlanguage. The
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distinction raised by Corder is crucial because the data

on which investigations of first language and second

language have been of these two kinds: textual or

performance data which are based on spontaneous linguistic

production by the speaker and intuitional data which are

"based on speaker reaction to already produced sentences,

such as judgements of grammaticality and ungrammaticality,

paraphrase, synonymy, ambiguity, relatedness, etc."

(Schachter et al 1976 : 68).

Many second language acquisition studies have,

however, relied on only textual data and thereby neglecting

intuitional data. Selinker (1972) for example, explicitly

rejected the use of intuitional data in interlanguage

studies. His suggestion was that we should "focus our

analytical attention upon the only observable data to

which we can relate theoretical predictions : the utterances

which are produced when the learner attempts to say

sentences of a TL" (p.34). The limitations of textual

data as the only basis of the investigation of learner's

language are obvious. The textual data used is usually

not spontaneous language produced by the learner under

the pressure of natural communicative needs but are

produced under classroom conditions or similar situations.

The learner's production can be affected by restricted

topics, restricted functions, restricted time and of course

the social relationship between subject and researcher and

all these may result in the learner producing only a few

utterances which will meet the minimal needs of the task
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and this limitation in quantity can affect the result

of the study. The learner will also place limitations

on the quality of the data by selecting from his

repertoire only the patterns he is reasonably sure he

knows and by avoiding structures that he believes will

cause errors. Using textual or performance data solely

to investigate learner's language means that the

researcher will only be investigating what the learner

wishes to reveal about his language system and this is

why Corder (1973 : 39) says that "a description based only

on textual data cannot achieve more than observational

adequacy". He therefore proposed that whatever

hypotheses we derive from such data should be validated

by the learner's intuitional data : that is we give the

learner the opportunity to use the intuition of his

grammatical competence to accept or reject a given target

language form. The importance of intuitional data

in addition to textual data in the investigation of

learner's language is also recognized by Schachter et al

(1976) who in an experiment with 100 ESL students found

that the use of intuitional data provided a lot of

insight into second language learners knowledge of the

target language.

For our investigation therefore we will use

elicitation procedures that elicit the two kinds of

data. We will need to put some constraints on the

learner's production and these constraints are based on

the hypotheses we have formed from our knowledge of the

learners interlanguage. We will therefore make it
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impossible for our learners to avoid the structures we

are investigating and we will also make sure when

designing the elicitation instruments that the learners

will produce sufficient quantities of the structures we

are investigating. By giving as much time as possible

for the elicitation tasks the learner will then be able

to use both his explicit and implicit knowledge of the

target language (Krashen, 1976), and by giving options

he will have to use his grammatical competence to

make judgements on given target language forms and through

these devices we shall then have data which will include

the learner's intuition in the target language production

we elicit.

4 . 2 Design of Elicitation Materials

The starting point of the construction of our

elicitation materials was an examination of free

compositions on a range of topics from learners in

comparable grades to the learners in our experimental

investigation. These free compositions coupled with the

investigator's experience as a second language learner

and several years of teaching English as a second language

provided a preliminary knowledge of the structures which

are problematic for our learners. Because the compositions

were drawn from a large crosssection of the population

we are investigating we were able to propose tentative

ways in which the structures were problematic.

It was on these basis that we designed the

elicitation materials which we used to generate linguistic
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responses from our learners. We also made sure that the

features we are investigating are elicited in such a way

that we can count and quantify learners performance.

This is to enable us to have objective results that are

capable of being used to draw comparisons between

individuals as well as groups of learners at different

time points in the learning continuum and also to draw

comparison between the two mother tongue groups. The

quantification of our results will then enable us to

make general statements about the learning process of

our learners.

4.2.1 Elicitation Instrument Task I : Tense and Aspect

The starting point of the designing the materials

for this task as well as the others are the above

considerations. This elicitation instrument is made up

of 54 discourse-completion multiple choice items. Six

test items were set on each of the following areas:

1. Simple Present 4. Present Progressive

2. Simple Past 5. Past Progressive

a. Past regular 6. Present Perfect

b. Past irregular 7. Past Perfect

3. Future time expression 8. Present Perfect
Progressive

a. will + Infinitive
9. Past Perfect

b. Be going to + Infinitive Progressive

c. Present Progressive

For each test item we present a sentence or

sentences which are as far as possible "anchored in

realistic discourse contexts" (Oiler 1979 : 239). The
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tense and aspect features are deleted and a five item

choice presented so that the learner has to make a choice

and by so doing provide us information about his

knowledge of the target language since his choice can only

be based on the grammar of his interlanguage. Even when

the learner guesses we can safely assume that his guess

is to a large extent based on what he perceives to be

right.

4.2.1.1 Selection of distractors

The importance of the selection of suitable

incorrect forms or distractors is emphasized by writers

on multiple choice tests (e.g. Allen and Davies 1977;

Oiler 1979 etc.). The distractors take on even more

importance in elicitation materials as compared to tests

because as Corder (1973 : 40) says "it depends crucially

on the nature of the distractors whether we can infer

something about the nature of the learner's language

from them [tests] or not" and he goes on to say that "if

the distractors are selected on the basis of a study

of the sort of errors made by learners at the stage for

which the test has been devised, then the way the testee

responds may reveal something about his intuitions" (ibid).

Our distractors are drawn from the pool of incorrect forms

found in the free composition of learners, on error types

identified by previous researchers (e.g. Afolayan 1968 :

325-331) and the investigator's experience as a teacher

of English at different levels in Nigeria.

Based on all these criteria the distractors in

this task can be put into the following groups:
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Change of Tense

The present and past tenses as well as future

time expressions are given as distractors to

elicit the grammatical competence of learners

as far as choosing the appropriate tense is

concerned. With past tense, verb forms to

elicit regular and irregular verb forms are

also given.

Change of Aspect

In order to tap the learning of aspectual

distinctions by our learners we have sometimes

included the Perfective and Progressive markers

when not needed. From the free compositions we

found that learners have problems with stative

and non-stative verbs and so in some instances

stative verbs + Progressive markers are also

included as distractors in identical situations

to that found in learners free production.

Inflected/Uninflected forms

As pointed out earlier (3.1.2.1) the inflectional

endings constitute problems, not just in past

tense marking but also in the marking of third

person singular verbs. We have in some items

given inflected and uninflected forms as

distractors.

Change of Voice

Although we stated earlier (3.1.3) that v/e will

not be investigating the use of passive voice,

we have included a few passive forms (BE + Past
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Participle form) as distractors because we found

such usage in learners free production,

e . 'Ungrammatical' sequences

In order to present learners with the sort of

alternatives generated by their interlanguage

we have included a few 'ungrammatical'

sequences, e.g.

i) S + Ving iii) S + will .+ Ving

r ii) S + HAVE + Ving iv) S + will + Ved

4.2.2 Task II : Modal Auxiliaries

A tentative comparison of the English of native

speakers and our second language learner shows that the

native speaker uses modals far more often than the second

language speaker. This fact is also borne out from

learner's free composition in which learners preferred

alternative syntactic categories to modal auxiliaries

in expressing modality. What we can infer from this is

that the learners play safe by avoiding what they consider

to be unnecessary risks since in such spontaneous production

as essay writing etc. they are free to choose the structures

they use. Even on occasions where modals are used we

found that learners quite often made the wrong choice.

Afolayan (1968 : 350) attempts to explain the Yoruba

learners of English problems here when he states that:

"there is a many-one relationship between
the modal forms in English and those in
Yoruba; for example can, could, may and
might are matched by Yoruba ' le '; have to,
ought to and must are matched by Yoruba
'gbode' and ouqht to may also be matched
by 'ye' "
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The situation of Igbo is also similar and it is not

surprising given this kind of situation and the complexity

of English modals that they pose such difficulties for

second language learners. Because they are difficult

learners will therefore tend to avoid using them and any

elicitation instrument which will generate enough usage

will therefore have to compel the learner to produce

them.

4.2.2.1 Task II Elicitation Instrument

The modal verbs and their meanings we set out to

elicit are given earlier (Sec. 3.2.2). The elicitation

instrument for this task is also a discourse-completion

multiple choice exercise. For each modal verb meaning

three items are set making a total of forty five items.

Because the modal verbs are capable of expressing

different meanings the discourse completion sentences are

set in such a way that a correct answer is possible in the

given context. Each sentence containing a test item is

a meaningful and coherent stretch of utterance and is

put in contexts with which our learners are familiar.

A four item alternative choice is presented for

each test item and as in Task I, the distractors are

based on learners free production and the investigator's

experience of learners problems. Another point taken

into consideration with the selection of distractors was

that for each meaning being tested e.g. 'possibility'

only one modal verb capable of expressing this meaning is

included and others with the same meaning are excluded

from the given alternatives so as not to confuse the
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learners. In some instances apart from other modal

auxiliaries denoting incorrect verb meanings in a given

context forms of the primary auxiliaries BE and HAVE are

also given as distractors because such sequences were

found frequently in learners free production. The

distractors are then selected in such a way that it should

be possible for us to see the developmental sequences in

the acquisition of modal verbs and their meanings.

4.2.3 Task III ; Articles

As in other tasks the starting point of our

elicitation instrument is the error analysis of learners

free composition where we found that learners have

particular problems with article usage in English. Our

elicitation instrument is therefore designed to elicit

the processes involved in learning the article system of

English by our second language learners. Our elicitation

instrument is designed to investigate the patterns in
\ '

article system acquisition, the use of indefinite articles

and the influence of the linguistic environments in which

they occur (e.g. Subject, Object, Prepositional Phrase) on

the learning of the articles. The developmental sequences

involved in learning the cataphoric, anaphoric and

indexical definite are investigated as well as the

distinction between a/an indefinite article. Mastery of

article usage in English also demands that the learners

know when articles should not be inserted and the task is

also designed to investigate the stages through which the

learners restrict their initial overgeneralisation rule

and in this instance we examine the use or non-use of
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articles before mass nouns, plural count nouns, proper

nouns and idiomatic usages that do not require articles.

The elicitation task is again designed to compel

the learners to use the articles. It is a sentence

completion exercise and the sentences are given as three

passages of continuous writing on topics which are

familiar to the subjects. From the sentences articles

are deleted and the subjects are asked to insert into the

blank spaces a/an, the or zero if they think no article

is needed. The sentences in the passages are designed

to elicit a controlled production of article usage in

different linguistic environments.

4.2.4 Vocabulary control

The vocabulary items in all the elicitation

tasks were strictly controlled to ensure their

appropriateness. Prior to the design of the elicitation

instruments an examination of the school English textbook

used by the learners provided a fair idea of the

vocabulary range of our subjects. Both before and after

the pilot test the test materials were also discussed

with the teachers who know the learners best. As a

result of this consultation a few lexical items were

substituted. After the pilot test the subjects in the

try-out group were also asked to pass comment on any

difficult items and we found general satisfaction and

so the vocabulary items in the tasks for the main

experiment are assumed to be appropriate for the subjects.

Apart from the vocabulary control, attempts were also
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made to ensure that the contents of the elicitation tasks

were not outside the range of experience of the learners

and so we have used local situations, seasons, names etc.

with which the subjects are familiar.

4.3 The Administration and findings of the Pilot Test

4.3.1 Aims of the Pilot Test

The pilot test was carried out by the investigator

in May 1982 and had the following aims:

i) to determine the appropriateness of the

elicitation techniques

ii) to determine the reliability and validity of

the elicitation tasks

iii) to determine the effectiveness of the test

items in generating learners target language

responses

iv) to check the appropriateness of the

vocabulary items used in the tasks, and

v) to anticipate administrative problems that

may occur in the main experiment and seek

solutions to them.

The pilot test is therefore a trial run and would help

us to determine other details like the time needed for

each task, venue of the test and the kind of supervision

required.

4.3.2 The Pilot test Subjects

Out pilot test was administered to 40 subjects

(25 male, 15 female) drawn ten each from Classes 1 to 4.

The Class 5 pupils could not be used because it was

getting to the end of the session and they were busy
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making final preparations for their West African School

Certificate Examination. The school in which we did

the pilot test was different from those used in the main

experiment in order not to compromise the tasks and for

this reason all the test papers used or unused were

collected after each exercise. The ten pupils from

each class were randomly selected and all the tasks were

centrally administered to ensure that similar conditions

prevailed for the entire group.

4.3.3 Administration of the Elicitation Instruments

4.3.3.1, Task I : Tense and Aspect

This elicitation instrument, a 54 item five

option multiple choice test was administered to all the

subjects. The subjects were given as much time as they

felt they needed for the task. From the completed test

papers we calculated both individual and group scores and

we found that the performance of our learners varied with

increasing progress both qualitatively and quantitatively

from one time point to another.

An item analysis of the 54 test items were also

carried out in order to determine the suitability of each

test item. The facility value of each test item was

calculated to determine its relative difficulty or ease

because items that are too easy or too difficult will not

show any differences in performance between learners at

different stages and any such items will be replaced in

the main experiment. Thus the facility value (FV) is

described by Ingram (1968 : 199) as "the percentage of
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successful answers in relation to the total possible

answer" and the formula used for calculating the FV is:

Maximum Number of correct answers
x -^00

Total number of scripts

Oiler (1979) points out that there is nothing

absolute about these FV values but that some limits are

needed as guidelines when assessing items in a test.

Oiler (1979 : 247) suggests that items with 15-85% FV

are preferred in a good test while Heaton (1975 : 173)

prefers a narrower range between 40 and 60% although he

considers those between 30 and 70% acceptable. The FV

of our Task I items range between 33 to 78% with an

average of 55% and from this analysis we concluded that

the level of difficulty of the items are suitable for

our purpose.

Apart from the FV, the discrimination index (DI)

of each test item was calculated to determine its level

of discrimination. This was done by using the method

described by Ingram (1968 : 199) as "the Estimate of the

first group in ratio to the third group, or E^ _ 3".
The basic idea of this is that subjects in the upper third

should get any item right more often than those in the

lower third.

The formula used is:

E^_2 = Difference
n

where Difference = number of correct answers in the upper

third minus the number of correct answers

in the lower third

n = Total N
3
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For acceptable DI values, Oiler (1979 : 252)

points out that professional testers set a value of .25

or .35 as a lower limit on acceptable discrimination

index, while Heaton (1975 : 177) suggest .30. Using

this criterion all the test items were found satisfactory

except for one test item which was to be replaced in the

main experiment but was again mistyped and had to be

left out of the analysis leaving us with 53 items for the

main experiment. The FV and DI of Task I pilot test

items are given in Appendix

4.3.3.2 Task II : Modal Auxiliaries

This elicitation task is a 45 item four option

multiple choice exercise. All subjects in the try-out

group participated in it and they were also given as much

time as they needed to complete the exercise. The

completed scripts were again marked and individual and group

scores calculated. From our analysis we found variation in

the performance of learners with increasing progress from

one stage to another. The FV and DI of each test item

were also calculated (see Appendix ) and on the basis of

these we concluded that the test items are adequate for

our purpose in terms of their level of difficulty and

discrimination as seen in the varying performance of

learners at different stages. The overall FV average of

the pilot test task was 48%.

4.3.3.3 Correlation between Task I and Task II

After the completion of Task II analysis, a

correlation between Task I and Task II was carried out to

check the correspondence between the performance of our
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try-out group on the two tasks, more so since both are

concerned with the acquisition of the VP in English

(Sec. 3.1) . For this purpose we set up a null hypothesis

which states that there is no correlation between the

performance of our testees in Task I and Task II.

To test this null hypothesis we used the Spearman

rank order correlation using the formula:

rho = 1 - 6 D2
N(N2-l)

where D = difference between a pair of ranks, and

N = number of pairs of ranks involved

and we had

rho = 1 - 6 x 2304
40(1600-1)

= 0.78

The value of rho required for significance is P = .05,

rho = 0.365; P = 0.1, rho = 0.478 (See Table in Elzey

(1965) taken from Johnson and Leone 1964). Because the

obtained rho of 0.78 is larger than required for

significance we reject the null hypothesis and conclude

that there is a significant correlation between Task I

and Task II. Following Connolly and Sluckin as quoted

by Allen and Davies (1977 : 25) we see that the obtained

rho of .78 shows high correlation which is an indication

of a marked relationship between the two elicitation tasks.

4.3.3.4 Task III : Articles

This elicitation task is made up of three

passages where articles with different usages and in

different linguistic environments are deleted and the
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subjects were asked to insert appropriate articles i.e.

a(n), the or zero 0. The passages were tested on all

the subjects and as in the other tasks they were allowed

to spend as much time as they wanted on the exercise.

The completed papers were marked and both individual and

group scores calculated and from our analysis we found

that the quantity and type of errors varied from time

level to another and from this preliminary analysis we

concluded that it is an effective elicitation task.

We found that generally speaking, the performance

of our pilot test subjects here was overall better than

their performance in both Task I and Task II, we had an

average of 72.4% for the definite article, 76.2% for the

indefinite and 54.7% for the zero article. It then

seemed plausible from this preliminary observation to

question the relationship between the acquisition of the

structural items under investigation. One can ask the

question whether there is indeed a learning continuum

for the whole interlanguage or parts of it. This question

will then be put as a testable hypothesis which we shall

investigate in the main experiment.

4.3.4 Findings of the Pilot Test

The administration of the elicitation instruments

on our try-out group provided us with preliminary

observations from which we drew the following conclusions:

1) The elicitation tasks are effective because they

revealed, as expected, a developmental sequence

towards target language norms over time in the

performance of the learners.
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2) Evaluation of the test items making up the tasks

showed that the vast majority were appropriate and

one or two items which were found inappropriate were

as a result of the pilot test identified and replaced

for the main experiment.

3) The vocabulary items used for the elicitation tasks

were familiar and did not distract attention from

the main goal of the exercise.

4.4 Design and Administration of the Main Experiment

4.4.1 General Design and Hypotheses

On the basis of the experience of the pilot test

we found that the three elicitation tasks were suitable

for our group of learners. On the basis of the aims of

our study and the analysis of the pilot test results we

then formulated five General Hypotheses that the main

experiment will seek to investigate and our aim is to use

empirical data to verify them and they are as follows:

General Hypothesis 1 (GHj_) : That the acquisition of the

linguistic structures under

investigation follow a sequential

order from Time One to Time Four.

(GH2): That the acquisition of the

target language forms can be

characterized as a continuum of

increasing complexity towards the

target norm with individual

learners located at different

points depending on what stage they

have reached in the learning process.
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(GH3): That the learners will show variability

at both individual and group levels and we

can discover the pattern underlying their

variable performance by the use of devices

like implications! scales, variable rules

and the notion of the learner language

system as a linguistic continuum.

(GH^): That within the language learner system we

can discover certain connections between

the learning of the areas of syntax which

will be based on linguistic relationship

e.g. belonging to the same sentence

constituent i.e. NP or VP, or sharing

same semantic features etc.

(GH5): That our two groups of learners with

different mother tongues will show broadly

similar developmental sequences in their

acquisition of the structures under

investigation irrespective of their language

background.

4.4.2 The Subjects

Our subjects are all Nigerian secondary school

pupils aged between 11 and 18 years. They were selected

on the basis of two main criteria:

i) Time - that is, their exposure to English and in this

instance the class of the learner is an indication

of this, and

ii) the first language of the subjects, and in this instance

the learners are drawn in equal number from Igbo (Group A)
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and Yoruba (Group B) which are two of the three main

Nigerian languages.

From each language group we selected 80 subjects

with 20 each from Time 1, 2, 3 and 4. These are Classes

1, 2, 3 and 4 respectively and so the interval between one

time point and another is a year.

The facts about our subjects can be summed up

in the following table:

TIME ONE TIME TWO TIME THREE TIME FOUR

GROUP A N = 20 20 20 20

MT-IGBO X Age 12.8 13.7 15.5 16.4

GROUP B N = 20 20 20 oCM

MT-YORURA X Acre 12.2 13.6 15.6 16

Table 4.1 Facts about the subjects

The experiment is then a cross-sectional study because

what we have done is to take a cross-section of learners

through time with learners taken at four different points

and the assumption of such a design is that by examining

the subjects at different stages of exposure to the target

language we shall be able to discover the developmental

stages our second language learners go through in their

acquisition of the linguistic structures we are

investigating.

The subjects in Group B are mixed, male and female

and were drawn from two schools in Ile-Ife, St. John's

Grammar School and Our Lady's High School, while Group A

are all boys from Dennis Memorial Grammar School, Onitsha.
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All the schools follow the same school syllabus and were

all using the same English textbook and we can therefore

assume that they receive the same type of education and

in general terms the same kind of exposure to English.

The subjects were randomly selected from the various

school population and the investigator impressed it on

all of them that the exercises were not examinations and

that they were free to leave if they were not interested

since they would be expected to be present for all the

exercises. The subjects were enthusiastic and with the

help of the school administration the subjects co-operated

with the researcher throughout the period.

4.4.3 Administration of the Elicitation tasks

The main experiment was carried out in June 1982

in Nigeria. The experience of our pilot test was very

useful to the administration of the main experiment; the

problem of time, venue, supervision etc. were settled

with the school administration before starting at all and

by so doing we were able to make adequate arrangements.

The tasks were centrally administered to each group so

as to ensure that similar conditions prevailed for all

learners and the researcher read out the instructions and

with assistance from a colleague administered all the

exercises. The atmosphere for all the sessions were

made sufficiently relaxed to encourage optimum performance

from the learners and the subjects were allowed as much

time as they felt they needed for each elicitation task.
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CHAPTER FIVE

Analysis of Data : The Results of the Experiments

5.0 Introduction

In this chapter we present the results of the

performance of our subjects on our elicitation instruments

and the results are examined along the dimension of time -

Time One, Two, Three and Four (i.e. the stage of exposure

to English) and the mother tongue of the learners, Group

A subjects have Igbo as their mother tongue, while Group

B are Yoruba learners of English.

5.1 Task I; Tense and Aspect Data Analysis

For our investigation of the acquisition of tense

and aspect of English by our learners our analysis is

based on the nine categories which constituted our subtests.

For each of these subtests we have six test items each

with the exception of the subtest on Present Perfect which

has five items making a total of 53 test items.

5.1.1 Preliminary Analysis of Data

Our first task was an overall evaluation of the

performance of our learners on this Task and the overall

summary of the results by both Time levels and Mother

tongue groups are presented in the table below:

Table 5.1 Summary of Overall Task I Results

Group A

Time 12 3 4

Group B

12 3 4

X Correct (Raw Scores) 29 32.1 33.1 40

S.D. 9.6 4.3 7.1 5.3

N 20 20 20 20

27.3 30.4 33.2 39.6

9.6 5.6 5.1 5.7

20 20 20 20
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Within this overall result is the fact that

performance varied on time dimension, mother tongue and

subtests. In order to determine the pattern of

variation in our learners performance on the 9 subtests

for each mother tongue group we ranked the scores in order

of 'difficulty' or 'acquisition'. Table 5.2 below presents

the relative ranks of the subtests for our two MT groups:

Table 5.2 Overall Rank Ordering of Tense and Aspect
Subtests

Group A Group B
Subtest % Scored Rank % Scored Rank

Future Time Expression 84.1 1 82 1

Simple Past 82 .5 2 75.6 3

Present Progressive 77 . 9 3 77 .7 2

Past Progressive 69.3 4 61.9 5

Present Perfect 60. 5 5 62.3 4

Simple Present 53 .9 6 53 .8 7

Past Perfect 52.7 7 45.8 8

Present Perf.Progressive 49.8 8 55.8 6

Past Perf. Progressive 38.9 9 38 .9 9

From the table above we see that there is a great

deal of variation in the performance on the subtests in

each of the groups ranging from Future time expression

which was the easiest to the Past Perfect Progressive

which was the most difficult for both Groups A and B learners

although as seen above there is no one to one correspondence

in difficulty order observed for the two groups.
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Table 5.2 above presents the scores for all the

subjects at all Time levels for each group and our next

consideration was the performance at each Time level

for each of the two groups and as Tables 5.3.1 and 5.3.2

below show there is considerable variation as to the

amount of movement that takes place between Time One and

Time Four for the different subtests in this Task.

Table 5.3.1 Group A : Mean Scores (%) and Rank Orders
of Subtests over Time

Subtest

Time

Score

1

Rank

Time

Score

2

Rank

Time

Score

3

Ran]-:

Time

Score

4

Rank

Future Time Exps 72.5 1 85 2 85 1 94.2 1

Simple Past 71.7 2 86.7 1 31.7 2.5 90 2

Pres Prog 65 3 76.7 3 81.7 2.5 88.3 3

Past Prog 54.2 4 69.2 4 70 4 84.2 4

Pres Perf 49 5 54 6 65 5 74 5

Simple Pres 45.8 6 44.2 7 54.2 6 71.7 6

! Past Perf 48.3 7 54.2 5 40.8 7 67.5 7

Pres Perf Prog 41.7 8 42.5 8 50 8 65 8

Past Perf Prog 44.2 9 31.7 9 35 9 45 9
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Table 5.3.2 Group B : Mean Scores (%) and Rank Orders
of Subtests over Time

Time 1 Time 2 Time 3 Time 4

Subtest Score Rank Score Rank Score Rank Score Rank

Future Time Exps 67.5 1 79.2 1 88.3 1 93.3 1

Simple Past 64.2 2.5 71.7 2.5 82.5 3 84.2 3

Pres Prog 64.2 2.5 71.7 2.5 84.2 2 90.8 2

Past Prog 50.8 5.5 60 4 64.2 4 72.5 5

Pres Perf 57 4 56 5 61 5 75 4

Simple Pres 46.7 7 45 7.5 51.7 7 71.7 6

Past Perf 30 9 45 7.5 40.8 8 67.5 8

Pres Perf Prog 50.8 5.5 45.8 6 57.5 6 69.2 7

Past Perf Prog 33.3 8 41.7 9 33.3 9 47.5

i

9

After these preliminary overall analysis we then

examined the performance of our learners in terms of

tense distinction (Past and Non-Past) and aspectual

distinctions (Progressive, Perfect and Non-aspectual).

The summary of performance at the four Time levels for

each of the MT groups are given in the following tables:

Table 5.4.1 Summary of Performance (%) on Past/Non
Past items

Time 1 2 3 4

Group A Past 55 61 57 72
Non Past 55 60 67 79

Group B Past 45 55 55 69
Non Past 57 60 69 80
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Table 5.4.2 Summary of Performance (%) on Aspectual
distinctions

Time 1 2 3 4

Proqressive 60 73 76 86

Group A Perfective 49 54 53 71
Non Aspectual 63 72 73 85

Progressive 58 66 74 82

Group B Perfective 44 51 51 72
Non Aspectual 59 65 74 83

From the above tables we can observe that

overall performance in both groups reveal that performance

on Non-Past items are better than Past items, while on

the aspectual distinctions we notice that in both groups

the Perfective aspect is the most difficult. The

performance as well as the movement on these two categories

are presented graphically in the figures below. Figure

5.1 shov/s that the higher mean scores are on the Non-

Past items and the increment on Non-Past from Time One to

Time Four is greater than that of Past tense items in both

groups.

Figure 5.2 shows a great increment in the Perfect

aspect over Time although the accuracy level here does

not reach either the Progressive aspect or the Non-

aspectual items.
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Figure 5.1 Mean Percentage of Correct Responses on Past,
Non-Past Tense distinction

ert/kfc
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Figure 5.2 Mean Percentage of Correct Responses on
Aspectual distinctions
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5.1.2 Frequency distribution analysis

In all the above analysis we have been

considering the group scores of the subjects at the

different Time levels and by so doing we have not looked

at individual variation which must of necessity occur

within the group scores. In order to determine the

pattern of distribution of the subjects we analysed the

distributional characteristics of learners within each

Time group using a frequency distribution of the subjects

scores at 20% intervals and these are presented in the

tables below. Tables 5.5.1 and 5.5.2 reveal the fact

that our learners are spread out across all performance

levels and so we can assume that they constitute a

reasonable cross-section of language learners at different

levels of proficiency in the target language. We can

also make a general observation that, generally speaking,

an increasing percentage of subjects in each group are

found at higher performance levels as we move forwards

from Time One which indicates development in the subjects

knowledge of this structural area over time.

Table 5.5.1 Group A: Task I Frequency distribution of
Subjects by Performance Levels

Time 1 2 3 4

Performance Level

0-19 5% 0 0 0

20-39 15% 0 5 0

40 - 59 45% 35 35 5

60 - 79 30% 65 50 55

80 - 100 5% 0 10 40
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Table 5.5.2 Group B: Task I Frequency distributions of
Subjects by Performance Levels

Time 1 2 3 4

Performance Level

0-19 0% 0 0 0

20 - 39 30% 5 0 0

40 - 59 40% 55 35 0

60-79 20% 40 60 70

80 - 100 10% 0 5 30

Frequency distribution of subjects scores on

the subtests also make clear the observed variation

along the subtest dimension discussed earlier. The

subtests reveal different distributional characteristics

and we can illustrate this point by a comparison of the

frequency distribution of subjects performance on the

Future time expression and the Past Perfect Progressive

subtests. From the tables below we see that for Group

A and the pattern is similar in Group B on the Future Time

Expression subtest by Time One 25% of the subjects scored

6 out of 6 (100%) while by Time Four 70% of the subjects

have reached this maximum accuracy level while on the Past

Perf. Progressive the pattern that emerges is about the

exact opposite, because there is no appreciable difference

in the subjects distribution over time as they all still

remain bunched at the lowest end of the possible range

of scores.
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Table 5.6.1 Frequency distribution of Subjects
Scores (%) on Future Time Expression
Subtest

GROUP A GROUP B

Time 1 2 3 4 1 2 3 4

Raw Score

0-3 20 10 5 0 30 10 5 0

4 20 15 20 5 30 40 15 5

5 35 25 25 25 15 15 25 30

6 25 50 50 70 25 35 55 65

Table 5.6.2 Frequency distribution of Subjects
Scores (%) on Past Perf. Progressive
Subtest

GROUP A GROUP B

Time 1 2 3 4 1 2 3 4

Raw Score

0-3 65 80 80 75 90 70 85 60

4 20 15 10 10 5 30 10 35

5 5 5 10 15 5 0 5 5

6 5 0 0 0 0 0 0 0

Apart from these frecruency distributions we also

analysed the distributional pattern of subjects performance

on the past/non-past tense distinction as well as the

aspectual category - perfective, progressive and non-

aspectual. For the tense category all the 53 test items

are involved since all English VPs are marked for tense

and for Past tense items the possible range of scores are

from 0 to 24 while the range for Non-past items are 0 to 29.
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The results of the analysis of performance on tense

(raw scores) are given in Table 5.7.1 below

Table 5.7.1 Frequency distribution of Subjects Scores
on Past/Non-Past tense

GROUP A GROUP B

Time 1 2 3 4 1 2 3 4

I Past

0-4

Tense

5 0 0 0 5 0 0 0

5-8 20 5 15 0 35 5 0 0

9-12 20 15 15 5 25 45 55 0

13-16 25 55 55 30 20 35 30 50

17-20 25 25 5 55 10 15 10 35

21-24 5 0 10 10 5 0 5 15

II Non Past Tense

0-5 0 0 0 0 0 0 0 0

6-10 20 5 0 0 10 10 0 0

11-15 25 20 10 0 45 20 10 0 j
16-20 35 60 45 25 20 50 40 25 j

!

21-25 15 15 40 55 20 20 45 45

26-29

i

5 0 5 20 5 0 5 30

For the aspectual category two subtests, the

Present and Past Perfect Progressive, are omitted because

of their combination of the perfective and progressive

aspectual contrast, and for our analysis the total

possible scores for the Progressive, the Perfective and

the Non-aspectual ranged from 0 to 12, 0 to 11 and 0 to

18 respectively and the results are presented in the

table below.
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Table 5.7.2 Frequency distribution of Subjects Scores
on Aspectual distinction

GROUP A GROUP B

Time 1 2 3 4 1 2 3 4

I Progressive
0-4 15 0 5 0 25 0 5 0

5-8 40 25 35 15 40 70 35 30

9-12 45 75 60 85 35 30 60 70

II Perfective 1

0-4 40 20 35 0 60 35 35 5

5-8 50 75 55 70 25 60 60 50

9-11 10 5 10 30 15 5 5 45

Non Aspectual

0-6 10 0 5 0 15 0 0 0

7-12 40 30 20 15 45 55 4 5 10

13-18 50 70 75 85 40 45 55 90

A general observation that we can make at this

point based on our summary results analysis and frequency

distributions of subj ects performance presented in this

section is that our learners are spread across a learning

continuum from the lowest to the highest points and we

also see that Time (i.e. scale of exposure to the TL) is

an important factor in the development of the acquisition

of the features as we see in most cases in both Groups A

and B that while at Time One the majority of the learners

are bunched towards the lowest performance levels by Time

Four they bunch at the higher performance levels.
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5.1.3 Preliminary analysis of learners' errors

A central component of the theoretical framework

of this study is the assumption that errors constitute

an important part of second language learning and this

is indeed the fundamental claim of the interlanguage

hypothesis. An essential part of this investigation was

the attempt to capture the systematic interlanguage

behaviour of our learners and we therefore included in

this Task predetermined error types (see Section 4.2.1.1).

We also hypothesized that there will be a relationship

between not only the types of errors but also the quantity

of errors and the learners exposure to English, there

would then be more error types and a greater quantity of

these errors at Time One than for instance at Time Four.

5.1.3.1 Group A ; Analysis of Learners Incorrect
choices

The total number of non-target language choices made by

our eighty subjects drawn 20 each from four time levels

are 1538 excluding 15 cases in which no responses were

made. These then are the data used for the error

analysis of this group in this elicitation instrument.

Our first consideration was the distribution of

errors and error types across the Time levels and Table

5.8.1 presents the distribution of the incorrect responses

and in this instance all the errors are included - and

although we do not intend to go into any detailed

analysis of the non target language variants here we notice

that there is a relationship between the quantity of

errors and the learners exposure to English because there



Table5.8.1GroupA:TaskIDistributionofErrorTypesoverTime Time

1

2

3

4

Total

ErrorTypes A.1Ungrammaticalsequences'
54(47.3%)

27(24.1%)

23(20.5%

9(8%)

112

B.ChangeofTense i)Pasttenseerrors

122(23.5%)
136(26.2%)
157(30.2%)

105(20.2%)

520

ii)Non-Pasttenseerrors
102(32.4%)

93(29.5%)

74(23.5%)

46(14.6%)

315

C.ChangeofAspect i)+Progressiveerrors
61(42%)

32(22%)

30(20.6%)

22(15%)

145

ii.)+Perfectiveerrors
36(41.4%)

18(20.7%)

22(25.3%)

11(12.6%)

87

D.+Tense+Aspect

34(26.8%)

37(29.1%)

34(26.8%)

22(17.3%)

127

E.+3rdperson-s

25(29.4%)

24(28.2%)

23(27%)

13(15.3%)

85

F.+Tense+Aspect

42(28.6%)

48(32.7%)

33(22.4%)

24(16.3%)

147

(Subtests8&9)

1
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is generally speaking a decrease in the number of errors

(and percentage errors) with each succeeding Time level.

In almost all the categories identified above, although

in varying degrees as the table above illustrates, we notice

a progression towards the target language norms over time.

A. 'Ungrammatical sequences'

Among the distractors included in this

elicitation task are what we describe as ungrammatical

sequences. These alternatives are strictly speaking error

types and not interlanguage variants and we hypothesised

that they will be the first to be dropped from our learners

performance as they become more exposed to the TL and

start to acquire their interlanguage. As expected there is

a steep decline in our learners selection of these

alternatives from Time One to Time Four, we see that 47.3%

of the entire category were selected at Time One while only

8% of the entire category errors occur at Time Four. We

can even say that by Time Four they do not constitute

viable distractors and this is because although error

variants remain they are interlanguage variants which are

based on the learners constructive albeit partial

understanding of the target language underlying rules. With

this category we can then assert that there is a definite

pattern of development in the learners acquisition process

in that at least they, as illustrated here, move from these

irregular error types to more regular interlanguage variants

and then ultimately towards TL norms over time.

B . Change of Tense

In this category we include those instances in
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which learners selected the wrong tense forms in the

contexts provided by the elicitation items as for example

supplying non-past tense forms in situations requiring

past tense forms. The particular difficulty our learners

have with the grammatical category of tense in English is

illustrated by the fact that there is a marked decline in

the number of errors only between Time One and Time Four,

the percentage of errors did not show any marked decrease

between Time One and Time Three although it is important to

point out that even between Time One and Time Three there

is movement in the learning process because there are

qualitative differences in the error types selected at the

different time points. We also notice that even within

this category non-past tense errors declined sharper over

time than past tense errors which is a further confirmation

of the fact that there is variation in the acquisition of

different sub areas of this category and in this instance

we see that the learning of the past tense forms seem to

pose more difficulty for the learners than the non-past

tense forms.

C. Aspectual distinction errors

Included in this category are instances in

which the progressive or perfective aspect are used wrongly,

omitted when necessary or inserted when not necessary in

given contexts. In both the progressive and perfective

aspects we see a gradual decline in the quantity of errors

as we move forward from one Time level to another which is

an indication of the gradual acquisition of more TL forms
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as the learners get more exposure to English. By

comparison with tense distinction category we see that

aspect as a grammatical category constitutes less

difficulty to our learners than tense.

Within this error type we have identified

two major sub types - + Progressive and + Perfective errors.

Within the + Progressive errors we saw that of the 145

errors reported in Table 5.8.1, 95 are [+ Prog] errors

i.e. the erroneous addition of Progressive Aspect to

contexts which did not require aspect and of these 95

+ Prog errors, 82 occurred as a result of the selection of

Tense + Prog where Simple Present and Simple Past tenses

were required, and in fact only 13 errors resulted from the

use of [ + Prog] instead of [+ Perf ]. The remaining 50

are [- Prog] errors and of these 50, 25 occurred as a result

of the use of Simple Present and Simple Past instead of

Present Progressive. The remaining 25 [- Prog] errors are

the result of the omission of [Prog] from the Present and

Past Perfect Progressive subtests.

Within the + Perfective subtype the bulk of

the errors are a result of the omission of [Perf] when

necessary and this accounted for 79 of the 87 incorrect

choices listed under + Perf in the table above. The

remaining 8 are [ + Perf] errors and they are a result of

a confusion of [+ Prog] with [+ Perf].

It then seems from this general observation

of our learners errors that the difficulty our learners have

with Aspect in English is not so much the confusion of the

Progressive with the Perfective aspect but with when it is
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necessary to combine aspect (both progressive and

perfective) with tense (both past and non past) and this

is understandable because whereas tense is obligatory in

the English VP, aspect is an optional element - and we of

course see from the task above that this difficulty, as

seen in the decreasing Quantity of errors, is overcome

gradually from Time One to Time Four.

D. Errors with both Aspect and Tense

We have examined above tense and aspect errors

as separate categories and as we see in Table 5.8.1 there

are those instances in which the learners in given contexts

select both the inappropriate tense and the inappropriate

aspect and this fact highlights the point made earlier

(see Sec. 3.1) that it is difficult both in the description

and the learning of English to attempt a rigid separation

of these two grammatical categories. There is within this

category of errors a movement towards TL norms over time

and as mentioned earlier it is the case that the acquisition

of aspectual distinctions preceds that of tense distinctions

while within the tense category the non-past tends to

precede the past.

E. + Third person -s

We use this category to refer specifically to

the acquisition of third person marking i.e. the inclusion

of '-s' with third person singular and its omission with

third person plural in the Simple Present tense. In fact

the largest category of errors found in the Simple Present

subtest is + third person '-s" which accounted for 85 of



142.

the 219 incorrect choices in the subtest (other major

error categories in the subtest are + Past 84, + Progressive

46). Of the 85 + third person '-s' errors, the greater

number of the errors (63) are the erroneous addition of

third person '-s' to third person plural while the omission

of third person singular endings account for the remaining

22. Our learners, it would seem, in acquiring the 'simple'

rule that the third person singular in English has an

inflectional '-s' ending overgeneralize and add the

inflectional ending to both third person singular and plural.

The erroneous addition of inflectional ending '-s' to

third person plural however declines in quantity gradually

over the Time levels which indicates that learners as they

progress along the learning continuum acquire necessary

limitations to the overgeneralized rules they first tend

to apply.

F. + Tense + Aspect (subtests 8 & 9)

We have included this as a separate category

as distinct from D above because these two subtests - the

Present and Past Perfective Progressive constituted, quite

understandably, problems for our learners and they are two

subtests in which Time has not had a significant impact

because as we see for instance in Table 5.6.2 the learners

did not make any movement and it was felt it -would create a

clearer picture if the errors in this category in these two

subtests which combine both the Progressive and Perfective

aspects were handled in a separate category.

5.1.3.2 Group B: Analysis of Learners Incorrect choices

For our second MT group, Group B, we carried
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out the same analysis of the non-target language choices made

by our learners and here we had from our 80 subjects drawn

20 each from Time One to Time Four 1606 errors excluding

25 instances in which no responses v/ere offered. It is

these incorrect choices which are used to examine whether

there is as hypothesized a pattern of distribution of error

types over the Time levels and the results of our analysis

are presented in the Table below.

We notice by comparing Tables 5.8.1 and

5.8.2 that there is a similarity in the distribution of

errors obtained from our two MT groups in the sense that,

generally speaking, we see a decline in the number of

errors as we move upwards from one Time level to another

which is an indication of the fact that the learners

move increasingly towards the TL norms as their exposure

to the TL increases. This movement, however, varies

between the categories identified above as we see from

the following:



Table5.8.2GroupB:TaskIDistributionofErrorTypesoverTime Time

1

2

3

4

Total

ErrorTypes A.'Ungrammaticalsequences'
116(46.6%)

67(26.9%)

37(14.9%)

29(11.6%)

249

B.ChangeofTense i)Pasttenseerrors

139(26.8%)
133(25.6%)
136(26.2%)

111(21.4%)

519

ii)Non-Pasttenseerrors
58(25.4%)

64(28%)

61(26.8)

45(19-7%)

228

C.ChangeofAspect i.)+Progressiveerrors
72(36.9%)

51(26.2%)

51(26.2%)

21(10.8%)

195

ii)+Perfectiveerrors
44(36%)

40(32.8%)

26(21.3%)

12(9.8%)

122

D.+Tense+Aspect

34(29.3%)

33(28.4%)

27(23.3%)

22(18.9%)

116

E.+3rdperson-s

19(24.7%)

26(33.8%)

17(22%)

15(19.5%)

77

F.+Tense+Aspect (Subtests8&9)

19

34

34

13

100
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A. Ungrammatical sequences

Similar to what we observed in Group A we

see a steady decline in the number of alternatives of

this category selected as we move from Time One to Time

Four which is an indication of the fact that our learners

are moving forward in the acquisition process because

even though they may still not choose the 'correct'

alternative yet as they move forward in time they reject

completely out of the way alternatives which this error

category is in favour of interlanguage variants and this

development can be taken as an indication of a systematic

learning process towards the TL norms because the alternatives

they select at each stage reflect the state of their

knowledge of the TL rules.

B. Change of Tense

From Table 5.8.2 above we see that the quantity

of errors in this category remain about the same from Time

One to Time Three and it is only at Time Four that there is

an appreciable decrease in the quantity of tense errors

which is an indication of the fact that the acquisition of

tense in English poses considerable difficulties for our

learners here. Although the quantity of errors remain

about the same from Time One to Time Three yet there is

qualitative differences in the error types selected at the

three time levels and we can point out that although

learners may not have achieved TL norms yet there is

considerable movement because they choose more plausible

incorrect alternatives as they move forward in time. We
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also notice that there are by far more Past tense errors

than Non-Past which indicates variability in performance

within this category, and from the table above we also

see that acquisition of the non-past tense forms proceed

faster than that of past tense forms.

C. Aspectual distinction errors

The non-target language choices made with

respect to this category are also analysed in the same v/ay

as we did for Group A. For both the progressive and

perfective aspects we see a steady decline in the quantity

of errors made as we move up the Time scale. Within the

+ Progressive category we see that 145 of the 195 errors are

[+ Prog] errors i.e. the addition of [- Prog] in contexts in

which aspect was not required at all and indeed 118 of these

145 + Prog errors resulted from the use of Tense + Prog in

contexts requiring the Simple Present and Simple Past

tenses. The remaining 27 were the use of + Prog in

contexts in which + Perf were the appropriate choices.

With + Perfective aspect the vast majority of

errors resulted from the non use of the perfective aspect

when necessary and the learners used the simple tenses

instead and this accounted for 110 of the 122 errors listed

under this subcategory. The remaining 12 errors are the

result of using the Perfective aspect in contexts which

required the Progressive and so the general observation we

can make from this analysis is that the problem of our

learners in this group and also Group A as we saw earlier

is not the confusion of the Progressive and Perfect aspect

but rather the question of the acquisition of the rules
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which determine when to combine tense with aspect and we

see, however, that the learners move in this respect

towards the TL norms as we move from one Time level to

another.

D. Errors with — Tense ± Aspect

As pointed out in Sec. 5.1.3.1 there are

instances in which learners choose both the inappropriate

tense and the inappropriate aspect and as we see in Table

5.8.2 above this problem is gradually overcome as seen in

decrease in the quantity of errors that occur in this

category over Time.

E. ± Third Person '-s'

From our error analysis we see that third

person singular inflectional endings constitute a big

problem for our learners despite the fact that most teachers

would regard it as a simple rule to teach and to learn.

The bulk of the errors of our learners in the Simple Present

tense is with Third person marking and it accounted for 77

of the 222 errors recorded for this subtest from all our

subjects in this group (the other major source of errors in

this subtest are + Past 60 and + Prog 72). Similar to

what we found in Group A the greater number of + third

person 's' endings errors were the addition of the

inflectional ending to third person plural and this accounted

for 50 of the 77 errors, the remaining 27 resulted from the

non addition of the inflectional ending to third person

singular. A general observation we can make here is that

our learners acquire the rule to add the third person 's'

and this rule becomes overgeneralized and it is then applied
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to both singular and plural and the necessary limitation

to this rule are acquired later.

F. 1. Tense _ Aspect (subtests 8 & 9)

As was done for Group A the errors involving

both tense and aspect for the Present and Past Progressive

tenses are separated from the D category because in this

instance both the two aspectual contrasts are involved and

in any case these two subtests posed about the same level

of difficulty for all learners irrespective of the stage of

acquisition.

What we have done in Sec. 5.1.3.1 and 5.1.3.2

is a presentation of the incorrect choices made by our

learners from both Groups A and B. The omission, addition,

wrong selection etc. of grammatical categories and sub¬

categories identified above give us an insight into our

learners learner-language system and from these analyses

we see that there is svstematicity in our learners

interlanguage system, as seen in for example the movement

from 1ungrammatical1 sequence alternatives to more probable

interlanguage variants and towards the TL norms, and

variability as seen in the results reported for the different

error categories and subcategories over Time.

5.1.4 Performance by Time levels and MT Groups

In order to determine whether the differences

in performance observed in all our analysis above over the

Time levels differ significantly, that is whether Time is

a statistically significant factor in the acauisition

process we have computed t-tests on the results obtained

from our elicitation instrument. Since we observed
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variable results in different sub areas of this Task we

have done the t-tests to determine whether Time is a

significant factor on the acquisition of the entire

structure or parts of it - and for this purpose the scores

of each of the nine subtests; the Past and Non-past tense;

the Progressive and Perfective aspect and the non aspectual

items are computed. For each of the two MT groups we have

compared results of Time One and Time Two, Time One and Time

Three and Time One and Time Four and in order to test whether

the performance between the MT groups differ significantly

we have also carried out t-tests between the Groups at each

Time level. For these analyses we used the SPSS Sub¬

program: T-Test and the results are presented below.

5.1.4.1 Group A t-test analysis between the Time levels

As mentioned above for this group t-test,

analyses were done for our results at Time One and Time Two,

Time One and Time Three and Time One and Time Four and as

seen in Table 5.9.1 below, despite the quantitative

differences between Time One and Time Two most of the

t-tests are not significant because the calculated value

of t do not exceed the value given by the probability

level for the degree of freedom here (N]_ - 1) + (N2 - 1)

which is 38. The tabled value of t at P = .05 (5 percent

probability level) is 2.021 and P = .01 (1 percent

probability level) is 2.704.



150.

Table 5.9.1 Group A t-tests between the Time level
performances

Time 1-Tirne 2 Time 1-Time 3 Time 1-Time 4

Simple Present 0.2 1.0 2.96 +

Simple Past 2.36 * 1.31 3.13 +

Future Time expression 1.67 1.63 3.35 +

Present Progressive 1.7 2.53 * 4.11 +

Past Progressive 1.67 1.57 3.33 +

Present Perfect 0.6 2.04 * 3.34 +

Past Perfect 0.75 0.89 2.41 *

Present Perf Prog 0.12 1.0 3.16 +

Past Perf. Prog 1.54 1.12 0.11

Past Tense 1.08 0.38 3.12 +

Non Past Tense 1.1 2.34 * 4.79 +

Progressive Aspect 2.35 * 2.5 * 4.47 +

Perfective Aspect 0.95 0.5 3.79 +

Non Aspectual 1.6 1.76 4.05 +

*
p = 0 .05 level of significance

+ p = 0 .01 level of significance

From the table above we see that it is only

with the Simple Past subtest and the Progressive aspect

subcategory that the value of t is greater than 2.021 and

so significant at the 5% probability level and so we can

conclude that it is only for these two areas that the

difference between Time One and Two are significant.

The t-tests between Time One and Time Three

were expected to reveal more significant results since there

is a greater difference in exposure to the TL between the

two levels and so more significant results would be expected

here and as we see in the above table we have four
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significant results at the p = .05 level. Between Time

One and Time Four our t-test results are significant in

all the subtests except the Past Perfect Progressive and

also significant in the five subcategories also analysed.

So by Time Four we have significant results in all except

one subtest area and all of the subtests except the

Past Perfect are significant at 1 percent probability

level. From the results of these t-tests we can conclude

that Time plays a significant factor in the acquisition of

tense and aspect features by our learners.

5.1.4.2 Group B: t-test analysis between the Time levels

As in the above subsection t-test analysis

were computed to determine the significance of time on the

acquisition of the features investigated in this Task and

for this purpose performance at different Time levels were

compared - Time One compared with Time Two, Time One and

Time Three and finally Time One and Time Four and Table

5.9.2 presents the results of the analysis in which we see

that between Time One and Time Two none of the results on

different features of the learning of tense and aspect of

English is significant because no t value obtained reached

the value of t at p = .05 and so the performance at these

two levels are not significantly different.

Between Time One and Time Three as the table

below shows we have six significant results in which t is

greater than 2.021. Between Time One and Time Four all

the 9 subtests and the five subcategories have significant

results although the different t values indicate that
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Table 5.9.2 Group 3 t-tests between the Time level
performances

Time 1-Time 2 Time 1-Time 3 Time 1-Time 4

Simple Present 0.22 0.67 3.06 +

Simple Past 0.87 2.29 * 2.66 *

Future Time expression 1.62 3.02 + 4.05 +

Present Progressive 1.14 3.20 + 4.84 +

Past Progressive 1.08 1.31 2.30 *

Present Perfect 0.12 0.44 2.04 *

Past Perfect 1.74 1.16 4.3 +

Present Perf. Prog. 0.65 0.76 2.38 *

Past Perf. Prog. 1.21 0 2.1 *

Past Tense 1.90 1.96 4.38 +

Non Past Tense 0.46 2.31 * 4.88 +

Progressive Aspect 1.38 2.72 + 3.97 +

Perfective Aspect 1.12 1.09 3.77 +

Non Aspectual 0.92 2.41 * 4.04 +

•

* p = 0.05 level of significance

+ p = 0.01 level of significance

time is more highly significant in the accruisition of some

areas of this Task than others. Between Time One and Time

Four all the five subcategories are significant at the 1

percent probability level (t > 2.704). From the above

results we can conclude that the scale of exposure to the

TL is a significant factor in the acquisition of the TL

features.

5.1.4.3 Performance by MT Groups

A comparison of the t-test results presented

in Tables 5.9.1 and 5.9.2 reveal that a similar pattern of

results were obtained - that more subareas gave significant

results as the difference in length of time increased and
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in both groups we see that time i.e. exposure to the TL

is a significant factor in the learners acquisition

process and the significance observed varied from sub-

area to sub-area.

We then compared the performance of Group A

and Group B by t-test analysis and our first set of analysis

was a comparison of the performance of the 80 subjects in

each group along the dimensions used earlier and the results

are given below:

Table 5.9.3 t-test : Group A - Group B

Sub-area t value

Simple Present 0.05

Simple Past 1.96 *

Future Time 0.63

Present Prog. 0.06

Past Prog. 1.64

Present Perf. 0.41

Past Perf. 1.53

Present Perf. Prog. 1.47

Past Perf. Prog. 0

Past Tense 1.97 *

Non Past Tense 0.38

Progressive Aspect 1.26

Perfective Aspect 0.89

Non Aspectual 1.07

* p = 0.05 level of significance

With N = 160, our d.f. is 158 and we have barely

significant results (t _> 1.960) at the 5% probability

level on the Simple Past subtest between the two Groups

and on the Past tense subcategory, since the Simple Past



is one of the subtests that make up the Past tense sub¬

category. In all others the results are non significant

which indicates that there is no significant difference

between the two groups and this is not surprising since

the two groups follow the same school system, the same

syllabus etc.

Apart from this overall comparison, we decided

to do t-tests between subjects of the same level of

proficiency (i.e. Time One) but from the two MT groups in

order to determine whether the MT is a significant factor

in the development of the subjects knowledge of this area

and as the following table shows, the MT does not play a

significant role because (apart from one Subtest at Time

One and one at Time Two) the t values obtained (df = 38) are

all non significant which indicates that there is no

significant difference between the performance of the two

Groups at each of the four Time levels.

Table 5.9.4 t-tests between Group A and Grout B Time levels

Time 1A - Time 2A - Time 3A - Time 4A -
Time IB Time 2B Time 3B Time 4B

Simple Present 0.1 0.12 0.36 0

Simple Past 0.87 2.36 * 0.12 1.40
Future Time 0.59 0.99 0.57 0.27
Present Prog. 0.12 0.77 0.43 0.67
Past Prog. 0.32 1.39 0.59 1.49
Present Perf 0.90 0.25 0.49 0.14
Past Perf. 2.07* 1.21 0 0
Present Perf. Prog. 1.18 0.48 0.81 0.57
Past Perf. Prog. 1.41 1.35 0.23 0.37
Past Tense 1.54 1.51 0.34 0.93
Non Past Tense 0.39 0.23 0.35 0.38
Progressive Aspect 0.29 1.70 0.31 0.99
Perfective Aspect 0.83 0.87 0.32 0.08
Non Aspectual 0.56 1.48 0.12 0.58

* p = 0.05 level of significance



155.

5.1.5 Guttman Scale Analysis

Guttman scaling is a technicrue that is commonly

used to analyse the underlying characteristics of a group

of items to determine whether they form an implicational

order (see Section 2.6). It is therefore a model that can

be used to isolate developmental stages or sequences in

the acquisition process. In order to have a valid

Guttman Scale there must be two special properties: the

scale must be unidimensional, that is the items must all

measure movement towards or away from the same single

underlying object and in this instance the movement is

towards the acquisition of the tense and aspect features

of English. The second condition is that the scales

must be cumulative which implies that component items can

be ordered by degree of difficulty and that individuals

who respond positively to a difficult item will do the

same to less difficult items and vice versa. We also

noted that in order to do this scaling the items have to

be designed in such a way that they can be classified

along discrete levels i.e. + acquired (1) and - acquired

(0). This choice of a division point in order to arrive

at this two way division means that the researcher assumes

that any subject scoring the division point and higher has

acquired the structure in question while any score below

this implies non-acquisition of the structure. This

analysis admittedly obscures certain aspects of individual

variation but despite this drawback the use of implicational

scales is a very good instrument for revealing in a clear-

cut way developmental stages in our learners interlanguage.
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s

The data of our subjects performance in this

Task were fed into the computer and we used the SPSS

Subprogram: Guttman Scale for our analysis. The sub¬

program also produces four statistics (Nie et al 1975) ,

which can be used to evaluate the scalability of the items

in question and these statistics reveal if there is a

significant proportion of subjects for whom the

implicational order observed will not hold and these are:

(i) the coefficient of reproducibility which

is a measure of the extent to which a respondent's scale

is a predictor of one's response pattern. Mathematically,

it is the result of dividing the total number of errors by

the total number of responses and subtracting the result

from 1 and it varies from 0 to 1 and a coefficient of

reproducibility of .9 is generally held to indicate a

valid scale.

(ii) the minimum marginal reproducibility

"constitutes the minimum coefficient of reproducibility

that could have occurred for the scale given the cutting

points used and the proportion of respondents passing and

failing each of the items. It is calculated by slimming

the marginals for each item and dividing this sum by the

total number of responses" (Nie et al 1975 : 533).

(iii) the percent improvement is the difference

between the coefficient of reproducibility and the minimum

marginal reproducibility and it indicates the extent to

which the minimum marginal reproducibility is due to

response patterns rather than the inherent cumulative

interrelation of the variables used.
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iv) the coefficient of scalability is

obtained by dividing the percent improvement by the

difference between 1 and the minimum marginal

reproducibility. This also varies from 0 to 1 and should

be above .6 if the scale is truly unidimensional and

cumulative.

What we then set out to do with the Guttman

scale analysis was to investigate whether all our subtests

or groups of subtests form, linear implicational series and

also to determine the pattern of acquisition for the broad

categories we have identified within the structure.

5.1.5.1 Group A Guttman Scale Analysis

The first SPSS : Guttman Scale analysis we

did was a run of the performance of our learners on the 9

subtests in this Task in order to determine if the 9

subtests formed a valid implicational order. The cut off

point was 5 out of 6 (83%) for all subtests except the

Present Perfect subtest with cut off at 4 out of 5 (80%).

A run of the 9 subtests showed that the subtests were not

scalable because the Coefficient of Reproducibility and

the Coefficient of Scalability were 0.8056 and 0.3237

respectively. What we did next was an examination of the

different categories i.e. Past and Non Past tense

distinctions, Aspectual distinctions etc. that have already

been examined in our previous analysis to see if any

implicational patterns can be observed within these

categories.

The first grouping v/e looked at was the

acquisition of Tense distinction (Past and Non Past) of
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English and the results of the Scalogram analysis (with cut

off point at 19 out of 24 for Past tense items and 23 out

of 29 for Non Past items are given in Fig. 5.3.1 below. It

should be noted that in this figure and others using the same

subprogram, ERR is printed above those respondents who passed

an item when they should have failed it or failed an item

when they should have passed it. PCTS indicate the percent

of respondents passing and failing each item.

Fig. 5.3.1 Group A: Guttman Scale. Past/Non Past tense
cateaories.

ITEM PSTNS NPSTNS

RESP 0 1 0 1 TOTAL

- - ERR - ERR

2 0 7 0 7 /

S
C

ERR

A
L

1 12 5 5 12 17

E

0 56 0 56 0 56

SUMS 68 12 61 19 80

PCTS 85 15 76 24

ERRORS 0 5 5 0 10

Statistics:

Coefficient of Reproducibility = 0.9375

Minimum Marginal Reproducibility = 0.8062

Percent Improvement = 0.1313

Coefficient of Scalability = 0.6774

The above results with significant results for

both Coefficient of Reproducibility and Coefficient of

Scalability indicate that the two notions constitute an
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implicational continuum and this finding suggests that

learners acquired the Non-Fast tense items before the Past

tense items.

The next analysis that was done was to see if

an implicational pattern can also be found within the

aspectual domain and in this instance we were concerned

with determining if an implicational order existed with

acquisition of items that are unmarked for aspect

(referred to as non-aspectual), the perfective and the

progressive aspect. Fig 5.3.2 below gives the results of

our analysis.

Fig. 5.3.2 Group A: Guttman Scale . Non Aspectual
Aspectual Series

ITEM PERFASP PROGASP NONASP

RESP 0 1 0 1 0 1 TOTAL

- ERR -ERR — — - ERR-

s 3
c

0 6
ERR -

0 6 0 6 6

A 2 18 3 2 19 1 20 21
L
E

ERR -

1 24 2 20 6 8 18

ERR-

26

0 27 0 27 0 27 0 27

SUMS 69 11 49 31 36 44 80

PCTS 86 14 61 39 45 55

ERRORS 0 5 2 6 q 0 22

Statistics:

Coefficient of Reproducibility

Minimum Marginal Reproducibility

Percent Improvement

Coefficient of Scalability

0.9083

0.6750

0.2333

0.7179
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Our analysis indicate that the acauisition of

the non aspectual and the two aspectual contrasts - the

progressive and the perfective constitute a valid

implicational pattern in which the Non Aspectual is acquired

first, followed by the Progressive aspect and finally the

Perfective aspect. When we considered only the Perfective

and Progressive aspect we found an even higher significant

result with the Coefficient of Reproducibility and the

Coefficient of Scalability of 0.95 and 0.80 respectively

indicating that the acquisition of the two aspectual notions

constitute a valid implicational scale in which the

Progressive aspect is acquired before the Perfective.

After these broad analysis we then analysed

the data again to determine if two separate series can

be found based on the subcategories within the Past and

Non Past tense distinction. For the Past tense domain

we analysed the subtests which made up the Past tense

category: the Simple Past, Past Progressive, Past Perfect

ana Past Perfect Progressive subtests. What all these

subtests have in common is that they are all marked

+ Past irrespective of whether Aspect is present or not.

The results given in the figure below indicate that the

four subtests of the Past tense series do form a linear

implicational series with the Coefficient of Scalability

indicating a valid scale while the Coefficient of

Reproducibility is just about reaching the significant level.

These findings suggest that the Past tense series are

acquired in the order: Simple Past followed by Past

Progressive, then Past Perfect and finally the Past Perfect

Progressive.
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Fig. 5. 3.3 Group A: Guttman Scale Past Tense series.

ITEM PST.PEEF .PROG PST.PEEF PST. PROG SIMP PST

KESP 0 1 0 1 0 1 0 1 TOTAL

ERR _ — ERR ERR — ERR —

4 0 3
ERR -

0 3 0 3 0 3 3

—* 8 1 1 8

- ERR

0 9 0 Q 9

2 28 2 23 7 6 24

ERR

3 27 30

1 24 2 26 0 21 5 7 19

ERR

26

0 12 0 12 0 12 0 12 0 12

SUMS 72 8 62 18 39 41 22 58 80

POTS 90 10 78 23 49 51 28 73

ERRORS 0 517 6 5 10 0 34

Statistics:

Coefficient of Reproducibility = 0.8938

Minimum Marginal Reproducibility = 0.7281

Percent Improvement = 0.1656

Coefficient of Scalability = 0.6092

For the Non-Past tense :series we exam ined the

five subtests: the Simple Present, Future Time, Present

Progressive, Present Perfect and the Present Perfect

Progressive and the statistics obtained were not significant

although we can roughly indicate that a pattern of

acquisition from the easiest to the most difficult follows

the order: Future Time, Present Progressive, Present Perfect,

Simple Present and finally the Present Perfect Progressive.

5.1.5.2 Group B. Guttman Scale analysis.

Similar Guttman scale analysis done for Group A

were carried out on Group B data using the same dimensions
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and cut off points. The first analysis we did here was

also a run of the 9 subtests that make up this Task to see

if they are scalable according to the criteria described

in Section 5.1.5 above. The obtained figures of 0.8333

and 0.4175 for the Coefficient of Reproducibility and the

Coefficient of Scalability respectively were not significant,

indicating the acquisition of the 9 subtests do not form

a linear implicational series.

The next analysis was a scalogram analysis of

the tense category - the Past and Non-Past - and the results

as the figure below reveal are highly significant indicating

an implicational order in which the Non-Past tense domain

is acquired before the Past tense.

Fig. 5.4.1 Group B: Guttman Scale Past/Non Past tense
categories.

ITEM PSTNS NPSTNS

RESP 0

ERR —

1 0

— ERR —

1 TOTAL

S
C

2 0 5

ERR—-

0 5 5

A
L
E

1 18 3 3 18

-ERR-

21

0 54 0 54 0 54

SUMS 72 8 57 23 80

PCTS 90 10 71 29

ERRORS 0 3 3 0 6

Statistics:

Coefficient of Reproducibility
Minimum Marginal Reproducibility
Percent Improvement

Coefficient of Scalabilitv

0. 9625

0.8062

0.1563

0.8065
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We also carried out Guttman Scale analysis to

see if an implicational pattern can be found within the

non-aspectual domain in which we examine the

acquisition of the non-aspectual, and the Progressive and

Perfective aspectual contrasts. Fig. 5.4.2 below gives

the results of our findings:

Fig. 5.4.2 Group B Guttman Scale Non Aspectual and
Aspectual series.

ITEM PERFASP PROGASP NONASP

RESP 0 1 0 1 0 1 TOTAL

ERR — ERR— —ERR

3 0 10 0 10 0 10 10

S
ERR —

C 2 11 2 2 11 0 13 13
A
L

— ERR—

E 1 21 2 16 7 9 14

-ERR —

23

0 34 0 34 0 34 0 34

SUMS 66 14 52 28 43 37

PCTS 83 18 65 35 54 46

ERRORS 0 4 2 7 9 0

Statistics:

Coefficient of Reproducibility = 0.9083
Minimum Marginal Reproducibility = 0.6708
Percent Improvement = 0.2375
Coefficient of Scabability = 0.7215

From the above figure, we see that the results are highly

significant and this finding leads us to conclude that

there is an implicational pattern in the acquisition of

these features and the order of acquisition: Non

aspectual, then the Progressive and finally the Perfective

aspect is similar to that found for Group A. A Guttman
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scale analysis of the Progressive and Perfective aspects

alone gave highly significant results of 0.95 and 0.8

for Coefficient of Reproducbility and Coefficient of

Scalability respectively, further confirming that in a

consideration of developmental sequences in the

acquisition of aspectual distinctions,our learners

acquired the progressive before the perfective.

Our analysis of the subtests which make up the

Past tense gave the following results:

Fig. 5.4.3 Group B: Guttman Scale Past Tense series

item pst perf.prog pst.perf pst • prog simple past

resp 0 1 0 1 0 1 0 1 tot;

-err- err- err - err _ —

4 0 2 0 2 0 2 0 2 2

— — err-

3 8 1 1 8 o • Q 0 9 9

—err-

2 18 0 13 5 4 14 1 17 18

err-

1 29 0 27 2 24 5 7 22 29

— — _ err

0 22 0 22 0 22 0 22 0 22

sums 77 3 63 17 50 30 30 50 80

pcts 96 4 79 21 63 38 38 63

errors 0 1 1 7 4 5 8 0 26

Statistics:

Coefficient of Reproducibility
Minimum Marginal Reproducibility
Percent Improvement

Coefficient of Scalability

0. 9188

0.7500

0.1688

0.6750

The above results indicate that the four subtests form a

valid Guttman scale and the implicational pattern in the
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acquisition of the Past tense series follow the same

order as found for Group A: Simple Past is acauired

first followed by the Past Progressive then the Past

Perfect and finally the Past Perfect Progressive.

The next analysis done was that of the 5 Non-Past

tense series and the results obtained of 0.8650 and 0.57114

for the Coefficient of Reproducibility and the Coefficient

of Scalability respectively were non significant implying

that the acquisition of the five subtests do not form an

implicational pattern although from the mean scores we can

indicate a pattern of acquisition in which Future Time is

acquired first, followed by the Present Progressive, the

Present Perfect, then the Present Perfect Progressive

and finally the Simple Present. A Guttman scale analysis

of the Simple Present, the Present Progressive and the

Present Perfect was, however, significant with 0.9 and

0.7 for Coefficient of Reproducibility and Coefficient of

Scalability respectively and the implicational pattern of

acquisition observed was the Present Progressive, followed

by the Present Perfect and finally the Simple Present.

We then see, as also in Group A, that the Simple Present

is one of the last to be acquired in the tense domain.

5.2 Task II: Modal Verbs Data Analysis

The descriptive basis of our investigation of

the acquisition of the English modal verbs by our learners

are already discussed in Chapter 3 (Section 3.2). The

nine modal verbs that we are concerned with are can, could,

may, might, must, will, would, shall and should. As

discussed earlier, most of these modal verbs do not
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represent single semantic units and since the learners are

concerned with learning both form and meaning the

acquisition of different meanings of the modal verbs are

also investigated. On the basis of both formal and

semantic criteria we then identified fifteen modal verb

subtests (see Table 3.1) which formed the basis of our

investigation. For each of these subtests we have three

test items making a total of 45 items (see Sec. 4.2.2)

which were administered to all the subjects and in this

case as in others we have 20 subjects drawn from four Time

levels in each Group. The only exception was Group B

Time Three, where we have 19 subjects because one of the

subjects did not take part.

5.2.1 Preliminary Analysis of Data.

Our first concern as in the previous Task was an

overall evaluation of the performance of our learners on

this Task and the Table below presents this:

Table 5.10 Summary of Overall Task II Results.

Time 1

GROUP A

2 3 4 1

GROUP B

2 3 4

X Correct 25 . 9 27.8 30.1 32. 9 21. 3 22.7 27.5 30. 3

O.
O Correct 57.6 61.6 00VDvo 73 . 2 47 .2 50. 3 61 67.3

s. D. 6.4 3 . 6 4 . 6 3.7 8.6 5.8 4.4 4 . 4

N 20 20 20 20 20 20 19 20

The above result is a combination of all scores in the

entire Task and our next consideration was an examination of

the pattern of performance for the nine modal verbs and

the fifteen subtests derived from them. To this end, we
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rank ordered the performance on the nine modal verbs in

terms of difficulty or 'acquisition' for all the subjects

in each MT Group and Table 5.11 below presents the results.

Table 5.11 Overall Rank Ordering of Performance on
Modal Verbs.

GROUP A GROUP B

% Scored Rank % Scored Rank

can CO•1—100 2 77.9 1

could 52.5 8 33.9 9

may 36.2 9 37.8 8

might 74 . 5 4 60.3 4 . 5

must 82. 3 1 72 . 6 2

will 5 9.5 6 57.4 6

would 77.8 3 63.7 3

shall 58.7 7 60. 3 4 . 5

should 62 5 48.5 7

Since some of the modal verbs are believed to be

easier than others to acquire the existence of variation in

performance along this dimension was expected. As seen

above can and must were the easiest while may and could were

the most difficult for both Group A and Group B subjects.

Since some of these modal verbs are a combination of different

semantic units we decided to examine the same data along the

dimension of our 15 subtests already mentioned earlier and

the results are displayed below.
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Table 5.12 Rank Orderings of Modal Verb Subtests.

GROUP A GROUP B

% Scored Rank % Scored Rank

can^ 85 3 83 . 9 1

can2 69.5 7 67 . 9 5

can3 90.8 1 81. 9 2

could-^ 54 .1 11 37 . 6 12

could2 52 12 32 13.5

could3 51.2 13 32 13 . 5

may^ 47. 5 14 44.3 11

may2 25 15 31.2 15

might 74 . 5 6 60.3 7 . 5

rnust^ 77 5 70 4

must2 87 . 5 2 75.1 3

will 59.5 9 57 . 4 9

would 77.9 4 63.7 6

shall 58. 7 10 60.3 7.5
-

should 62 8 48.5 10

As expected and as seen in the Table there is

considerable variation in the performance of learners in

the different semantic units of the modal verbs , e . g. in

both Groups A and B we see varying accuracy levels on can]

can?, and can.3 and in both Groups can2 is most difficult.

We also analysed our learners performance

along the Epistemic and Deontic framework discussed in

Chapter 3 (Section 3.2.1.1). For this analysis all the

test items are classified into one or the other category
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and in this instance the total possible scores for the

epistemic and deontic modality ranged from 0 to 24 and

0 to 21 respectively and as Table 5.13 below shows, we

see that for both Groups A and B performance is better on

the epistemic than on deontic modality items.

Table 5.13 Performance on Epistemic and Deontic modality.

GROUP A GROUP B

Epistemic Deontic Eoistemic Deontic

X Raw Scores 16.14 13.1 14. 7 12.06

O.
"o Scored 67.23 62.14 61.25 57.43

.

Apart from the formal/semantic criteria used in

the preceding analysis we also analysed the performance of

our learners on the modal verbs purely on semantic criteria

and for this purpose we combined into the same semantic unit

alternative modal verbs expressing the same meaning and on

this basis we identified six semantic units which are

treated as single units and these are i) Expression of

'possibility' (canp, couldp, may^, might), ii) 'Permission'

(can2, could2, may2), iii) 'Ability' (can3, could3),

iv) 'Probability' (would, should), v) 'Logical Necessity'

(must-^) , and vi) 'Obligation' (must2). The essence of this
analysis is to examine the performance of our learners on

these criteria in order to determine the stages our learners

go through in their attempt to acquire these semantic units

and to examine their relative ease or difficulty. On the

above basis the following mean scores were observed:
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Table 5.14 Performance on Modal Meaning Units.

GROUP A GROUP B

% Scored Rank % Scored Rank

Obligation 87 . 5 1 i—1ID 1

Necessity 77 2 70 2

Ability 71 3 57 3

Probability 70 4 56.2 5

Possibility 65.3 5 56.6 4

Permission 48.9 6 43.8 6

There is, as seen above, variation in learners performance

on these modal meaning units in which we see that some

meanings for whatever reasons are apparently easier than

others and for instance in both Groups,performance is best

on 'Obligation' and the least score is on 'Permission'

despite the fact that Group B scores are generally lower

than those in Group A.

The next analysis we did was an examination of

the results of subjects at each Time level for each of the

Groups to determine the amount of movement that takes

place between Time One and Time Four on the different

criteria used earlier in our analysis. The first analysis

in this context was an examination of performance on the

nine modal verbs as well as their rank orders and are

presented in the following two tables:
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Table 5. 15.1 Group A: Mean Scores (%) and Rank Orders
of Modal Verbs over Time.

Time 1 Time 2 Time 3 Time 4

Score Rank Score Rank Score Rank Score Rank

can 72.2 2 81.1 1 89.4 1 84 . 4 3

could 43.8 8 50.5 8 48.8 8 66.6 8

may- 40 9 22.5 9 41. 6 o 40. 8 9

might 71. 6 3 73.3 4 80 4 73 . 3 5

must 73.3 1 77.5 2 86.6 2 91.6 1

will 45 6.5 53.3 7 63.3 5 76.6 4

would 65 4 75 3 81.6 3 90 2

shall 45 6.5 68.3 5 50 7 71. 6 6

should
!
63.3 5 60 6 56.6 6 68. 3 7

Table 5. 15.2 Group.B: Mean Scores (%) and Rank Orders
of Modal Verbs over Time.

Time 1 Time 2 Time 3 Time 4

Score Rank Score Rank Score Rank Score Rank

can 66.6 1 77 . 8 1 80.1 2 87.2 1

could 28.8 9 26.7 9 35.7 q 44.4 9

may 32.5 7 30. 8 8 42 .1 8 45.8 8

might 43.3 6 51.7 6 71.9 3 75 5

must 59.1 2 63 . 3 2 85.9 1 82.5 2

will 5 6.6 3 38.3 7 57.9 6 76.7 4

would 51.6 5 55 3 . 5 68.4 4 80 3

shall 55 4 55 3 . 5 64 . 9 5 66.7 6

should 31.6
!

1

8 53.3 5 49.1 7 60 7
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From Tables 5.15.1 and 5.15.2 we see that there is

considerable variation in the amount of movement that

takes place between Time One and Time Four on the nine

modal verbs in both Groups. We also notice that in

general terms we observe an increasing accuracy level

as we move further out of Time One.

We next examined the data along the epistemic/

deontic classification and the summary of performance at

the four Time levels for each of the Groups arc given

below in Table 5.16.

Table 5.16 Performance (%) on Epistemic/Deontic
Modality over Time.

Time 1 Time 2 Time 3 Time 4

Epistemic 60. 8 61.7 70.6 75.8

Group A
Deontic 54 61. 7 62 . 6 70.2

Epistemic 47.3 51. 9 62 . 3 71.7

Group B
Deontic 47.1 48 . 6 59.6 62.4

and the performance as well as the movement on these

two categories are presented graphically in Fig. 5.5

below.
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Fig. 5.5 Mean Percentage of Correct Responses on
Epistemic and Deontic Modality over Time

Group A Group B

Fig. 5.5 shows that in both Groups A and B performance

is better on Epistemic modality although we see an

improvement in the accuracy level of both categories as

we move outwards from Time One. The relative ease of

Epistemic modality is illustrated in Group B where both

categories are at the same accuracy level at Time One

and by Time Four a more considerable progress is reported

for Epistemic as compared with Deontic.

The performance of our learners on the 6

semantic units identified earlier over the Time levels

were also analysed to examine the effect of Time as a

variable on the performance on each of these meaning units:
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Table 5.17 Performance (%) on Modal Meaning Units
over Time.

GROUP A GROUP B

Time 1 Time 2 Time 3 Time 4 Time 1 Time 2 Time3 Time 4

Obligation must0 78.3 85 93.3 S3.3 60 70 87.7 83.3

Necessity must^ 68.3 70 80 90 58.3 56.7 84.2 81.7

Ability 60 75 70.8 78.3 43.3 55 61.4 68.3

Probability 64.2 67.5 69.2 79.2 41.7 54.2 58.8 70

Possibility 61.3 58.8 70.8 70.4 45 52.9 59.6 68.8

Permission 45 42.8 51.1 56.7 42.8 35 47.3 50

The results in Table 5.17 are graphically

displayed in Figures 5.6.1 and 5.6.2. The data are

presented in two figures purely for the sake of clarity

because presenting all the six on the same graph could

be muddled and also for descriptive convenience we have

put those dealing with the truth value of the sentence

(i.e. epistemic) in the same graph - 'Possibility',

'Necessity' and 'Probability' in Fig. 5.6.1, and the

deontic (which are concerned with such activities as

granting permission, imposing, obligations etc) in the

same figure and these are 'Obligation', 'Ability' and

'Permission', are presented in Fig. 5.6.2
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The two figures above indicate quite clearly

that time is a factor affecting acquisition of these

meaning units although it affects the different units

variably as seen in the different rate of movement that

occurs for the units. As far as the two MT Groups are

concerned we observe that although the accuracy levels

for Group B are generally lower than those in Group A

yet the meaning units pattern of development vis a vis one

another follow generally similar patterns.

5.2.2 Frequency distribution

In order to examine our subjects distributional

characteristics, since we have in the above subsection

been using mainly group scores, we have carried out

frequency distribution analysis of our subjects according

to performance levels on the entire Task, on different area's

of the Task in each Group as well as on the four Time

levels in each Group. Such analyses as presented below give

us an idea of the spread of our subjects and how this spread

is affected by Time.

Our first analysis was a frequency distribution

of the subjects in Groups A and B on the entire Task

using a frequency distribution of the subjects scores at

20% intervals and these are presented in Tables 5.18.1

and 5.18.2 below:
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Table 5.18.1 Group A; Task II Frequency distribution
of Subjects by Performance Levels.

Time 1 2 3 4

Performance Level

0-19 0 % 0 0 0

20-39 15 % 0 0 0

40-59 35 % 40 25 5

60-79 50 % 60 60 70

80-100 0 % 0 15 25

Table 5.18.2 Group B; Task II Frequency distribution
of Subjects by Performance Levels.

Time 1 2 3 4

Performance Level

Ohf—11O 5 % 0 0 0

20-39 30 % 15 0 0

40-59 40 % 75 37 25

60-79 20 % 0 63 55

80-100 5 % 10 0 20

The Tables above show that our learners are found at all

levels of proficiency from the lowest to the highest and

from this distribution we see that our learners constitute

a reasonable cross-section of learners at different points

on the learning continuum. In both Groups we also see

that an increasing percentage of subjects are found at

higher performance levels as we move out from Time One

which is an indication of a general development of the

subjects knowledge of the linguistic area in question

over time.
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The same general pattern of subjects distribution

was observed when it was examined along other criteria as

for example the distribution on Epistemic and Deontic

modality (raw scores) which is presented in Table 5.19

below:

Table 5.19 Epistemic/Deontic Modality : Frequency
distribution of Subjects.

GROUP A GROUP B

Time 1 2 3 4 1 2 3 4

Performance Level

I Epistemic
0-6 5 0 0 0 20 0 0 0

7-12 25 ] 5 5 0 45 50 15 10

13-18 50 75 65 65 30 40 75 60

19-24 20 10 30 35 5 10 5 30

II Deontic

0-7 10 0 5 0 40 20 0 0

8-14 75 80 60 40 40 65 85 60

15-21 15 20 35 60
i
l

20 15 10 40

After this frequency distribution analysis we decided to

have a quick look at the performance of our learners on

the Task items along the strictly morphological distinction

of past and present modal forms described in Chapter 3

(Section 3.2.2.1). On this strictly morphological basis

we examined as a group the morphological past tense forms

of CAN, MAY, WILL and SHALL - could, might, would and

should in contrast to the others which fall under the Non-

Past and on this basis we have 18 possible scores for the

Past and 27 possible scores for the Non Past. Using this

two way classification of our Task II items we found the
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following overall mean result: Group A, Past - 62%,

Non-Past 66.75% and for Group B we had 48.8% and 66.5%

for the Past and Non-Past respectively. From this overall

result we see that performance on the Non Past is better

than on Past and we see a marked difference between

performance on the two in Group B. We also examined the

pattern of development on these two categories by

analysing learners performance over Time:

Table 5.20 Performance (%) on Past, Non Past Modal Verbs.

Time 1 2 3 4

Group
Past 55.2 60 60. 8 71.9

A

Non-Past 59.3 62.7 70. 9 74

Group B
Past 35.5 40 49.4 58 .1

Non-Past 55 57.2 68.8 73 . 5

The data presented in the Table above are graphically

displayed in Fig 5. 7 below which show that for both

Groups performance is better on the Non Past although the

gap between performance on the two is more marked in

Group B and we also see that there is an increase in

accuracy levels as we move from Time One to Time Four in

both Groups A and B. In Group A, the learners have shown

considerable movement in the Past items as compared with

Group B. In Group B the performance on Past Modal verbs

is very poor at Time One and by Time Four the mean score has

reached only 58%. The use of the modal verbs is obviously

very difficult for our learners and it is even more so for

Group B subjects than Group A and within the Past and Non-

Past modal verb categories the Past is obviously the most

difficult.
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Fig. 5.7 Performance (%) on Past and Non Past
Modal Verbs

Group A Group 3

5.2.3 Analysis of Learners non target language choices.

In the preceding analysis we have been concerned

with the overall correct scores and it is apparent that in

our attempt to account for the acquisition of English modal

verbs we have to take into consideration not only the

accuracy levels but also the errors our learners make in

their attempt on the elicitation instrument. As regards

our learners errors we also have to take into account not

just the quantity of the errors but also their 'quality'

because some errors are apparently more plausible than

others and it is through such examination that we can

discern any systematic processes underlying the variable
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performance of the learners. We shall in this subsection

then be concerned with the analysis of the non-target

language choices selected by our subjects in their

performance on this Task. It is hypothesized in this

respect that there will be a pattern of distribution of

errors and error types both in quantity and quality and

that there will be a relationship between the observed

pattern of distribution of errors and Time levels.

5.2.3.1 Group A

The total number of non-target language choices

made by all the 80 subjects in this group were 1227

excluding 38 instances in which no responses were given.

The 1227 errors then constituted the basis of our error

analysis.

We carried out an analysis of the pattern of

distribution of the errors on the nine modal verbs at

each of the Time levels. As we see in Table 5.21.1

below, the total possible scores on each modal verb are

put in brackets immediately after the modal verb so

that a cross comparison of error quantities can be made.

If we take can as an example, we see that of the 720

Group possible score on this modal verb there are 125

errors of which 4 9 or 39.2% of this modal verb errors

occurred at Time One and 30 or 24% of the errors are found

at Time Two etc.

From an examination of the table we see that

there is generally speaking a decrease in the quantity of

errors, except for occasional backsliding, as we move

forward from Time One to Time Four. There is therefore,
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Table 5.21.1 Group A; Distribution of Errors on Modal
Verbs over Time.

Time 1 Time 2 Time 3 Time 4 Total

can (720) 49(39.2%) 30(24%) 19(15.2%) 27(21.6%) 125

could (720) 99(30.3%) 85(26%) 83(25.4%) 60(18.3%) 327

may (480) 72(23.8) 90(29.8%) 70(23.2%) 70(23.2%) 302

must (480) 31(38.3%) 24(29.6%) 16(19.8%) 10(12.3%) 81

might (240) 17(27.9%) 16(26.2%) 12(19.7%) 16(26.2%) 61

will (240) 33(35.1%) 25(26.6%) 22(24.2%) 14(14.9%) 94

would (240) 21(41.2%) 13(25.5%) 11(21.6%) 6(11.8%) 51

shall (240) 32(32.7%) 19(19.4%) 30(30.6%) 17(17.3%) 98

should(240) 21(23.9%) 22(25%) 26(29.5%) 19(21.6%) 88

broadly speaking, a relationship between Time level and

the quantity of errors recorded and we can suggest that

the quantity of errors decrease because the learners are

becoming more aware of TL norms and gradually moving

towards it. The rate of progression on the modal verbs

as indicated by the quantity of errors in the first

instance and the decrease that take place over Time, however,

vary substantially. If we compare must and may with the

same possible scores we see that the errors on may are

about four times the quantity of errors on must; the quantity

of errors on must decrease substantially over Time whereas

with may the quantity of errors remain about constant over

the Time levels, indicating the great difficulty that may

poses for our learners.

Because we have incorporated the different meanings
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of can, could, may and must in our analysis above, we

decided to examine the learners' error distribution on

the different modal verb meanings and the results of our

analysis are presented in the Table below:

Table 5.21.2 Group A: Distribution of errors on Modal
Verb Meanings over Time.

Time 1 Time 2 Time 3 Time 4 Total

can^ 13 11 5 6 35

can2 26 17 11 17 71

can3 10 2 3 4 19

couldi 32 30 26 20 108

could2 31 31 34 18 114

could3 36 24 23 22 105

may-]_ 31 28 27 27 123

may2 41 52 43 43 179

must]_ 18 17 12 6 53

must2 13 7 4 4 28

Each of the modal verb meanings discussed in Chapter 3

(Section 3.2.2) has a total possible score of 240. From

the table above we see that the pattern of error distribution

is not uniform on any of the various meanings of the modal

verbs and from which we can infer that the different

meanings of a modal verb pose different difficulties for

our learners with some meanings apparently easier to acquire

than others. For the can meanings, for example, we see

that can? (permission) is most difficult of the three and

the quantity of errors observed on it is more than those on

cani and can3 combined.
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5.2.3.2 Group B

The total number of errors made by the 79

subjects who took part in this Task were 1549 including

12 instances in which no responses were supplied. The

1537 errors then constituted the basis of our error

analysis. As in Group A our first analysis was the pattern

of distribution of errors on the nine modal verbs over Time

and the results are given in Table 5.22.1 below:

Table 5.22.1 Group B: Distribution of Errors on Modal
Verbs over Time.

Timd 1 Time 2 Time 3 Time 4 Total

can (711) 58(37.9%) 39(25.5%) 33(21.6%) 23(15%) 153

could (711) 127(27.1%) 132(28.2%) 110(23.5%) 99(21.2%) 468

may (474) 80(27.2%) 83(28.2%) 66(22.4%) 65(22%) 294

must (474) 48(37.2%) 44(34.1%) 16(12.4%) 21(16.3%) 129

might (237) 34(36.2%) 29(30.8%) 16(17%) 15(15.9%) 94

will (237) 26(25.7%) 37(36.6%) 24(23.8%) 14(13.9%) 101

would (237) 28(32.9%) 27(31.8%) 18(21.2%) 12(14.1%) 85

shall (237) 27(29%) 27(29%) 19(20.4%) 20(21.5%) 93

should(237) 40(33.3%) 28(23.3%) 28(23.3%) 24(20%) 120

As in Table 5.21.1 the total possible scores on each modal

verb are indicated in brackets immediately after the modal

verb. From Table 5.22.1 above we see that there is a

decrease in the quantity of errors as we move forward in

Time. If we use can as an example, we see that of the

Group possible score of 711 there are 153 errors of which

58 or 37.9% of the errors occurred at Time One, 39 or 25.5%
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at Time Two etc. Although the quantity of errors in

Group B are more than those in Group A yet we see that in

both groups the gradual decline seen in the quantity of

errors is a function of Time. The rate of decrease

observed, however, varies on the nine modal verbs for

instance a comparison of the quantity of errors on may

and must and their pattern of distribution over the four

Time levels confirms this assertion.

The pattern of error distribution on the different

meanings of can, could, may and must were then analysed and

the results presented in Table 5.22.2 below:

Table 5.22.2 Group B: Distribution of Errors on Modal
Verb Iieanings over Time

Time 1 Time 2 Time 3 Time 4 Total

can^ 16 9 9 3 37

can2 20 22 18 15 75

can3 22 8 6 5 41

could-^ 43 38 36 31 148

could2 41 48 37 36 162

could^ 43 46 37 32 158

may1 37 37 31 26 131

may2 43 46 35 39 163

must^ 26 26 9 11 72

must2 23 18 7 9

1

57

From Table 5.22.2 above, we see that the different meanings

of the same modal verb have different patterns of error

distribution which means that for the same modal verb its
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different meanings pose different difficulties for our

learners. Similar to our finding for Group A learners

we see that for can meanings, can^ (permission) is most
difficult as seen in the quantity of errors and the

decrease in quantity of errors from Time One to Time

Four is not as marked as that of can^ (possibility) and
can., (ability) . The slight decrease in the quantity

of errors over the Time levels seen in could meanings

and the virtual maintenance of the same quantity of

errors on may^ and may^ are an indication of how far
learners are able to proceed in their attempt to acquire

these modal verb meanings.

5.2.4 Performance by Time Levels and MT Groups

In order to determine whether Time is a

significant factor in the development of the subjects

knowledge of the use of modal verbs and modal verb

meanings under investigation we carried out t-tests between

performance at Time One and Two, Time One and Three and

Time One and Time Four for both Groups. We have already

seen from the preceding analysis in Section 5.2.1 that

the learners performance scores generally increase over

Time and the purpose of the t-tests are to determine

whether the difference in performance are significant -

in other words to determine whether the difference signify

true differences in performance. The degrees of freedom

in each case is 38 and to be significant at the 5 percent

probability level the value of t has to be equal or greater

than 2.021, and the t value for 1 percent probability level

is 2.704.
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5.2.4.1 Group A: t-tests between Time Levels

What we set out to do in this subsection is to

compute t-test analyses between the learners performance

at the different Time levels and of course our comparison

will examine all the different categories that have been

identified within this Task since we have seen earlier

that the effect of Time on the acquisition rate or

development of the different categories is variable.

Our first analysis is the calculation of the t

values on the 9 modal verbs and our results are presented

in Table 5.23.1 below. From the table we see that the

three meanings of can, the three meanings of could and the

two meanings of may and must respectively are lumped

together under the same form.

Table 5.23.1 Group A: t-tests on Modal Verbs Performance

Time 1-Time 2 Time 1-Time 3 Time 1-Time 4

can 1.80 3.51 + 2.31 *

could 0. 95 0. 71 3.71 +

may 2.75 + 0. 23 0.14

might 0.19 1.05 0.19

must 0.58 2.05 * 3.10 +

will 0.76 1. 89 3.58 +

would 1.06 1.78 2.92 +

shall 2.81 + 0. 54 3 . 40 +

should 0.32 0.69 0.55

.. ...

* p = 0.05 level of significance

+ p = 0.01 level of significance
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The particular difficulty the modal verbs constitute is

seen in the fact that there are only two significant

results between Time One and Time Three. Between Time

One and Time Two there are only two significant results

may and shall. In actual fact the true difference

revealed between may at Time One and at Time Two is really

a significant difference in which the performance at Time

Two is lower than that of Time One. So we see that may

is particularly difficult because from Time One to Time

Four there is no significant difference in performance

meaning that time has no significant effect on the

acquisition of this modal verb. There are, however,

many more significant results between Time One and Time

Four with 6 significant results, and this is to be expected

because we expect our learners knowledge of the modal verbs

to increase as a result of increased exposure to the TL.

t-test analysis were also done on the three

meanings of can and could and the two meanings of may and

must since we have seen earlier that the learners

performance varied over the different meanings and the

results are given in Table 5.23.2 below:
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Table 5.23.2 Group A: t-tests on Modal Verb Meanings

Time 1-Time 2 Time 1-Time 3 Time 1-Time 4

can^ 0.44 1.73 1.34

can2 1.31 2.71 + 1.58

can^ 1. 52 1.86 1. 60

could^ 0 1.13 2.35 *

could2 0.17 0.35 2 .20 *

could^ 1. 64 0.72 2.36 *

may^ 1.58 0.77 0. 60

may2 2 . 80 + 0.36 0. 40

rnust-^ 0.17 1.25 2.63 *

must2 0.77 1. 97 1.88

* p = 0.05.level of significance

+ p = 0.01 level of significance

The above results show the differences in significance

between the Time levels on the modal verb meanings which

are very interesting. By a combination of the mean

scores and the t values above we can get an accurate

picture of the development that takes place over the Time

levels for each meaning. For the can meanings(see

Appendix ) we see that the performance are generally high

at Time One and so the statistically insignificant results

are not an indication of the lack of development, for

instance for can, the mean scores for Time One to Four

are 78.3, 81.6, 91.6 and 88.3 percent respectively. For

the could meanings we see significant t values (t = 2.35,

2.20 and 2.36) at the 5 percent probability level between
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Time One and Time Four only, indicating that true

differences only occur between these Two Time levels

and it shows the degree of difficulty that could

constitutes and even with this significant difference in

performance the accuracy level reached at Time Four for

could-^, could2 and could^ are 66.6, 70 and 63.3 percent
respectively.

The performance on the may meanings are similar

to could and in this instance there is even no statistical

significance between Time One and Time Four, the only

significant result between Time One and Two is an indication

of a significant backsliding in performance on may^. The
performance on the must meanings are generally high and

for must-^ t is significant at p = .05 level. So in the
above modal verb meanings and the others considered before

we see that Time affects the different modal verbs and

indeed their various meanings variably as we see in the

t values obtained in the above two tasks.

We then carried out analysis on the performance

of our learners on the Past and Non Past Modal Verbs to

see the significance of the pattern of development

observed over Time and the results are given below:

Table 5.23.3 Group A: t-tests on Past, Non Past Modal
Verbs Performance

Time 1-Time 2 Time 1-Time 3 Time 1-Time 4

Past 0.82 0. 94 2.85 +

Non Past 1.02 3.22 + 4.61 +

+ p = 0.01 level of significance
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From the above table we see that the Past reaches

significance at p = .05 level only between Time One and

Time Four whereas the Non Past reaches significance at

p = 0.1 level between Time One and Three and an even

higher t value (4.61) reported between Time One and Time

Four which indicates that a greater movement is found on

the Non Past modal verb category compared with the Past.

We also carried out t test analysis on the 6

meaning units identified earlier to discover if the

differences between performance at the different Time

levels (see Table 5.17) are in fact statistically

significant and the result of the analysis are as follows:

Table 5.23.4 Group A: t-tests on Modal Verb Meaning
Units Performance

Time 1-Time 2 Time 1-Time 3 Time 1-Time 4

Obligation 0.77 1. 97 1.88

Necessity 0.17 1.25 2.63 *

Ability 2.23 * 1. 58 2.70 *

Probability 0.41 0. 65 2.04 *

Possibility 0. 50 1. 95 1.83

Permission 0.44 1.06 1.91

*
p = 0.05 level of significance

From the above table we see more significant results as

we move farther out from Time One, and between Time One

and Time Four we have significant results at the 5 percent p

level for 'Necessity', 'Ability' and 'Probability'. For

'Obligation' we note that performance is quite high at Time
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One, 78.3% moving to 93.3% by Time Four and so the non

significant result here is different from the non

significant results obtained for 'Possibility' and

'Permission' because the accuracy levels reached are

relatively low and the development that occurred in the

usage of these two meaning units are not as marked as

that found in 'Necessity' for instance.

5.2.4.2 Group B: t-tests between Time levels

The same set of t-test analysis were carried out

on our Group B data to determine the significance of time

on the various categories used for our analysis of the

modal verb Task. As in Group A we first analysed the 9

modal verbs in which the various meanings of can, could, may

and must are considered together under one heading and the

results are as follows:

Table 5.24.1 Group B: t-tests on Modal Verbs Performance

Time 1-Time 2 Time 1-Time 3 Time 1-Time 4

can 1.83 1.97 3.67 +

could 0.27 1.27 1.74

may 0.22 1.56 1.83

might 0.8 2.69 * 3.18 +

must 0. 53 3.01 + 3.94 +

will 1.93 0.13 2.19 +

would 0.32 1. 64 2.77 +

shall 0 1.12 1.32

should

i

2.12 *
I
i

1.89 2.84 +

* p = 0.05 level of significance

+ p = 0.01 level of significance
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From the above Table we see that Time plays a significant

part in the acquisition process of these modal verbs,

between Time One and Two we have only one significant

result, two between Time One and Time Three and six

between Time One and Time Four and not just the increase in

statistically significant results,we see an increase in the

t values obtained as the time difference between the two

comparisons widens. There is no significant difference

between Time One and Time Four for could, may and shall

and we see from Table 5.15.2 that may and could are

particularly difficult for our learners.

The analysis of the meanings of can, may, could

and must were also done and the variable effect of time

on the acquisition of the different modal verb meanings

are illustrated in the Table below:

Table 5.24.2 Group B: t-tests on Modal Verb Meanings

Time 1-Time 2 Time 1-Time 3 Time 1-Time 4

can^ 1.39 1.37 2.72 +

can2 0.62 0.24 1.16

can3 2.90 + 2.97 + 3.72 +

could^ 0.86 0. 80 2.23 *

could2 1.36 0.16 0.58

could^ 0.15 0. 90 1.62

mayx 0.16 1.00 2.07 *

may2 0.61 1. 34 0.77

must^ 0.19 3.11 + 3.0 +

must2 0. 89 2.72 + 2.4 *

* p = 0.05 level of significance

+ p = 0.01 level of significance
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For the can meanings, we see that can^ compared with the
others has no significant result at all and indeed the

increase that is seen is from 66.6% at Time One to 75%

at Time Four. The performance on can are relatively

high compared with the others in this Table. On the

must meanings no significant results are reported between

Time One and Time Two, between Time One and Time Three

however, both must^ and must^ are significant at the 1
percent probability level which indicates that time plays

a significant factor in the acquisition of the use of

these meanings. For the could meanings we see a contrasting

effect of time because only could^ reaches significance
between Time One and Time Four only and even with this in

actual scores the accuracy level has moved from 28.3% at

Time One to 48.3% at Time Four. The could meanings are

very difficult for our learners here and there is no

appreciable movement in their acquisition process over time.

May poses the same difficulty for our learners, there is

no significant development at all for may^ and for may^
we have a significant difference between only the Time One

and Time Four performance, and even then at Time Four the

accuracy level for may^ has only reached 56.7% while for
may,, it is 35%.

We also carried out t-test analysis on the

performance of our learners at the different time levels

on the Past, Non Past Modal verbs distinction and the

pattern observed is similar to that found in Group A as is

reported in the table below:
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Table 5.24.3 Group B; t-tests on Past, Non Past
Modal Verbs Performance

Time 1-Time 2 Time 1-Time 3 Time 1-Time 4

Past 0.62 1.85 3.19 +

Non-Past 0.46 2.05 * 4.43 +

* p = 0.05 level of significance

+ p = 0.01 level of significance

We see from the above table that between Time One and Time

Three a significant t value is obtained for the Non-Past

and between Time One and Time Four both are significant

at the 1 percent probability level. There is, however,

more development on the Non Past category as seen in the

significant results and their t values.

t-test analysis were also done on the performance

of the learners in this Group on the 6 meaning units and

the results of the analysis are given below:

Table 5.24.4 Group B: t-test on Modal Verb Meaning
Units Performance

Time 1-Time 2 Time 1-Time 3 Time 1-Time 4

Obligation 0.89 2.72 + 2.40 *

Necessity 0.19 3.11 + 3.0 +

Ability 1.50 2.09 * 3.01 +

Probability 1.44 2.05 * 3.38 +

Possibility 1.23 1. 97 3.87 +

Permission 1.21 1.26 1.27

* p = 0.05 level of significance

+ p = 0.01 level of significance
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As the above table shows, there is an increase as expected

of statistically significant results on these meaning units

over Time and so time is significant though its

significance varies over the meaning units. A non

significant result is reported for 'Permission' meaning

which indicates that there is no significant difference in

performance over the four Time levels and it is a usage

which we find is very difficult for both Groups A and B learners.

5.2.4.3 Comparison of Group Results

In our previous analysis we saw that the

performance of our Group A learners are generally better

than those in Group B and in order to determine whether the

differences observed were statistically significant we

decided to carry out t-test analysis on the performance of

the learners at each of the four time levels,and in order

to be able to locate the areas where true differences

occur the analysis were done on the scores of the 15 sub¬

tests in this Task (see Section 4.2.2.1). Between Group A

Time One (Time One A) and Group B Time One (Time One B) out

of the 15, only 2 results were found significant and these

were on might and should with t values of 2.60 and 3.14

respectively Between Time Two A and Time Two B, 4

significant t values were observed for could^, could-,,
might and would; no significant result was observed between

the Time Three performance of both Groups while between

the Time Four levels only 2, could-^ and could-,. So out
of 60 possible results we have significant differences on

only 8 instances and from these analysis we can conclude

that the quantitative differences observed between Groups A
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and B are not great enough to say that the performance of

the learners are significantly different.

From our previous analysis of the results of

both Groups on this Task we in fact see that a similar

pattern of difficulty seem to emerge for both Groups

irrespective of the mother tongue difference,for example

with the modal verbs can, must and others pose little

difficulty whereas could and may are most difficult for

both learners in both Groups; on the meaning units

'Possibility' and 'Permission' meanings are the most

difficult and on the Past, Non Past dimension the Past

poses more difficulties for both groups of learners.

5.2.5 Guttman Scale Analysis of Modal Verbs Data

We have already discussed above (Section 5.1.5)

the usefulness of Guttman scale analysis as a model for

isolating developmental stages in the acquisition of a

given language structure and we have also used here the

SPSS Subprogram: Guttman Scale in our attempt to determine

the developmental sequences our learners go through in

their attempt to acquire the English modal verbs and their

various uses. What we have done for both Groups is to

determine whether subtests grouped together on various

criteria constitute valid implicational scales.

5.2.5.1 Group A Guttman Scale Analysis

The first analysis we did was a run of the 9

modal verbs which gave us non significant results

indicating that the acquisition of the 9 modal verbs did

not constitute a valid implicational continuum. It was

most unlikely that the 15 subtests making up the Task would
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constitute such a scale but we could not carry this out on

the SPSS Subprogram used because it has a limitation that

no more than 12 items can be used in a single scale.

The next analysis we did was to examine whether

the acquisition of Epistemic and Deontic modality were

scalable and the results are given in Fig. 5.8.1 below:

Fig. 5.8.1 Group A Guttman Scale of Epistemic and
Deontic Modality

ITEM DEONT EPIST TOTAL

RESP 0 1 0 1

ERR ERR —

S 2 0 31 0 31 31
C
A

— — -ERR

L 1 19 5 5 19 24
E

- ERR—

0 25 0 25 0 25
]

SUME 44 36 30 50 80

PCTS 55 45 38 63

ERRORS 0 5 5 0 10

Statistics:

Coefficient of Reproducibility = 0.9375

Minimum Marginal Reproducibility = 0.5875

Percent Improvement = 0.3500

Coefficient of Scalability = 0.8485

The results in the above figure indicate that the

acquisition of epistemic and deontic modality constitute

a valid linear implicational continuum in which epistemic

modality is acquired before deontic modality.

We then made an analysis of the six meaning units

and we got non significant results (Coefficient of

Reproducibility .8333 and Coefficient of Scalability .3333),
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a division of the 6 meaning units into those indicating

epistemic modality (Fig. 5.6.1) and deontic modality

(Fig. 5.6.2) were analysed. 'Necessity', 'Probability'

and 'Possibility' with .8750 and .5385 for Coefficient

of Reproducibility and Coefficient of Scalability were

not significant. The deontic meanings - 'Obligation',

'Permission' and 'Ability' were then analysed and the

results were significant as Fig. 5.8.2 below shows

Fig. 5.8.2 Group A Guttman Scale on 3 Deontic
Meaning Units

ITEM PERM ABIL OBLIG TOTAL

RESP 0 1 0 1 0 1

ERR - ERR—
— ERR- — -

3 0 15

ERR-

0 15 0 15 15

2 36 8 6 38

ERR -

2 42 44

1 18 0 16 2 2 16

ERR

18

0 3 0 3 0 3 0 3

SUMS 57 23 25 55 7 73 80

PCTS 71 29 31 69 9 91

ERRORS 0 8 6 2 4 0 20

Statistics:

Coefficient of Reproducibility = 0.9167

Minimum Marginal Reproducibility = 0.7708

Percent Improvement = 0.1458

Coefficient of Scalability = 0.6364

and we then see that these three meaning units constitute

a valid implicational scale in which 'Obligation' is

acquired first followed by 'Ability' and finally

'Permission'. When we considered 'Permission', 'Possibility'
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and 'Obligation' as a series we had significant results of

0.9250 and 0.7000 for Coefficient of Reproducibility and

Coefficient of Scalability respectively and for these the

implicational order was 'Obligation' first, followed by

'Possibility' and finally 'Permission'.

The next set of Guttman analysis we did were on

the modal verbs and the meanings of individual modal verbs.

An analysis of the three meanings of can i.e. can^, can^
and can, gave a significant result (Coefficient of

Reproducibility .9333) and the implicational order found was

can., (ability) acquired first, followed by can^ (possibility)
and last to be acquired can., (permission) . A similar

analysis for the three could meanings were non significant.

An analysis of the two meanings of may and its morphological

past tense form might gave significant results which are

given in Figure 5.8.3 below:

.8.3 Group A Guttman Scale of May and Micrht

ITEM MAY Perm' MAY 'Poss' Might TOTAL

RESP 0 1 0 1 0 1

1IPiPiw ERR- ERR

S 3 0 9 0 9 0 9 9
C
A

— - ERR -

L 2 27 5 4 28 1 31 32
E

— - ERR -

1 34 1 30 5 6 29

- ERR-

35

0 4 0 4 0 4 0 4

65 15 38 42 11 69 80
81 19 48 53 14 86
0 6 4 5 7 0 22

SUMS
PCTS
ERRORS

Statistics:

Coefficient of Reproducibility
Minimum Marginal Reproducibility
Percent Improvement
Coefficient of Scalability

= 0.9083
= 0.7333
= 0.1750
= 0.6563
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From the figure above we see that our learners acquisition

of the three modal verbs in question constitute a valid

implicational scale in which might is acquired first,

followed by may^ (Possibility) and finally may^ (Permission).
From our Guttman scale analysis we see that the

entire Task does not constitute a valid implicational

scale but parts of the Task are acquired in an implicational

order as seen in the above analysis.

5.2.5.2 Group B Guttman Scale Analysis

We carried out Guttman Scale Analysis on the

data produced by learners in this Group to determine

the developmental sequences they go through and to see

whether the patterns observed here are similar in any

way to those reported in Group A. A run of the 9 modal

verbs was not significant indicating that the

acquisition of the 9 modal verbs did not constitute an

implicational continuum. An analysis of the entire

Task along Epistemic and Deontic modality and the results

are presented in the following figure:
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Fig. 5.9.1 Group B Guttman Scale on Epistemic and
Deontic Modality.

TOTAL

18

20

42

80

12

0.9250

0.6500

0.2750

0.7857

The significant results reported above indicate that the

two categories constitute a valid implicational scale in

which epistemic modality is acquired before deontic

modality.

An analysis of learners performance on the Past/

Non-past modal forms also indicated highly significant

results with a Coefficient of Reproducibility of .9500 and

Coefficient of Scalability of .8545 with the Non-past modal

form acquired before the past modal forms. The next set

of Guttman scale analyses were done on the six meaning

units. An analysis of the six meaning units were found

non significant (Coefficient of Reproducibility .8186 and

Coefficient of Scalability .4625). The six units were

ITEM DEONT EPIST

RESP 0 1 0 1

ERR ERR

S 2 0 18 0 18
C
A

- -ERR —

L 1 14 6 6 14
E

- ERR-

0 42 0 42 0

SUMS 56 24 48 32

PCTS 70 30 60 40

ERRORS 0 6 6 0

Statistics:

Coefficient of Reproducibility
Minimum Marginal Reproducibility
Percent Improvement
Coefficient of Scalability
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then subdivided as in the previous subsection. The

epistemic series - 'necessity', 'probability' and

'possibility' gave non significant results. The deontic

series - 'obligation', 'permission' and 'ability' were

then analysed and the results were highly significant as

we see in the figure below:

Fig. 5.9.2 Group B Guttman Scale on 3 Deontic Meaning
Units •

ITEM PERM ABIL OBLIG TOTAL

RESP 0 1 0 1 0 1

- ERR ERR- - — ERR - — —

s 3 0 15 0 15 0 15 15

c - ERR-

L 2 16 2 1 17 1 17 18

E ERR

1 33 1 32 2 3 31
ERR -

34

0 12 0 12 0 12 0 12

SUMS 61 18 45 34 16 63 79

PCTS 77 23 57 43 20 80

ERRORS 0 3 1 2 4 0

Statistics

Coefficient of Reproducibility
Minimum Marginal Reproducibility
Percent Improvement
Coefficient of Scalability

0.9578

0.7131

0.2447

0.8529

The above figure indicate that 'obligation' is acquired

first followed by 'ability' and finally 'permission'. A

separate analysis of learners performance on 'Permission'

'Possibility' and 'Obligation' gave significant results of

0.9325 and 0.7647 for Coefficient of Reproducibility and

Coefficient of Scalability respectively and the findings

indicate that 'obligation' is acquired first followed by
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'possibility' and finally 'permission'. It is interesting

that the implicational patterns observed here are exactly

similar to those reported for Group A above.

A Guttman scale analysis of the three meanings

of can gave a significant result (Coefficient of

Reproducibility of .9325) and the implicational order of

'ability' acquired before 'possibility' and finally

'permission' is similar to that of Group A. The three

meanings of could were similarly non significant

(Coefficient of Reproducibility .8481). An analysis of

the two meanings of may and its morphological past tense

form might was not significant unlike the finding

reported for Group A. A further analysis of rnay^ and

may^ indicated a valid implicational scale in which the
'possibility' meaning is acquired before the 'permission'

meaning and in any case only 9 out of the 79 subjects

had reached the criterion level for acquisition for the

permission meaning of may^,.
5.3 Task III; Article system results

The article system of English as discussed

earlier (see Section 1.5) poses considerable difficulties

for both our groups of learners and what we set out to do

was to investigate the acquisition of the article system

of English by our subjects and within the article system

we have concentrated on the acquisition of the definite

article, the indefinite article and zero article usage.

We also investigated the acquisition of the three uses of

the definite article (Cataphoric, Anaphoric and Indexical),

the four identified usages of the zero article as well as
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the influence of three syntactic environments, Subject

NP/-V, Object NP/V- and Prepositional NP/Prep - on English

article acquisition. Our elicitation instrument was an

article cloze type test (see Section 4.2.3) in which the

subjects were required to insert a/an, the or / in eighty

predetermined positions and of these 80 possible scores

the total possible scores for the indefinite, definite

and zero article categories ranged from 0 to 15, 0 to 45

and 0 to 20 respectively.

5.3.1 Overall results analysis

The overall mean performance of our subjects on

this Task irrespective of different categories within the

article system at the different Time levels for both MT

Groups are given in Table 5.25 below:

Table 5.25 Summary of Overall Task III Results

1

GROUP A GROUP B

Time 1 2 3 4 1 2 3 4

x Corr(Raw Scores) 57.4 60.6 65 70 55.7 58.9 62.4 69

x Corr % 71.7 75.7 81.2 87.6 69.6 73.6 78 86.3

N 20 20 20 20 20 20 20 20

I
L

A comparison of the summary results above along

a definite, indefinite and zero article usage gave the

following results:
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Table 5.26 Performance (%) on Definite, Indefinite and
Zero Articles.

GROUP A GROUP B

Time 1 2 3 4 1 2 3 4

the 77.7 87. 4 85.8 89.9 80.7 81.3 85 .3 89.2

a/an 71.3 77 77.7 89.6 69 73 78.6 83 . 6

0 58.5 48.3 73.5 80.8 45 56.5 61 81.8

From the above table we see that the definite

article was easiest for both groups (Group A had a mean of

85.2% accuracy while Group B had 84.1%) and we see despite

the high accuracy level at Time One there is still steady

increase in accuracy level over time. The definite article

was followed by the indefinite article in which both

Group A and Group B had mean scores of 78.9% and 76.05%

respectively. Within this 3-way classification of the

English article system we see that the acquisition of the

use of the zero article was the most difficult for both

Groups, with Group A and Group B having mean scores of

65.3% and 61.1% respectively. The variability in

performance over Time levels in the two groups on the

definite, indefinite and zero article usage are presented

graphically in Figure 5.10 below. The figure shows a

general increase over Time on all three categories although

we see that in both cases movement on the zero article

usage is more marked from Time One to Time Four and yet

it barely reaches the 80% criterion level in both Groups

by Time Four whereas this level is already reached at Time

Two in both Groups on the definite article.



207 .

Fig. 5.10 Mean Percentage Scores on the Definite
Indefinite and Zero Article Types

The performance on the three uses of the

definite article (Cataphoric, Anaphoric and indexical)

were analysed next and the overall results for each of

the Groups are as follows:

Table 5.27.1 Performance (%) on Definite Article Usages

GROUP A GROUP B

Anaphoric 86.7 87.7

Cataphoric 85.5 86.3

Indexical 83 . 9 80. 4

The overall mean results above include the performance

of the learners at the four Time levels and in order to

see the movement that has taken place in the acquisition
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of the three uses,we examined the performance of learners

across Time levels for both groups and these are given in

the table below:

Table 5.27.2 Performance (%) on Definite Article Usages
over Time

1

GROUP

2

A

3 4 1

GROUP

2

B

3 4

Anaphoric 79 86.3 89.7 91.6 81.3 87 87 95.3

Cataphoric 79.5 89.5 81 92 83 83.5 87 91.5

Indexical 75.8 87.3 85.3 87.5 79 76 83.3 83.5

The table above confirms that performance in the three

definite article usages are very close although performance

on Indexical is generally lower than on the other two.

For us to be able to assert that the learners

have acquired the English article system or even parts of it,

it is necessary for them to acquire the zero article usage

as well and as we have observed earlier the zero article

usage is the most difficult for both our groups of learners.

Although zero article usage is difficult for our learners

to acquire we decided to analyse the results here to

determine the performance of our learners on the four

contexts identified in which zero article usage is required

in English: before proper nouns, before mass nouns and

plural count nouns when they have generic reference and in

certain idiomatic usages. Our analysis of zero article

usage results on this basis provided us with the following

results in which the environment seems to affect acquisition

of this TL feature:



209.

.1 Performance (%) on Zero Article Usage
Contexts

GROUP A GROUP B

Proper Nouns 85.7 84.1

Mass Nouns 70. 3 69

Plural Count 62.7 58.7

Idiomatic 47 37.5

We see from the table above that although Group B subjects

have slightly better accuracy levels yet it is the same

pattern of difficulty that we find for both Groups in

which the context before Proper Nouns is most favoured for

acquisition, and before certain idiomatic usages least

favoured.

Within the overall results given in Table 5.28.1

above, we observe that there were different patterns of

acquisition over Time and the following table gives the

performance scores on each of the contexts over Time:

Table 5.28.2 Performance (%) on Zero Article Usage Contexts
over Time

GROUP A GROUP B

1 2 3 4 1 2 3 4

Proper Nouns 78.8 78.8 86.3 98.8 68.8 78.8 91.3 97.5

Mass Nouns 61 50 81 89 52 64 65 95

PI. Count 54.2 44.2 71.6 80.8 41.6 52.5 60 80.8

Idiomatic 45 27 58 58
.

23 36 34 57

The above results presented graphically indicate marked

differences in the amount of development that take place
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on zero article usage in the four contexts as Figure 5.11

below shows.

Fig. 5.11 Mean Percentage Scores on Zero Article
Usage Contexts

We see from the above figure that time affects

the acquisition of zero article usages variably and we

can identify a hierarchy difficulty order in which zero

article usage before idiomatic usage is least acquired and

does not even reach 60% accuracy level by Time Four for

both groups of learners.

5.3.2 Frequency distribution of subjects performance

In order to account for the distributional

characteristics of our learners on this Task, we carried

out frequency distribution analysis of our learners
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performance on the entire Task as well as on various

categories within the Task and by so doing we hope to get

a general picture of the patterning of our subjects on

the different performance levels.

Our first analysis was the distribution of

subjects scores at each Time level on the entire Task

using a 20% interval scale and the results are given

below:

Table 5.29.1 Group A Task III Frequency distribution of
Subjects by Performance levels

Time 1 2 3 4

Performance level

0-19 0 0 0 0

20-39 5 0 0 0

40-59 10 0 5 0

60-79 45 80 30 10

80-100 40 20 65 90

Table 5.29.2 Group B Task III Frequency distribution of
Subjects by Performance levels

Time 1 2 3 4

Performance level

0-19 0 0 0 0

20-39 0 0 0 0

40-59 20 0 10 0

60-79 55 70 35 10

! 80-100
1

25 30 55 90

From Tables 5.29.1 and 5.29.2 above, we can make a general

observation that an increasing percentage of learners are
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found at higher performance levels as we move forward in

time which is an indication of the development that has

taken place in the subjects acquisition process over time.

5.3.2.1 Group A: Frequency distribution analysis

Apart from the frequency distribution of subjects

performance on the entire Task given in Table 5.29.1 above,

we decided to examine the distribution of subjects scores

on various categories within the English article system

and the first set of analysis are the subjects distributional

characteristics on the, a and 0 articles.

Table 5.30.1 Group A Frequency distribution of subjects
scores on the

Time 1 2 3 4

Performance level

0-19 0 0 0 0

20-39 5 0 0 0

40-59 10 0 0 0

60-79 30 10 20 5

80-100 55 90 80 95

Table 5.30.2 Group A Frequency distribution of subjects
scores on a/an

Time 1 2 3 4

Performance level

0-19 0 0 0 0

20-39 0 0 0 0

40-59 20 10 10 5

60-79 45 25 25
1

0

80-100 35 65 65 95

_
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Table 5.30.3 Group A Frequency distribution of Subjects
scores on 0

Time 1 2 3 4

Performance level

0-19 5 15 5 0

20-39 30 15 0 0

40-59 5 20 20 10

60-79 25 45 10 25

80-100 35 5 65 65

The three tables above show the different pattern

of subject distribution observed on the, a/an and 0 article

usage. On zero article usage (Table 5.30.3) we see that

we have learners at all proficiency levels from the lowest

to the highest, whereas for the and a the subjects are more

bunched at the higher performance levels although in all

cases we see an increasing percentage of subjects at higher

performance levels as we move forward in time.

The pattern of distribution of subject scores

on the three definite article usages were generally

similar but the patterning on the zero article usages

showed far more contrast. For instance by Time Four 95%

of the subjects reached 80% criterion level before Proper

Nouns, 90% before mass nouns, 65% before plural count

nouns and only 40% at the same criterion level before

idiomatic expressions in three contexts (that is excluding

before idiomatic expressions) we see an increasing percentage

of subjects moving towards higher performance levels over

the Time levels which is an indication of the gradual

acquisition of zero article usage of English. There is also
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movement on idiomatic expression contexts but is minimal

compared with the other three.

5.3.2.2 Group B Frequency distribution analysis

We saw in Table 5.29.2 above the distribution

of subjects by performance levels were given for the

entire Task. As we did for Group A subjects, we

examined the distributional characteristics of the

subjects performance on the, a/an, and / articles, and

the results of our analysis are presented in Tables

5.31.1, 5.31.2 and 5.31.3 below.

Table 5.31.1 Group B Frequency distribution of Subjects
scores on the

Time 1 2 3 4

Performance Level

0-19 0 0 0 0

20-39 0 0 0 0

40-59 5 5 5 0

60-79 30 30 25 10

80-100 65 65 70 90

Table 5.31.2 Group B Frequency distribution of Subjects
scores on a/an

Time 1 2 3 4

Performance Level

0-19 0 0 0 0

20-39 0 5 0 0

40-59 30 10 5 0

60-7 9 30 50 25 20

80-100 40 35 70 80
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Table 5.31.3 Group B Frequency distribution of Subjects
scores on 0

Time 1 2 3 4

Performance Level

0-19 15 20 5 0

20-39 45 5 15 0

40-59 0 20 15 5

60-7 9 30 25 45 20

j 80-1001
10 30 20 75

As we saw in Group A we find that for the zero

article usage, Table 5.31.3, our subjects are spread across

all proficiency levels, in fact at Time One 60% of the

subjects have not reached 40% accuracy level and hence a

great movement occurs between Time One and Time Four. For

the definite and indefinite article, by contrast, the

distributional pattern reveals a bunching together at

the higher performance levels although within this we

still observe an increasing percentage of subjects moving

towards the highest performance level as we move outwards

from Time One.

An analysis of the frequency distribution of

subjects> scores on the three usages of the definite article

did not show as much variation as that found in the

acquisition of the zero article usage. From our analysis

we found that for zero article usage before proper nouns,

25% of the subjects attained 80% criterion level at Time

One compared with 90% at Time Four; for contexts before

mass nouns with generic reference the distribution for

the same 80% criterion level was 35% at Time One and 95%
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by Time Four; in plural count noun context it was 30%

at Time One and 70% at Time Four. In contrast to all

these in contexts before certain idiomatic usages,only

5% of the subjects had attained 80% accuracy level at

Time One and only 40% by Time Four. What all these

indicate is that while time is a significant factor in the

acquisition of the English article system its effect varies

according to different categories within the linguistic

structure.

5.3.3 Performance on different syntactic environments

As we stated earlier in Section 5.3 above, one

of the aims of our investigation in this Task is to

examine the influence of three syntactic environments on

the acquisition of the English article system and the

environments are the article in Subject position, Object

position and in the Prepositional Phrase. Of the 80

instances in which learners are asked to give responses

15 are in Subject position, 37 in Object position and 28

in Prepositional Phrase position and in order to have a

comparison of performance on the three environments the

scores are computed in percentages.

Our first examination were the subjects in

Group A and the overall mean scores are as follows:

Subject environment 76.8%, Object position 83.1% and in

Prepositional Phrase 74.9%. We next analysed these

overall scores to see the pattern over the four Time

levels and the results are given in Table 5.32 below.
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Table 5.32 Group A Performance (%) on Syntactic
Environments over Time

Time 1 2 3 4

Subject 68 76.3 77.3 85.7

Obj ect 76.9 79.1 85.3 91.1

Prep. Phrase 66.8 70.9 77. 9 83.9

From the above mean scores we see that the

Object position is most favoured, followed by the Subject

position and finally the Prepositional Phrase position.

A similar pattern is also seen in our Group B

subjects results. An overall mean score on the three

syntactic environments were, Subject 78.2%, Object 81%

and Prepositional Phrase 70.7%. The analysis of

performance on the environments at the four Time levels

are given in Table 5.33 below:

Table 5.33 Group B Performance (%) on Syntactic
Environments over Time

Time 1 2 3 4

Subject 73.3 77 80. 3 82

Object 73. 6 78.2 81. 5 90.7

Prep.Phrase 62.1 65.5 72.1 82. 9

We thus see from the two Groups that the syntactic

environments seem to influence the acquisition of the

English article as we see in the different developmental

patterns observed on the three environments as presented

graphically in Figure 5.12 below.
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Fig. 5.12 Mean Percentage Scores on Syntactic
Environments

Group A 1 . Group B

5.3.4 Analysis of Learners Incorrect Choices

This study, as discussed earlier, is a cross-

sectional one in which we have learners located at

different points on the learning continuum from the lowest

to the highest and an evaluation of the learners incorrect

choices should help us to discover the acquisition process

involved in the learning of the English article system

over time.

5.3.4.1 Group A Analysis of Incorrect Choices

In Table 5.34.1 below we present the overall

incorrect choices of all the 80 subjects in this group along

six error distribution types and also the incorrect
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alternatives given are also included:

Table 5.34.1 Group A Distribution of Errors and Error
Types

Incorrect Response
and No of errors % of Errors

a/an 246 6.8

The(3600)

^^^0 287 8

a/an (1200)^ ->the 191 15.9

0 62 5.2

0 (1600)^- j-the 319 20

a/an 237 14.8

From the above table we see that for instance for the

four Time levels included here there are 3600 possible

scores for the definite article, of these we have 533

errors of which 246 is incorrect replacement with a/an

constituting 6.8% of the total possible responses; so of

the 14.8% errors on the definite article in Group A,

6.8% are incorrectly replaced with a/an and 8% with

0. From Table 5.34.1 above we see that [0 —/ the] is

the most frequent type of error followed by [ a/an —:> the]

and these two categories alone account for 51% of the

total incorrect choices in this group.

Apart from these overall results we examined

the incorrect choices of our learners at the different

Time levels and the results are given in Table 5.34.2

below.
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Table 5.34.2 Group A Distribution of Errors and Error
Types over Time

1 2 3 4

Errors o,
"6 Errors o.

o Errors o.
*5 Errors o

"5

99 11 62 6.9 48 5.3 37 4.1

102 11.3 51 5.7 80 8.9 54 6

59 19.7 56 18.7 52 17.3 24 8

27 9 13 4.3 15 5 7 2.3

97 24.3 120 30 57 14.3 45 11.3

69 17.3 87 21.8 49 12.3 32 8

Time

a/an
sThe(9CO)C

^0

a/an (300/-^the
0

0 (400) -r • the

a/an

From the table above, we see that there is decrease in

incorrect choices over time on the 6 error types v/hich is

an indication of the fact that time is an important factor

and we also see that learners are constantly reviewing

their hypotheses about and towards the TL norms as their

exposure to the TL increases.

5.3.4.2 Group B Analysis of Incorrect Choices

An analysis Of the total incorrect responses of

our learners in this Group are given in Table 5.35.1 below:

Table 5.35.1 Group B Distribution of Errors and Error
TYPes

Incorrect Response
and No of errors % of Errors

The(3600)

a/an 313

a/an (1200)"

0(1600)

> 0

->the

?0

^the
-> a/an

258

223

64

359

264

8.7

7.2

18 . 6

5.3

22 . 4

16.5
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And so from the above table we see that 8.7% of definite

articles were incorrectly replaced with the indefinite

article and similar to what we found in Group A we see

that the most frequent type of error is [ <6 —J the ]

followed by [ a/an —7 the] and these two categories

account for 52.1% of the total incorrect choices made by

learners in this Group.

The distribution of the errors and error types

over Time levels were also examined as Table 5.35.2

illustrates.

Table 5.35.2 Group B Distribution of Errors and Error
Types over Time

Time 1 2 3 4

Errors o.
"5 Errors % Errors % Errors o.

*o

a/an

The(900)\

124 13.7 77 8.6 80 8.9 32 3.6

\ 50 5.6 91 10.1 52 5.8 65 7.2

the 77 25.7 60 20 49 16.3 37 12.3

a/an (300)^
16 5.3 21 7 15 5 12 4

^^the0<4OO)<//an
132 33 93 23.3 84 21 50 12.5

88 22 81 20.3 72 18 23 5.8 !
|

In the table above we see a general decrease in

errors over Time although the rate varies in the different

error types. The implication of this movement is that

learners are constantly revising their hypothesis about the

TL and can be observed to be moving towards the TL norms

as seen above.
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5.3.5 Effect of Time on Article System Acquisition

In Section 5.3.1 above we observed an increasing

development in the acquisition of the English article

system over time in both Groups A and B and what we set out

to do here is to determine whether the continuous development

observed over Time are statistically significant and for

this purpose we have carried out t-test analysis between

performance at different Time levels for the different

features we have identified for investigation in this

Task.

5.3.5.1 Group A t-test analysis

The results of t-test analysis carried out on

performance on definite, indefinite and zero article usage

are given in the table below:

Table 5.35.1 t-test on Definite, Indefinite and Zero
Articles

Time 1-Time 2 Time 1-Time 3 Time 1-Time 4

Definite 2.21 * 1.74 2.85 +

Indefinite 1.26 1.43 3.96 +

Zero 1. 20 1.78 2.97 +

* p = 0.05 level of significance

+ p = 0.01 level of significance

We see in the above table that all the three categories

are significant (t is greater than 2.021 which is the

tabled value of t for p = .05 at 38 degrees of freedom)

between Time One and Time Four which is an indication of

true differences in performance as a result of differences

in extent of exposure to the TL (Time)

t-tests were also carried out on the performance
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of the learners on the three usages of the definite article

as well as the four contexts in which zero article usage

are required and the results are presented in Tables

5.36.2 and 5.36.3 below:

Table 5.36.2 Group A: t-test on Performance on Definite
Article Usages

Time 1-Time 2 Time 1-Time 3 Time 1-Time 4

Anaphoric 1.38 2.07 * 2.55 *

Cataphoric 1. 99 0.26 2.49 *

Indexical 2.32 * 1.79 2.43 *

* p = 0.05 level of significance

Table 5.36.3 Group A: t-test on Performance on Zero
Article Usages

Time 1-Time 2 Time 1-Time 3 Time 1-Time 4

Proper Nouns 0 0.77 2.62 *

Mass Nouns 0.92 1.78 2.91 +

Plural Count 0. 90 1. 68 2.60 *

Idiomatic 2.06 * 1.39 1.30

* p = 0.05 level of significance
+ p = 0.01 level of significance

We see from Table 5.36.2 above that we have statistically-

significant results between Time One and Time Four on the

Three usages of the definite article despite the high

accuracy level reported at Time One. The t-values

obtained at Time Four also show how close the pattern of

development observed on them are.

On the zero article usages (Table 5.36.3) we know

that performance at Time One is relatively low and between

Time One and Time Two there is no significant result except
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in contexts before idiomatic usages and in this instance

the significant result is not an increase in accuracy

level but a significant decrease in Time Two performance

as compared with Time One. Between Time One and Time

Three there are also no significant results and this

finding indicates the difficulty they constitute for our

learners. Between Time One and Time Four, however, we

have significant results (t ~Z- 2.021) at the 5 percent

probability level in three of the four contexts and the

only one in which no significant development is observed

over Time is in idiomatic usage context.

5.3.5.2 Group B t-test analysis

As in Group A our first set of analysis were on

the definite, indefinite and zero articles and as Table

5.37.1 below shows there are statistically significant

results on all three between Time One and Time Four.

Table 5.37.1 Group B: t-test on Definite, Indefinite
and Zero Articles

Time 1-Time 2 Time 1-Time 3 Time 1-Time 4

Definite 0.18 1.21 2.59 *

Indefinite 0. 72 1. 98 3.15 +

Zero 1.36 2.13 * 5.49 +

* p = 0.05 level of significance
+ p = 0.01 level of significance

The accuracy level of our learners on the Definite article

is very high at Time One and there is still significant

development over time as indicated by the significant

result between Time One and Time Four; a more marked

increase is seen on zero article acquisition and between

Time One and Time Three we have a significant result at
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the 5 percent level (t 2-2.021) and between Time One and

Time Four we have a t value of 5.49 which is by far greater

than the t value expected at the 1 percent probability

level and so from the above table we see that Time is a

significant factor in the acquisition of these English

articles and the t values also indicate the strength of

the significance.

t-tests were also carried out on the learners

performance on the three definite article usages and the

results are given below:

Table 5.37.2 Group B: t-test on Performance on Definite
Article Usages

Time 1-Time 2 Time 1-Time 3 Time 1-Time 4

Anaphoric 1.29 1.20 3.60 +

Cataphoric 0.11 0.87 2.03 *

Indexical 0. 60 0.96 1.00

* p = 0.05 level of significance
+ p = 0.01 level of significance

Performance on the definite article generally are very high

compared with the other categories and so for instance the

results on Indexical do not show a lack of development but

indicate that no significant difference in performance

occurred between the Time levels. Although performance

were high on Anaphoric and Cataphoric yet there is still

further significant increase on them as seen in the

significant result between Time One and Time Four

and it is this that accounts for the fact that the

Indexical usage is the least favoured of the three usages.

Similar t-tests were done on the performance on
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the four contexts in the zero article usage and the results

are given in the table below:

Table 5.37.3 Group B: t-tests on Performance on Zero
Article Usages

Time 1-Time 2 Time 1-Time 3 Time 1-Time 4

Proper Nouns 1.60 3.41 + 4.75 +

Mass Nouns 0. 98 1.10 4.85 +

Plural Count 0.89 1. 70 3.91 +

Idiomatic 1.40 1.48 4.31 +

+ p = 0.01 level of significance

The high t-values, all significant at the 1 percent

probability level observed for the four zero article

usages indicate significant development in performance over

Time. The zero article is by far more difficult for our

learners although some contexts are still easier to acquire

than others and in this connection the most difficult is,

as was seen in Group A, zero article usage in idiomatic

usages and here although we have a significant t value of

4.31 yet in real terms the development observed was an

increase from 23% accuracy level at Time One to 57% at

Time Four.

From the results of our t-tests on the different

features of the article system in both Groups we can make

a general observation that Time is a significant factor in

the acquisition of the features and the mother tongue of

minimal influence since the same general pattern of

difficulties are found for both our Groups.

5.3.6 Task III : Guttman Scale Analysis

The use of Guttman scale analysis in this study
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have already been discussed in Section 5.1.4 and what we

set out to do here is to use this model to determine the

developmental stages our learners go through in their

attempt to acquire the English article system. For our

analysis here as in other previous ones, the SPSS Subprogram:

Guttman Scale were used and the division point for 'acquired'

for all categories was 80% criterion level.

5.3.6.1 Group A Guttman Scale Analysis

The first analysis we did here was an analysis of

the acquisition of definite and indefinite articles and our

findings are presented in the figure below:

Fig. 5.13.1 Group A: Guttman Scale on Definite and
Indefinite Articles

ITEM INDEFINITE DEFINITE TOTAL

RESP 0 1 0 1

ERR — ERR — —

2 0 46 0 46 46

ERR-

1 18 6 6 18 24

ERR -

0 10 0 10 0 10

SUMS 38 52 16 64 80
PCTS 35 65 20 80
ERROR 0 6 6 0 12

Statistics:

Coefficient of Reproducibility = 0.9250
Coefficient of Scalability = 0.7273

As we see from these significant results, we can conclude

that for this group of subjects the acquisition of the two

features is implicationally ordered with the definite

article acquired before the indefinite.

Our analysis of the acquisition of the three

usages of the definite article to determine if they form a
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linear implicational continuum was non-significant (C of

Reproducibility .8417 and C of Scalability .2400). It

then seems from this result that for this group of learners

the acquisition of the three usages of the definite article

do not form an implicational order.

The acquisition of the four zero article usages

were also analysed and as Fig 5.13.2 shows, we have a valid

implicational order in which the order of acquisition is as

follows: The zero article usage before Proper Nouns is first

acquired, followed by the context before Mass nouns, then

before Plural Count nouns and the last to be acquired is in

the context of Idiomatic usages and as we see in the figure

below, only 24% of the subjects acquired this feature.

Fig. 5.13.2 Group A: Guttman Scale on Zero Article Usages

ITEM IDICMATIC PLURAL COUNT MASS NOUNS PROPER NOUN TOTAL

RESP 0 1 0 1 0 1 0 1

ERR—■ ERR - — ERR ERR — —

S
4 0 14 0 14 0 14 0 14 14

C — — - ERR-
A
L

3 18 3 3 18 0 21 0 21 21

E ERR

2 19 2 17 4 5 16 1 20 21

— — _ ERR

1 16 0 16 0 15 1 1 15 16

— — — ERR-

0 8 0 8 0 8 0 8 0 8

SUMS 61 19 44 36 28 52 10 70 80
PCTS 76 24 55 45 35 65 13 88
ERRORS 0 5 3 4 5 1 2 0 20

Statistics:

Coefficient of Reproducibility = 0.9375

Coefficient of Scalability = 0.7849



Our next consideration was an attempt to

determine whether the acquisition of the English article

system is hierarchically ordered in an implicational

pattern according to the different syntactic environments

in which they occur and the significant results obtained

in Figure 5.13.3 indicate that the acquisition of articles

in the three syntactic environments form a valid linear

implicational series in which the articles in the Object

position are acquired first followed by the Subject position

and the Prepositional Phrase environment the last to be

acquired.

Fig. 5.13.3 Group A: Guttman Scale on Article Acquisition
in Different Syntactic Environments

ITEM PREP NP SUBJ NP OBJ NP T0T.<

RESP 0 1 0 1 0 1

ERR— ERR ERR—

S 3 0 2 0 2 0 2 2

C ERR -

A
L 2 5 5 5 5 0 10 10

E — — — ERR-

1 18 1 16 3 4 15 19
— — — -ERR-

0 49 0 49 0 49 0 49

SUMS 72 8 70 10 53 27 80
PCTS 90 10 88 13 66 34
ERRORS 0 6 5 3 4 0 18

Statistics:

Coefficient of Reproducibility = 0.9250
Coefficient of Scalability = 0.6000

5.3.6.2 Group B: Guttman Scale Analysis

A Guttman scale analysis of the performance of

learners in this group on the definite and indefinite articles

was non-significant (C of Reproducibility .8375, C of

Scalability .5439) indicating that the two features did not
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form an implicational series as we found in Group A.

Analysis of the acquisition of the three usages of the

definite article gave us significant results as we see in

Figure 5.14.1 below:

Fig. 5.14.1 Group B: Guttman Scale Analysis on Definite
Article Usages

ITEM INDEXICAL CATAPHORIC ANAPHORIC TOTAL

RESP 0 1 0 1 0 1
— ERR — — - ERR — — -ERR - — —

S
3 0 46 0 46 0 46 46

C ERR —

A
L

2 10 6 3 13 3 13 16

E — — — - ERR -

1 11 0 6 5 5 6 11

— — — -ERR

0 7 0 7 0 7 0 7

SUMS 28 52 16 64 15 65 80
PCTS 35 65 20 80 14 81
ERRORS 0 6 3 5 8 0 22

Statistics:

Coefficient of Reproducibility = 0.9083
Coefficient of Scalability = 0.6271

And from this finding we see that anaphoric usage is

acquired before the cataphoric and indexical acquired last.

We also see from the figure above that performance on the

anaphoric and cataphoric usages are very close with 81% and

80% respectively having attained the criterion level.

A Guttman scale analysis of performance on the

four contexts identified for zero article usage gave

significant results which are presented in the figure

below:
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Fig. 5.14.2 Group B: Guttman Scale on Zero Article Usages

ITEM IDIOMATIC PLURAL COUNT MASS NOUN PROPER NOUN TOTAL

- 0 1 0 1 0 1 0 1

- ERR — ERR - ERR — ERR-

4 0 12 0 12 0 12 0 12 12
S
c

— — _ ERR-

A 3 22 2 1 23 1 23 0 24 24
L
E

ERR-

2 14 1 15 0 1 14

EER-

0 15 15

1 14 0 14 0 13 1 1 13

— ERR

14

0 15 0 15 0 15 0 15 0 15

SUMS 65 15 45 35 30 50 16 64 80
PCTS 81 19 56 44 38 63 20 80
ERRORS 0 3 1 0 2 1 1 0 8

Statistics:

Coefficient of Reproducbiliity
Coefficient of Scalability

= 0.9750

= 0.9167

The results are highly significant and they indicate that

the zero article usages form a similar implicational order

as that found for Group A learners.

We also examined the part the syntactic

environments play on the acquisition of the English article

system and as we see in the figure below, we have highly

significant results which indicate that the acquisition

of the articles in the syntactic environments form a

linear implicational continuum in which the Object Noun

Phrase environment is acquired first followed by the

Subject NP environment and last the Prep NP environment,

and as we have seen earlier the implicational order of

acquisition is similar to that found for our Group A

learners.
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Fig. 5.14.3 Group 3: Guttman Scale on Article Acquisition

ITEM PREP NP SUBJ NP OBJ NP TOTAL

RESP 0 1 0 1 0 1

— ERR —
— — ERR - — - ERR—

—

S
3 0 2 0 2 0 2 2

C — — — -ERR
A

L
2 5 1 1 5 0 6 6

E — — _ ERR

1 23 1 20 4 5 19 24

— — - - ERR -

0 48 0 48 0 48 0 48

SUMS 76 4 69 11 53 27 80
PCTS 95 5 86 14 66 34
ERRORS 0 2 1 4 5 0 12

Statistics:

Coefficient of Reproducibility
Coefficient of Scalability

0.9500

0.7143

5.4 Relationship between learners' acquisition of the
three structural areas

We have presented in the previous sections

(Section 5.1, 5.2, and 5.3) our results on the three

structural areas we have investigated in this study. What

we now do in this section is to examine the relationship

between the acquisition of the structural areas. The

structural areas we are concerned with can also be

classified according to syntactic consideration into two

groups: the NP related structures, here the Article system

and the VP related structures - Tense and Aspect and Modal

Verbs and we also examine the relationship that exist between

the acquisition of the VP structures and the NP structure.

A comparison of group mean scores with all the

Times combined for the three structural areas gave us the
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following results:

Table 5.38 Mean Scores (%) on 3 structural areas

GROUP A GROUP B

Articles 79.05 76.9

Tense & Aspect 63.3 61. 6

Modal verbs 64.8 56.5

It is clear that the above results presented graphically

in Figure 5.15 below, indicate that the performance of

learners on the Article system is best followed by the

two Verb Phrase structures which are much closer to each

other in both Groups

Fig. 5.15 Mean Scores (%) on the Three Structural
Areas Investigated
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In order to take a closer look at the relationship

between the structural areas we examined the performance of

learners on the major subcategories already identified in

each of the areas and they are as follows:

Article system — Definite article
Indefinite article

Zero article

Tense and Aspect — Past tense

Non-past tense

Modal Verbs — Epistemic modality
Deontic modality

and the results on the seven categories above as well as

the rank order of each category in each group are given

below:

Table 5.39 Mean Scores and Rank Orders on Structural
areas subcategories

GROUP A GROUP B

% Scored Rank % Scored Rank

Definite 85.2 1 i—1oo "1
±

Indefinite 78.9 2 76 2

Zero 65.3 4.5 61 5

Non-past tense 65.3 4.5 66.5
1

3

Past tense 61.3 7 56 7

Epistemic 67.2 3 61.3 4

Deontic 62.1 6 57.4 6

i

Apart from the group means above we also carried

out for each Group Guttman scale analyses on the relation¬

ship between the acquisition of the three structural areas

to see if they are hierarchically ordered in an implicational

pattern. The division point for 'acquired' used for our

analyses was 80% for each of the areas.

The results of the Igbo and Yoruba learners
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performance on the three structural areas are presented

in Figures 5.16.1 ana 5.16.2 below. For both groups we

have significant results and similar patterning from

which we can conclude that irrespective of the learners

NL the three areas are implicationally ordered in the

following order: Article system Tense and Aspect

Modal Verbs.

Fig. 5.16.1 Group A Guttman Scale Analysis on
Three Structural Areas

ITEM MODAL TENSE ARTICLE

RESP 0 1 0 1 0 1

-ERR ERR ERR

S 3 0 6 0 6 0 6

C ERR -

L 2 6 2 2 6 0 8

TP
J_i ERR —

1 29 0 29 0 0 29

ERR—

0 37 0 37 0 37 0 i

TOTAL

29

SUMS 72 8 68 12 37 43 80
PCTS 90 10 85 15 46 54
ERRORS 0 2 2 0 0 0 4

Statistics:

Coefficient of Reproducibility

Coefficient of Scalability

0.9833

0.9298
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Three Structural Areas

ITEM MODAL TENSE ARTICLE TOTAL

RESP 0 1
ERR

0
ERR -

1 0
ERR

1

3 0 3

ERR —

0 3 0 3 3

2 7 3 2 8

ERR —

1 Q 10

1 30 2 30 2 4 28

- ERR -

32

0 35 0 35 0 35 0 35

SUMS 72
PCTS 90
ERRORS 0

Statistics:

10
5

67
84
2

13
16
2

40
50
5

40
50
0

80

14

Coefficient of Reproducibility = 0.9417
Coefficient of Scalability = 0.7705

From the group mean scores and the Guttman scale

analyses above we have seen that the acquisition of the

NP structure in this case the article system is more

favoured than the two VP structures and to see if the

acquisition of the two syntactic components are

implicationally ordered we did a Guttman scale analysis on

the two by combining our data on Tense and Aspect and

Modal verbs. From the following Figures we see that

the acquisition of the NP and VP structures are

implicationally ordered with the NP more favoured for

acquisition.
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Fig. 5.17.1 Group A Guttman Scale Analysis on NP and
VP Related Structures

ITEM VP NP TOTAL

RESP 0 1 0 1

- ERR — — ERR — — —

S
2 0 9 0 9 9

C — — _ _ ERR -
A
L

1 34 0 0 34 34

E — — ERR —

0 37 0 37 0 37

SUMS 71 9 37 43 80
PCTS 89 11 46 54
ERRORS 0 0 O 0 0

Statistics:

Coefficient of Reproducibility
Coefficient of Scalability

= 1.0000

= 1.0000

Fig. 5.17.2 Group B Guttman Scale Analysis on NP and
VP Related Structures

TOTALITEM VP NP

RESP 0 1 0 1

— -ERR — — -ERR — —

S 2 0 7 0 7
C
A

— — ERR

L 1 33 4 4 33
E

_ ERR -

0 36 0 36 0

SUMS
PCTS
ERRORS

Statistics:

69
8b
0

11 40
14 50
4 4

40
50
0

37

36

80

Coefficient of Reproducibility = 0.9500
Coefficient of Scalability = 0.8431

So from all the above we can conclude that there

is a significant pattern of relationship between the

acquisition of the three structural areas investigated

which cut across the NL of the learners and the high

Coefficient of Reproducibility obtained from the Guttman

Scales also show that there is a very high degree of

individual conformity to the group patterns obtained.
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CHAPTER SIX

Discussion of Results

6.0 Introduction

The purpose of this chapter is to interpret and

discuss the results of cur experiments in the light of

the findings reported in the previous chapter. In order

to fulfil our basic objectives in this study we formulated

five General Hypotheses in Chapter 4 (Section 4.4.1) and

from these General Hypotheses we then set up Specific

Hypotheses which are testable and are then used to discuss

the data obtained on the three structural areas investigated.

For each of the Specific Hypotheses we set up a null

hypothesis which is then tested and we also set up a

corresponding alternative hypothesis which can be accepted

if the evidence suggests that we reject the null hypothesis.

6.1 Tense and Aspect

The basic questions that we address in our

discussion of our learners' performance on the Tense and

Aspect Task are the following:

(1) What is the structure of the interlanguage

continuum observed in the acquisition of the

tense and aspect features of English by our

learners?

(2) What are the possible explanations for the

developmental sequences observed?

(3) Are the developmental sequences constrained by

the learners' NL?
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In order to be able to provide answers to these

broad questions we then set up four Specific Hypotheses

which are then evaluated „ on the basis of our obtained

results.

6.1.1 Interlanguage Continuum in Tense and Aspect
Acquisition

Our Specific Hypothesis 1.1 is related to our

General Hypothesis 1 and what we want to determine is

whether the sequences of acquisition obtained by learners

at the four different Time levels in each NL group are

similar or not.

S.H. 1.1

Ho The correlations obtained on the learners

acquisition of the subcategories of this

Task at the different Time levels are not

significant for either of the two different

NL groups.

Hi There is a significant correlation between

the rank orders obtained on the acquisition

of the Task subcategories at the different

Time levels for both NL groups.

In order to test this hypothesis we calculated

Spearman rank order correlations between each of the 4 Time

levels on the nine subtests making up this task for Igbo

(Group A) and Yoruba (Group B) learners (rank orders

presented in Tables 5.3.1 and 5.3.2).

The results of the correlations are given in

Tables 6.1 and 6.2 below:
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Table 6.1 Group A Spearman correlation between Performance
at different Time levels on Tense and Aspect

Time 1 Time 2 Time 3 Time 4

Time 1 1.00 .93 + .99 + .99 +

Time 2 1.00 .91 + .95 +

Time 3 Oo•1—1 .99 +

Time 4 1.00

+ p = significant at .01 level

Table 6.2 Group B Spearman correlation between Performance
at different Time levels on Tense and Aspect

Time 1 Time 2 Time 3 Time 4

T ime 1 1.00 .94 + .95 + .95 +

Time 2 1.00 .99 + .95 +

Time 3 1.00 .97 +

Time 4 OOi—1

+ p = significant at .01 level

For the rank order correlations between each of

the Time levels above N = 9 and the rho value required for

significance at the .01 level is 0.833. Since all the

rho values obtained are larger than required for

significance we are not able to accept: the null hypothesis

of S.H. 1.1 and we instead accept the alternative hypothesis

that there is a significant correlation between the rank

orders obtained at the four Time levels for Group A and

Group B learners. In other words, the order of acquisition

of the subtests can be said to be similar across the Time

levels and so their ordering is patterned and not random.

The only difference between performance on the Time levels

as we saw from the group mean scores is the accuracy level

reached on the subtests and which is an indication that
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development in the acquisition process is a function of

time. After this analysis which supports our General

Hypothesis 1 that our learners' performance is systematic

though variable, we then proceed to examine the nature of

the interlanguage continuum.

6.1.1.1 Acquisition of Tense

In order to investigate the learners acquisition

of English tense we set up the following Specific Hypothesis:

SH 1.2

Ho Variability in learners' acquisition of English

tense is not constrained by the tense distinction

involved (i.e. past and non past) of the Task items.

Hi Variability in learners' acquisition of English

tense is constrained by the tense distinction of

the Task items.

Specific Hypothesis 1.2 relates to the acquisition

of tense in the past and non past domains. From the

Guttman scale analysis of our learners performance presented

in Figures 5.3.1 and 5.3.2, we saw that the acquisition of

the two tense distinctions constituted for both NL groups

a valid implicational continuum in which the non-past tense

is acquired before the past tense. From the group mean

scores and our Guttman scale findings, we are not able to

accept the null hypothesis of Specific Hypothesis 1.2 and we

instead accept the alternative hypothesis that the

acquisition of tense by our learners is constrained by the

tense distinctions of English

The acquisition of the non-past tense before the

past can be explained by two possible factors: the first is

the difference between the NL and the target language. It
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is also possible that since the present tense can be

regarded as the basic verb form it is acquired first and

its use then overgeneralised to contexts which require

the past tense without the learner feeling anything amiss

since it is likely anyway that the context whether past of

non-past will be specified in rhe linguistic (e.g. adverbials)

or extralinguistic context of the discourse.

In fact, it is not only the broad domain of past

and non-past tense that constrains acquisition but also

subcategories within each of these domains. We have seen

that the non-past tense is generally acquired before the

past but within the five subtests that constitute the non-

past, we saw that for Group A learners the order of

acquisition was Future time expression ^ Present Progressive/^

Present Perfect Simple Present/' Present Perfect Progressive.
For Group B learners the order observed was generally similar

in all respects except that the Simple Present is acquired

last, after the Present Perfect Progressive. In any case

for both groups of learners the Simple Present and the

Present Perfect Progressive are the last two subcategories

in the non-past domain to be acquired by our learners. The

late acquisition of the Present Perfect Progressive can be

explained by its complexity in that it is a combination of

both aspectual distinctions and we can also suppose that

its occurrence in discourse will not be as frequent as

either the Present Perfect or Present Progressive and these

two reasons may explain its late acquisition by our learners.

The late acquisition of the Simple Present has

been attested in both first and second language acquisition
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studies, e.g. Brown 1973; de Villiers and de Villiers 1973 ;

Fathman 1975a; Hakuta 1974 and many others. The bulk of

the problems of the learners in this study is with the

third person inflectional ending. Although we know that

both Igbo and Yoruba verbs are not inflected for person and

number, the difficulty with third person singular in English

for our learners cannot be due to the learners NL alone

because similar difficulties have been reported in both

first and second language acquisition studies. We can,

however, account for our learners acquisition process here

by directing our attention to the structure of the learners

MTs which may account for the use of the zero morpheme to

mark number for all persons. With increased exposure to

the TL the learner becomes aware of the TL rule about third

person inflectional ending and by a strategy of over-

generalisation uses it for all contexts, and so we see a

movement to the situation where the learner now uses his

acquired knowledge creatively although at times

inappropriately to a final stage in which he acquires the

limitations to the acquired rules. So from the analysis

of our learners' errors we can then identify the following

three stages in the acquisition of the English Simple

Present forms. In the first stage no inflectional ending

is added to both third person singular and plural, in the

second stage the inflectional ending is added to both

singular and plural and in Stage 3 the learners' over-

generalisation of the TL rule in Stage 2 is overcome and

the inflectional ending is confined appropriately to only

the third person singular. From our findings here, we are
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able to agree with Taylor's (1975:87) comment on native

language transfer and overgeneralisation that:

"Both the strategies of native language transfer
and overgeneralisation will make the learner's
task easier : when he relies on his native

language he avoids learning the target language;
when he overgeneralises he relies on target
language rule of great generality and which he
already knows and avoids learning the
appropriate rule"

and on the use of these two stragegies he goes on to state

that "overgeneralisation and transfer learning strategies

appear to be two distinctly different linguistic

manifestations of one psychological process ... whether

transfer and overgeneralisation will be the dominant strategy

for a given learner will depend on his degree of proficiency

in the target language." In the case of our learners we

have seen that the movement on the continuum towards the TL

norm is a function of Time for the non-past subcategories

as well as the past tense subcategories.

Our examination of performance on the Past tense

series reveal the same order of acquisition for our learners

irrespective of their MT. The implicational order found

was Simple Past Past Progressive ^ Past Perfect ^ Past
Perfect Progressive (Figs. 5.3.3 and 5.4.3). As far as

tne acquisition of English past tense is concerned part of

the problem must inevitably lie in the difference between

English and NLs involved here. The grammatical category of

tense in English is marked in the verbal group whereas the

verbal group in Igbo and Yoruba does not undergo

inflectional changes and the concept of pastness which is

grammatically marked in the English verbal group is marked

in the adverbial or discerned from the extralinguistic
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context of the sentence in both Igbo and Yoruba. Afolayan

(1968:349) in a discussion of the Yoruba learners' problems

which will equally apply to the Igbo learners since the two

languages are similar in this respect, suggested that "with

few exceptions, the [errors] can be explained in terms of

either the insertion of wrong inflectional affixes or the

lack of insertion of necessary inflectional affixes [and]

those deviations arising from a failure to insert necessary

inflectional affixes can be traced directly to the transfer

of Yoruba characteristics into the Yoruba user's English."

Using the NL as a basis of explanation it is understandable

that there will likely be more problems with the Past since

it is the past tense form that is usually formed by the

addition of the suffix -ed to the stem of the main verb,

and we also see in like manner that in the non-past the

inflectional ending of the Simple Present is a source of

great difficulty. Using the markedness hierarchy we take

it that the non past tense is the basic form and the less

marked in the two tense distinctions and if we assume that

the less marked will be acquired before the more complex

and more marked we see that our learners' acquisition

process here follows the markedness hierarchy.

6.1.1.2 Acquisition of Aspectual distinctions

In order to examine the acquisition of the

aspectual system of English by our learners we set up the

following Specific Hypothesis:

SH 1.3

Ho Variability in learners' acquisition of the

aspectual system of English is not constrained by

aspectual distinctions(eg. progressive and

perfective)
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Hi Variability in learners' acquisition of the

aspectual system of English is constrained

by the aspectual distinctions.

From the analysis of our learners performance we found a

systematic pattern underlying the learners variable

performance in this area and from the Guttman scales

presented in Fig. 5.3.2 and 5.4.2 we found that in both

groups of learners acquisition of the three aspectual

distinctions (including the unmarked) constituted a valid

implicational continuum and the order of acquisition found

was Unmarked for Aspect ^ Progressive Perfect. From

these results we are not able to accept the null hypothesis

above and we instead accept the alternative hypothesis

which states that variability in the learners' acquisition

of the aspectual system of English is constrained by the

type of aspectual distinction involved.

Our finding that the progressive is more favoured

for acquisition in comparison with the perfect is attested

in both first and second language acquisition studies.

From the evidence of our data we are able to support the

finding reported by Wagner-Gough and Hatch (1975) on their

study of an Iranian child that the progressive form emerges

prior to its function and this is evident from the analysis

of learners' errors presented in Chapter 5 (Section 5.1.3).

For instance, for the Igbo learners 82 of the 95 [ + Prog]

errors occurred as a result of adding the progressive to

contexts which required only the Simple tense whereas the

remaining 13 were the use of [ + Prog ] instead of I + Perf ].

For the Yoruba learners 118 of the 145 [ + Prog] errors also

resulted from the use of Tense + Prog in contexts which
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did not require them and the remaining 27 were the use of

[+ Prog] instead of [+ Perf]. From this finding we can

assume that the form of the progressive is acquired ahead

of its functions as we see in the overgeneralisation of

iearners that lead to errors. We of course saw earlier

that the number of errors in this category decreased over

Time indicating a movement towards the acquisition of TL

norm reflected in the learners' ability to limit the

progressive to appropriate contexts.

Wagner-Gouch and Harch also identified four

characteristics which may account for the early appearance

of the progressive and which we think also applies to our

learners' acquisition process.

a) the -ing morpheme is easily recognizable since it is

affixed to the end of words

b) it occurs regularly in the input data

c) it has no irregular forms, and

d) it does not alter the shape of the base verb form to

which it is attached

Although the progressive occurs early in both

first and second language acquisition studies there is a

contrast in findings in one respect. Brown (1973:327)

found that the children in his study overgeneralized all

inflections (e.g. regular past, third person, plural etc)

except the progressive. He suggested that the reasons

for this may be that the children have learned the

principle of subcategorizing verbs along the semantic

distinction of stative/non stative and also that maybe the

children learnt each verb individually to determine whether
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it is 1ingable' or not. Because the second reason could

apply to all other inflections and did not, he suggested

that there must be something peculiar to the progressive

and as he puts it:

"the absence of error with the progressive
may suggest to some that the underlying
subcategories are part of the innate
knowledge that the human species brings to
the language acquisition task."

We, however, found that our second language learners had

difficulties with the stative/non statice distinction and

this was reflected in their overgeneralization of the

progressive to stative verbs. If there is something

innate about progressive acquisition then it should apply

to both first and second language learners which is

obviously not the case.

For our learners as far as progressive

acquisition is concerned, the progressive suffix is

acquired relatively early for the possible reasons

identified above, its use is subsequently overgeneralized

and the last stage in the acquisition process is the

restriction of its usage to only the appropriate linguistic

context and, as we have seen in the analysis of our data,

movement towards the TL norm is a function of Time.

In contrast to the progressive the perfect is

acquired late and this late acquisition of the perfect is

also reported in Brown's (1973) study. We can suppose

that the late acquisition of the perfect is due to some

reasons: it does not occur as regularly as the progressive;

it is not as prominent as the progressive; its functions

are more complex for learners and the range of its
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realization for marking non past tense singular, plural

and the past all contribute to its being less favoured

for acquisition in contrast to the progressive. There

is, however, movement in the learners acquisition of

the perfect over time and we find that for both our groups

of learners, the non past perfect is more favoured for

acquisition than the past perfect.

6.1.2 Tense and Aspect Acquisition and the learners' NL.

For a consideration of the relationship between

our learners acquisition process and their NL we set up

Specific Hypothesis 1.4 which is based on our General

Hypothesis 5.

SH 1.4

Ho There is no significant correlation between the

pattern of acquisition of English tense and

aspect features observed for learners in our 2

NL groups

Hi There is a significant correlation between the

pattern of acquisition of English tense and

aspect features observed for learners in our 2

NL groups

We carried out a Spearman rank order correlation

of learners performance on the nine subtests making up this

Task to determine the degree of correlation between the

patterns in the two groups. We obtained a rho of 0.92

which is significant beyond the .01 level and so we are not

able to accept the null hypothesis and we accept instead the

alternative hypothesis that there is indeed a significant

correlation between the pattern of acquisition of tense and
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aspect features of English observed for learners in both

NL groups.

We also find confirmation supporting our findings

from the results of our Guttman scale analyses. We found

that for both groups non-past is acquired before past and

in the aspectual domain the progressive is acquired before

the perfect. It should, however, be pointed out that

there is the possibility that it is because our two NL

belong to the same family and share the same linguistic

distance from English that they show the same developmental

sequences,but as we have pointed out above our findings

are generally similar to what have been reported by

previous studies, so there may be more than the NL factor

and the developmental sequences found can in fact be

universal in the sense that they result from a creative

language learning process which applies to all learners

in different acquisition types.

6.1.3 Variable Rules

We have seen from all our analysis of the data

that there is a systematic pattern underlying our learners'

variable performance and we can capture our learners'

acquisition process in a sequence of variaple rules. It

is evident from the evidence of our data that the

categorical phrase structure rule for the expansion of Aux:

Aux ^ Tense (Modal) (Perf) (Prog)

cannot account for our learners' production.

On the basis of our data we can therefore

formulate variable rules to account for our learners1

language system. Our first variable rule for both Igbo
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and Yoruba learners as we see below is

VR,V1

AUX ? Tense ] ^
A - I-Past]
B - [ + Past]

which indicates that tense is variably marked by our

learners and that for tense acquisition the non past

environment is more favoured than the past environment.

As for the acquisition of the aspectual notions

of English our learners' system can be formulated into the

following variable rule:

VR2 ,
, / A - [ + Prog J

-Aspect' ^ <Aspect/ / B _ [+ Perf j

in which aspect is realised variably and the [+ Prog]

distinction more favoured than the L+ PerfJ.

In order to capture the acquisition processes

involved in the acquisition of the past and non past

tense distinctions, that is irrespective of whether

aspect is present or not, we have formulated the next

variable rules:

VR , A - [+Past Aspect]
3

\ / B - [+ Prog]
'Past' ^ + Past]/ C - L + Perf J

D - [ + Perf & Prog]

and this variable rule indicates that for the acquisition

of the notion past, the Simple Past form is the most

favoured, followed by the environment of the progressive,

then the perfect and finally the perfect progressive.
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VR
4

Non-past' J

A - Future Time

expression
B - [ + Prog]
C - [+ Perf J
D - L + Pres-Asp]
E - [+ Perf+Prog]

and VR^ above represents the order of acquisition found
for Igbo learners in which Future Time expression is most

favoured for the acquisition of the non-past, followed by

the present progressive, then the present perfect, then

the Simple Present and finally the perfect progressive.

For the Yoruba learners the same orders were found except

that environments D and E are reversed and so the Simple

Present is the least favoured for the acquisition of the

non-past. ,

set up for this section we are able to confirm our

General Hypotheses which broadly speaking are that the

acquisition of tense and aspect features of English by

our learners follows a sequential order from Time One to

Time Four; that the acquisition process can be

characterised as a continuum of increasing complexity

towards the TL norms; that there is systematicity under¬

lying the variability of learners performance; and that

our Igbo and Yoruba learners show broadly similar

developmental sequences in their acquisition of the TL

features irrespective of their NL background.

6.2 Modal Verbs

of the acquisition process our learners go through in

their attempt to acquire the syntactic-semantic features

of the modal verbs of English. In fact the learning

From the evaluation of our specific hypotheses

What we are concerned with here is a discussion
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difficulty as we have seen is not with the syntactic

position of the English modal verbs because our learners

are aware of the fact that the modal verb precedes the

base or infinitive form of the verb; neither is it with

inflectional affixes as was the case in the acquisition

of tense and aspect since modal verbs do not have

inflections in English but with selecting the appropriate

modal verb to convey a given meaning considering the

enormous complexity of modal verb usage in English.

The general questions we are interested in

in this connection are the following:

1) Do our learners acquire the modal verbs of English

in a systematic or random way?

2) If there is a systematic pattern underlying learners'

variable performance what are the developmental

sequences involved in the acquisition of the modal

verbs and modal verb meanings?

3j What are the possible explanations for the

developmental sequences observed?

4) Are the developmental sequences constrained by

the learners' NL?

In order to be able to provide answers to these questions

we then set up five testable Specific Hypotheses which

are examined in the following discussion.

6.2.1 Developmental continuum in Modal Verbs
Acquisition

In order to examine the first question above,

we set up our first Specific Hypothesis in this area:



254.

SH 2.1

Ho The correlations obtained on the learners

acquisition of the nine modal verbs at the

four Time levels are not significant for

either of the two different NL groups.

Hi There is a significant correlation between

the rank orders obtained on the acquisition

of the nine modal verbs at the four Time

levels for both NL groups.

Specific Hypothesis 2.1 is linked to our General

Hypothesis 1 and what we wish to determine is whether the

developmental sequence obtained for learners at the four

Time levels for each NL group are.similar or whether the

acquisition order obtained are just random.

In order to test this hypothesis we carried out

Spearman rank order correlations between the performance

of learners at each of the Time levels on the modal

verbs in this Task (results presented in Tables 5.15.1 and

5.15.2) and the results of our analysis are given below:

Table 6.3 Group A: Spearman correlation between
Performance at different Time levels on

Modal Verbs

Time 1 Time 2 Time 3 Time 4

Time 1 1.00 . 94 + . 94 + .84 +

Time 2 1.00 .93 + .85 +

Time 3 Ooi—I .92 +

Time 4 1.00

+ p = significant at .01 level
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Table 6.4 Group B; Spearman correlation between
Performance at different Tine levels on

Modal Verbs

T ime 1 Time. 2 Time 3 Time 4

Time 1 1.00 . 76 .85 + .9 +

Time 2 1.00 .85 + .83 +

Time 3 1.00 .9 +

Time 4

-

1.00

+ p = significant at .01 level

We see from the above tables that all our obtained rho

values between each of the Time levels are significant

for the Group A learners and we also report significant

results for the Group B except only between Time One and

Time Two.

On the basis of these results we are not able to

accept the null hypothesis of Specific Hypothesis 2.1, and

instead we accept the alternative hypothesis that there is

a significant correlation between the rank orders obtained

for learners at the different Time levels. On this basis

we assume that the order of acquisition of the modal verbs

can be said to be similar across the Time levels and so

we can hypothesize that there is a systematic pattern

underlying our learners' variable performance on the

acquisition of the modal verbs.

6.2.1.1 Acquisition of Epistemic and Deontic modality

In order to discuss the interlanguage continuum

observed from our results we then proceed to examine our

other Specific Hypotheses. In Chapter 3 (Section 3.2.1.1)

we discussed the broad division of modality into epistemic

and deontic modality and we think that this theoretical
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distinction provides a framework for investigating modal

verb acquisition as well as for its teaching as Ney (1980)

suggests.

In our consideration of the learners'

acquisition of modality we set up our Specific Hypothesis

2.2.

SH 2.2

Ho Variability in the learners acquisition of

modal verb meanings are not constrained by the

type of modality (i.e. epistemic or deontic)

involved.

Hi Variability in the learners acquisition of

modal verb meanings are constrained by the type

of modality involved.

From our results we found from group mean

scores that performance on epistemic modality showed

higher accuracy levels than those observed for deontic

modality. From the Guttman Scale analyses of learners'

performance on epistemic/deontic modality presented in

Figs. 5.8.1 and 5.9.1 we found that in both NL groups

acquisition of the two types of modality constituted a

valid implicational continuum in which the order of

acquisition is Epistemic ^ Deontic. On the basis of

these evidence we are unable to accept the null hypothesis

of Specific Hypothesis 2.2 and we accept its alternative

hypothesis that the learners' acquisition of modality is

constrained by epistemic/deontic distinctions.

While discussing the order of acquisition of

epistemic and deontic modality, it is interesting to refer



257.

to Corder's (1977b) description of the language of Kehaar.

Corder found that the speech of Kehaar exhibited many-

features similar to the interlanguage of many learners of

English as a second language and in this particular

instance he observed that although there was a virtual

absence of modal verbs in Kehaar1s speech, maybe was used

to mark epistemic modality while there was "no evident

system of deontic modality". For our learners, however,

it is possible to explain the fact that epistemic modality

is more favoured for acquisition because they are more

likely to need the use of epistemic notions like expressing

doubt, possibility, certainty etc. and less likely to need

or use deontic modality because they are not concerned

with activities like granting permission or imposing

obligations because socially speaking they are not in a

position to give directives to either their peers or their

teachers. From the results of our analysis on the

acquisition of the modality distinctions we can hypothesize

four developmental stages. In the first stage learners do

not produce any modal verbs at all, at the second stage

production of modal verbs with epistemic functions is

variable, at the third stage modal verbs with epistemic

functions reaches criterion level while performance on

deontic modality is still variable and at the last stage

accuracy levels in both areas reach the criterion level.

6.2.1.2 Acquisition of Modal Verb Meanings

We next investigated the developmental sequences

involved in the acquisition of different meaning units that

English modal verbs convey and in this instance we are
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concerned with the acquisition of 'possibility',

'permission', 'ability', 'probability', 'logical necessity'

and 'obligation', and to this end we set up a Specific

Hypothesis.

SH 2.3

Ho Learners acquisition of modal verbs are not

constrained by the meaning units they convey.

Hi Learners acquisition of modal verbs are

constrained by the meaning units they convey.

From the group mean scores the pattern of

acquisition observed for both groups of learners was

'obligation' /* 'logical necessity' 'ability'

'probability'^ 'possibility''permission'. From this
result we see that the acquisition of modal verbs are

constrained by the meaning units they convey because some

modal verb meanings are acquired before others. Guttman

scale analyses of learners' performance on the six meaning

units were non significant but on further analysis we

found that some of the meanings formed valid implicational

continua. For instance in both groups of learners we

found an implicational order of 'obligation'/ 'possibility
'permission' and when we considered 'obligation', 'ability'

and 'permission' as a series the order of acquisition found

for both groups of learners was 'obligation' 'ability'

'permission'. So we have a regular developmental continuum

in the acquisition of modal verb meanings that cut across

the learners' NL background and we also see that there is

a high degree of individual fit to the group patterns as

indicated by the Coefficient of Reproducibility values

obtained. And so from the evidence of our results we are
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unable to accept the null hypothesis of Specific Hypothesis

2.3 and instead we accept the alternative hypothesis that

the learners acquisition of English modal verbs are

constrained by the meaning units they convey.

The fact that the learners acquisition of modal

verbs are constrained by the meaning units they convey is

illustrated by the different accuracy levels obtained on

different meanings conveyed by the same modal verb and

also in the different patterns of error distribution on

the meaning units presented in Chapter 5 (Tables 5.21.2

and 5.22.2). For instance an implicational analysis of

the learners acquisition of the three meanings of can

gave significant results in which for both groups of

learners the order of acquisition found was can-, (ability)

acquired'first, followed by can^ (possibility) and
finally can, (permission).

6.2.1.3 Acquisition of past and non past modal forms

The acquisition of past and non past modal forms

by our learners is what we address next and as we saw in

Chapter 3 the choice of an appropriate modal form is not

just a question of time reference because e.g. past modal

forms can have past time meanings when used in past

discourse contexts as well as present time meanings when

used in present discourse contexts. In order to examine

the learners acquisition of these two basic modal forms

we set up a Specific Hypothesis

SH 2.4

Ho Learners' acquisition of modal verbs are not

constrained by their morphological forms (i.e.

past and non past).
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Hi Learners' acquisition of modal verbs are

constrained by the morphological forms

involved.

From the group mean scores we saw that for both

groups of learners performance on the morphological non

past modal forms showed higher accuracy levels than on

the past modal forms. Guttman scale analyses on learners

performance along this dimension of analysis also showed

that for both groups of learners there was a valid

implicational continuum in which the non past modal form

is acquired before the past modal form. Cn the basis of

our findings we are therefore unable to accept the null

hypothesis of Specific Hypothesis 2.4 and instead we

accept its alternative hypothesis that learners'

acquisition of modal verbs is constrained by their

morphological forms and in this instance the non past is

more favoured for acquisition than the past.

This finding is similar to what we found in our

study of learners' acquisition of tense distinction in

English where the non past tense is acquired before the

past tense and so we can make the general observation

that in the acquisition of the features of the English VP

by our learners the non past is more favoured than the

past. Our findings on the modal forms can also be

explained by the fact that the non past modal form can be

regarded as the basic form and so acquired first and

then through a strategy of overgeneralization the non past

forms are applied to contexts which appropriately require

the past forms. From our analysis of learners' errors
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we found for instance that for the Igbo learners for the

modal verb could 53.2% of the errors found here were the

incorrect replacement of could with can while for the

Yoruba learners it accounted for 56.4% of errors on

could. And so we find evidence from both groups of

learners that the non past is acquired earlier than the

past and is subsequently overgeneralized as illustrated

above and a later developmental stage in the acquisition

process is the acquisition of the past modal forms and

the limitation of the overgeneralization of the non past

forms.

6.2.2 Modal Verbs Acquisition and the learners' NL

From the results of our learners we saw that

the Igbo learners had a higher accuracy level on this

Task than the Yoruba learners but t-test analysis on the

difference between the group mean scores were statistically

non significant. What we then try to determine is

whether the pattern of acquisition observed for the two

groups are similar and to examine this question we set up

a Specific Hypothesis.

SH 2.5

Ho There is no significant correlation between

the pattern of acquisition of the English

modal verbs observed for learners in our 2

NL groups.

Hi There is a significant correlation between

the pattern of acquisition of the English

modal verbs observed for learners in our 2

NL groups.
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We carried out a Spearman rank order correlation

on the learners' performance on the nine modal verbs

investigated to determine whether there is a correlation

between the observed patterns in both groups. We

obtained a rho of 0.89 which is significant at the .01

level and so we are unable to accept the null hypothesis

and we instead accept the alternative hypothesis that

there is a significant correlation between the pattern of

acquisition of the modal verbs seen in the two NL groups.

When we correlated the acquisition of the six meaning

units by the two groups we also got a significant rho = 0.94

which is further confirmation for the acceptance of the

alternative hypothesis.

From the previous discussion we have also seen

similarities in the learners' acquisition process

irrespective of their NL background: can and must were

acquired early while could and may were the last to be

acquired in both groups; epistemic modality was more

favoured for acquisition than deontic modality and the non

past modal forms more favoured than the past modal forms.

So from our findings we are able to conclude that our two

groups of learners with different NL backgrounds showed

similar developmental sequences in their acquisition of

the English modal verbs.

6.2.3 Variable Rules

From our discussion of the learners acquisition

of the modal verbs we have observed that there is a

systematic pattern underlying the learners' variable

performance and we are able to formulate variable rules
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to capture the learner language system which as our results

have revealed is a system of variable rules and because our

learners from both NL groups show similar patterns the

following variable rules accounts for the learners'

interlanguage system irrespective of their NL:

vr5
A -{ epistemic ]

'Modal1

with the above rule indicating that modality is variably

realised by our learners and that in this process the

epistemic modals are more favoured for acquisition than

the deontic ones.

VR,
. / A - [ non past]

'Modal' / /Modal/ /^ / / B — [past]

VRg indicate that modal is again variably realised by our
learners and the non past modal forms are more favoured

for acquisition than the past modal forms.

6.3 Articles

What we are concerned with here is a discussion

of the developmental stages our learners go through in

their attempt to acquire the article system of English

and the central questions that we attempt to provide

answers for are the following:

1) Do our learners acquire the English article system

in a systematic or random way?

2) If there is a systematic pattern underlying their

observed variable production through what

developmental stages do they pass to acquire the TL

norms?
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3) Is the acquisition of the article system constrained

by the syntactic environment in which they occur?

4) Are the developmental sequences observed constrained

by the learners MT?

In order to be able to answer these questions we

set up the following Specific Hypotheses:

SH 3.1

Ho Learners' acquisition of the English article

system is not constrained by the article type

(i.e. definite, indefinite, zero).

Hi Learners' acquisition of the English article

system is constrained by the article type.

SH 3.2

Ho The different syntactic environments (Subject,

Object, Prep. Phrase) do not play a

significant role in the learners' acquisition

of the article system.

Hi The different syntactic environments play a

significant role in the learners' acquisition

of the article system.

SH 3.3

Ho There is no significant correlation between

the pattern of acquisition of the article

system observed for learners in our 2 NL

groups.

Hi There is a significant correlation between

the pattern of acquisition of the article

system obseryed for learners in our 2 NL

groups.
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6.3.1 Developmental continuum in Article Acquisition

Our first consideration is Specific Hypothesis

3.1 which relates to the acquisition of the definite,

indefinite and zero article types by our learners. From

the group mean scores we found that the highest accuracy

level was observed for the definite, followed by the

indefinite and finally the zero article. There was also

variability in the movement observed in the learners'

performance from Time One to Time Four in the three

article types. A comparison of performance on the

definite and indefinite article gave an implicational

order of DEF ^7 INDEF. So from the above findings we are

unable to accept the null hypothesis of Specific Hypothesis

3.1 and we instead accept the alternative hypothesis that

that our learners' acquisition of the English article

system is constrained by the article types. In our

learners' language system the definite article is most

favoured for acquisition followed by the indefinite and

finally the zero article. The learner language system

from the evidence of our results constitute a continuum

of increasing complexity towards TL norms and our learners

are located at different points on this continuum

depending on what stage they have reached in the learning

process.

We also found evidence to support the

systematicity underlying the learners variable performance

from the analysis of learners' errors presented in

Chapter 5 (Section 5.3.4) . For learners in both NL groups

we saw that [0 9 the ]and [ a/an / the] were the most



266 .

frequent errors which is an indication that a major

source of error was the learners' overgeneralization of

the definite article. We shall return to this point

later when we try to account for our learners'

performance. It is, however, clear from the analysis of

learners' errors that the distribution of errors over the

error types are variable but systematic and we also saw

from their patterned distribution that Time is the main

dimension of variability.

From all these we can conclude that our learners'

production are variable but not random and what we have is

a situation in which the learners are moving through a

series of developmental stages in the direction of the TL

and we are able to formulate variable rules to account

for the systematic variation in our learners attempt to

acquire the English article types and they account for

both Group A and Group B learners:

VR?
. . / A - N [+ DEF]

DET 7 /ART/^ / ' B - N [- DEF]

C - N [ 0 ]

Variable rule 7 indicate that article is variably realised

by our learners and that for article acquisition the

definite article is most favoured followed by the indefinite

and finally zero article.

For the definite article usages we saw that the

acquisition order for both groups v/as Anaphoric

Cataphoric Indexical and we have formulated Variable

rule 8 to account for the learners' system of variable

rules:
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VRg
ART

Performance on the zero article also showed a

systematic patterning and the developmental stages learners

go through in acquiring this article type is seen from the

group mean scores and the significant implicational

analysis obtained and Variable rule 9 accounts for the

acquisition of the zero article by learners in both

groups:

so far we have been able to provide categorical answers

to the first two questions raised in Section 6.3. The

answers in brief are that on the basis of our findings

we can conclude that our learners acquire the English

article in a non random way because we have been able

to discern a systematic pattern underlying their variable

performance and we have been able to formulate variable

rules to account for the systematicity observed in the

interlanguage continuum of the learners.

6.3.2 Article Acquisition in different syntactic
environments

This subsection addresses our third question

which states:

Is the acquisition of the article system constrained

by the syntactic environment in which they occur?

and this question is the basis of our Specific Hypothesis

VRg
A - N [proper noun]
B - N [mass noun ]
C - N [ plural count noun]
D N [idiomatic usages ]

From the discussion of the articles acquisition
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3.2 which is to examine the influence of three syntactic

environments: Subject NP/-V, Object NP/V-, and

Prepositional NP/Prep- on the acquisition of the English

article system.

highest accuracy level was achieved on the Object position

followed by the Subject position and finally the Prep.

Phrase position for both groups of learners. Guttman

scale analyses of performance for both groups of learners

along this dimension revealed that for both groups

acquisition on the different syntactic environments

constituted a valid implicational hierarchy and the

acquisition order found was OBJ /> SUBJ /'•PP. So we see

that the syntactic environment in which articles occur

condition the learners' acquisition and from these results

we are able to accept the null hypothesis of Specific

Hypothesis 3.2 and accept its alternative hypothesis that

the different syntactic environments play a significant

role in the learners' acquisition of the article system.

From the systematic pattern observed in the learners

variable production we are able to formulate a variable

rule to account for our learners acquisition process in

this connection:

VR10 A NP/V-

From the rule above we see that as far as the syntactic

environments and article acquisition are concerned the

object position is most favoured, that is the introduction

of the 'new' linguistic form takes place here first and it

From the group mean scores we saw that the

DET / B NP/-V

C NP/Prep-



269.

then spreads to the Subject position and finally the Prep

Phrase position.

6.3.3 Article Acquisition and the learners' NL

This section addresses our fourth question posed

in Section 6.3 and to evaluate whether the developmental

continuum observed is constrained by the learners' MT.

We set up Specific Hypothesis 3.3

We have seen from the results presented in

Chapter 5 (Section 5.3) and in the previous discussion of

the results that similar developmental sequences have been

obtained in the acquisition of the article types, on the

acquisition of the definite article usages, the zero

article usages and on the influence of the syntactic

environments on article acquisition. On the basis of all

these findings we are able to conclude that both groups

of learners go through a similar developmental continuum

in their attempt to acquire the English article system

and so we are unable to accept the null hypothesis of

Specific Hypothesis 3.3 and instead accept its alternative

hypothesis that there is a significant correlation between

the pattern of acquisition observed for learners

irrespective of their language background.

6.3.4 Explanation of Learners' Performance

We have been able so far to identify through

various devices the systematic pattern underlying our

learners' variable performance and what we consider next

is an examination of what may account for the patterns

observed and we also in the process relate our findings to

the findings of previous studies on the acquisition of

the article system of English.
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It is clear from previous studies (e.g. Huebner

197 9, Yamada and Matsurra 1982) and also from this study-

that the English article system constitutes a problem for

non-native learners of English irrespective of their

first language background. From the analysis of the

errors committed by learners in this study we can infer

that the bulk of the learners' errors, but by no means

all, are attributable to what Richards (1971) describes

as intralingual and developmental errors which arise out

of "the learners attempt to build up hypotheses about

the English language from his limited experience of it in

the classroom or textbook" (p.174) and these errors he

suggests can be a result of a) overgeneralization

b) ignorance of rule restrictions c) incomplete application

of rules and d) false concepts hypothesized.

Our first consideration here is the acquisition

of the article types in which for both groups of learners

the definite article was most favoured followed by the

indefinite and finally the zero article and the question

is why is one article type more favoured than another,

to which, of course, there is no straightforward answer

although we can offer suggestions.

Between the definite and indefinite article it

can be argued that the definite article occurs with more

frequency than the indefinite article in language use and

this fact is attributable to their different functions.

While the indefinite article mark MPs which have no

specific referent and are assumed unknown to the hearer

and so used to introduce a noun phrase which is
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introduced for the first time, subsequent reference to

the noun phrase if not pronominalized is done by the use

of anaphoric reference. So in comparison with the

definite article it is fairly obvious that the definite

article will occur far more and we can assume that

frequency of occurrence of a linguistic form can affect

acquisition. It is, however, clear that this cannot be

the only explanation.

From the evidence of our results it is more

likely that the learners' problems arise largely out of

overgeneralisation strategies and with this explanation

we can take a broad view of performance on the three

article types. We saw from the results in Chapter 5

(Sections 5.4.3.1 and 5.4.3.2) that overspecification of

nouns is the greatest source of errors for learners in

both groups. In fact overspecification [0 > the] and

[a/an ? the] accounted for 51% of the errors in Group

A and 52.1% of the errors in Group B while in contrast

underspecification [the ? a/an] and [the 7* 0]

accounted for 20.9% of Group A's errors and 22.4% of

Group B's errors. So it seems that our learners strategy

of overspecification leads to a high accuracy level on

the definite article and at the same time explains the

relative late acquisition of the indefinite and the zero

article types. In fact from our results the learning

task that our learners face is how to limit their over-

generalisation of the definite article and we saw from

our results that over time the learners' gradually acquire

the necessary limitations as seen in the decrease of the
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overgeneralisation errors over the Time levels in both

groups.

On the three definite article usages we found

that the accuracy level observed for learners in both

groups were high and fairly close with the Anaphoric

and Cataphoric most favoured and Indexical least

favoured. The anaphoric usage was most favoured and it

is possible that learners use the definite article more

accurately here because of the communicative necessity

to avoid ambiguity of reference and also because such

nouns appeared several times in the texts. The relative

late acquisition of indexical the can also possibly be

explained by reference to the learners' language back¬

ground e.g. no definite article is used with unique and

context specific reference in both Yoruba and Igbo and

this may partly account for the omission of the definite

article in these usages and consequently the indexical

the being the least favoured of the three definite

article usages.

We have seen from the above discussion that

the zero article type is the last article acquired by our

learners and this we have suggested may be due to the

overspecification strategies of our learners which leads

them to use the definite article where no article usage

is required. For the four contexts requiring no

article usage, the non use of article with proper nouns

is understandably first acquired. We say understandably

because names are in every day usage and the realisation

that proper nouns do not usually take articles would come

very early in the learners' acquisition process. This
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is followed by the acquisition of the rule that plural

count nouns with generic reference do not take the

article and then the least favoured for acquisition is

the use of zero article in certain idiomatic usages.

It is clear that if learners have to acquire this last

context for zero article usage then many of the items

will have to be taught specially or acquired naturally

by learners by more exposure to English through reading

etc.

Our findings on the acquisition of the article

types agrees generally with previous studies results.

On the acquisition of definite and indefinite articles

Huebner (1979) in his longitudinal study of an adult

learner of English found the order DEF y INDEF; Andersen

(1978) in his study of Puerto Rican learners of English

also reported the order DEF /'INDEF ]>ZERO. Borland

(1983) in her study of four groups with different native

languages found that the definite is more favoured for

acquisition than the indefinite. Yamada and Matsuura

(1982) who also examined the three article types among

Japanese students also found the order DEF y INDEF /* ZERO

for their intermediate students which conforms to the

pattern observed for our two groups of learners.

The general pattern of agreement on the

acquisition order on the article types, however, do not

apply to the results of the effect of the syntactic

environment on article acquisition. We can, however,

point out that all the studies we have looked at support

Wolfram's 1973 concept of constraint universality. All
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the studies report the existence of 'effect predictability'

i.e. that a particular environment has a particular effect

on variability and in this case that the learners'

variable performance in article production is constrained

by the syntactic environments in which they occur. The

only disagreement is in the 'order of predictability'

because the different studies have so far produced

conflicting hierarchical orderings of the effect of

syntactic environments on article acquisition.

Huebner found that the great majority of the

correctly marked definite articles in his learner were

in the non-subject position and he explains this

preference for the non-subject position by suggesting

that the learner employed the structure of his native

language which is topic prominent - that is, topics

which are usually sentence initial and often in subject

position are not marked since topics must be old

information or assumed to be within the realm of the

hearer's knowledge (1979:27). Wilkinson (1982) in a

study with a more limited data on the acquisition of the

definite article by Slovak learners found the subject

position most favoured, followed by the-object position

and finally the prepositional phrase position. Borland

(1983) analysed the influence of the syntactic

environments on the definite and indefinite articles

separately. For the indefinite article three groups

(Russian, Spanish and Vietnamese) showed the same

hierarchy of Obj />" Subj PP while Arabic learners

preferred order was Subj Obj ^)>PP. For the definite
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article she found even less correspondence in the patterns

obtained in the various groups, the Spanish and Arabic

learners favoured PP y Obj y Subj , the Russian group
favoured PP J Subj y Obj and the Vietnamese group

Subj y PP y Obj .

Both the Yoruba and Igbo learners in this study-

had a similar implicational hierarchy of Obj Subj /" PP

and from the above we see that our finding agrees with

that of Huebner (1979) and Borland (1983) as regards

Russian, Spanish and Vietnamese learners on the indefinite

article. From the above discussion it is clear that

there are far more factors at work other than NL

influence on the acquisition process because even though

Igbo and Yoruba belong to the same Kwa family (Greenberg

1963) they are linguistically distant from Russian,

Spanish and Vietnamese.

Our findings can, however, be explained in

another way. Givon (1979) provides data to support

Keenan's (1976) contention that in human language in

context the subject is overwhelmingly definite and from his

count of different texts (non fiction, fiction, news and

sports) he found that subject is 91% definite and 9%

indefinite. In contrast in object position he found

they are roughly 50% definite and 50% indefinite and it

seems that we can provide an explanation for our learners'

preferred pattern on this evidence. It is possible that

learners feel that because subject is always almost

definite there is no need to mark it, whereas in object

position such an assumption cannot be made and so when it
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is definite they feel it has to be signalled in order to

avoid ambiguity. With this explanation we can then

account for our learners preferred order of acquisition

although there is also the possibility that other factors

e.g. the elicitation instrument or other factors which

are as yet unidentified are responsible for the different

orderings found in different studies as far as the effect

of syntactic environment on article acquisition is

concerned.

6.4 Relationship between the learners' acquisition of
the three structural areas

After the discussion of the learners' acquisition

of the three structural areas in this study as individual

units what we are concerned with here is the relationship

between the learners acquisition of the three structural

areas. This is then connected with our General Hypothesis

4 which states that within the learner language system we

can discover certain connections between the learning of

the areas of syntax which will be based on linguistic

relations between the areas. In order to examine this

relationship we then set up a testable hypothesis:

Specific Hypothesis 4.1

Ho That there is no significant correlation

between the acquisition of the three structural

areas (i.e. articles, tense and aspect and

modal verbs of English).

Hi There is a significant correlation between the

acquisition of the three structural areas.

From the results presented in Chapter 5 (Section

5.4) we found that from the group mean scores of learners
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there was a significant pattern in the acquisition of the

three structural areas and we also observed when we

examined the structures on syntactic category basis we

found a closer relationship between the NP related

structures on one hand and the VP related structures on

the other. We also carried out a Pearson product

moment correlation coefficient (r) between each of the

three structural areas to determine if they are

significantly correlated and the results obtained are

given in the table below.

Table 6.5 Pearson correlation coefficients on learners'
acquisition of three structural areas

Mod Art

Tnse Asp 0.3745 + .6773 +

(160) (160)

Mod .3673 +

(160)

+ p = significant beyond the .01 level

The tabled value of r for 100 d.f. at the .01 level is

0.254 and since our degrees of freedom is actually 160

we see that the obtained r in all instances exceed the

value needed for significance and so we are unable to

accept the null hypothesis of Specific Hypothesis 4.1

and instead accept the alternative hypothesis that there

is a significant correlation between the learners'

acquisition of the three structural areas.

An examination of the VP related structures also

showed that the acquisition of tense and aspect features

showed a higher degree of association with each other in

contrast with modal verbs features. For instance, Pearson
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correlation between past and non past tense gave us

r = 0.5434; for past and non past modal r was 0.7877

whereas for non past tense and non past modal r was

0.3110 although all the obtained r are still significant

at the .01 level.

In Chapter 5 (Table 5.39) we presented the group

mean scores and rank orders for the seven subcategories

of the three structural areas for both groups of learners.

In order to determine whether there is any significant

correlation between the patterns obtained on this dimension

we carried out a Spearman rank order correlation and we

obtained an rho of 0.94 which was significant at the .01

level indicating that there is a significant correlation

between the acquisition pattern observed for learners in

both groups on the acquisition of the subcategories of

the three structural areas.

The results of the significant Guttman scale

analyses also confirmed that the three structural areas

constituted an implicational continuum for our learners

and the implicational order found is Articles ^ Tense and

Aspect/' Modal verbs (Figures 5.16.1 and 5.16.2). When
the structures were grouped into NP and VP structures we

also had significant results with NP structures more

favoured for acquisition than the VP structures - The

high coefficient of reproducibility obtained for both

groups indicate the high degree of individual learners

conformity to the group patterns obtained in these

Guttman scales.

So from all the above discussion we are able to
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conclude that there is a significant pattern of relation¬

ship between the acquisition of the three structural

areas and that the patterns observed are similar

irrespective of the NL of the learners and so we have

evidence to confirm our General Hypothesis 4.

6.5 Influence of extra linguistic variables on
learners' acquisition process

From the analysis of our results especially in

Chapter 5 we examined the effect of Time and the learners'

NL on the acquisition of each of the three structural areas.

We found that in all the three structural areas Time was

a significant factor in the language development of the

learners and this we saw clearly from the group mean scores,

the frequency distribution of subjects at the different

Time levels and the t-test analysis done on the various

subcategories of the structural areas. From all these we

were able to conclude that the distribution of subjects on

the developmental continuum on each of the areas was a

function of Time. We have also seen that our two groups

of learners shared similar developmental sequences in

their acquisition of the aspects of the TL we investigated

irrespective of their language background. What we have

not examined so far, however, is the influence of age

and sex on our learners acquisition process.

6.5.1 Age

Our purpose here is to examine the influence of

age as a variable of language acquisition i.e. if the age

of our learners affects the acquisition process

significantly. Our learners (in both groups) were grouped

into four age groups: Group 1 11 to 12 years had 23
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subjects (or 14.3%), Group 2 13 to 14 years had 58 subjects

(or 36.2%), Group 3 15 to 16 years had 54 subjects (or

33.7%) and Group 4 17 to 18 years had 25 subjects or 15.6%.

In order to examine this we then set up a null hypothesis

as follows:

Ho That the performance of our learners on the

three structural areas are not constrained by

the age group they belong to.

A frequency distribution of subjects' performance by age

groups was carried out with the aid of the SPSS Subprogram:

CrossTabs and the following Chi-square results were

obtained:

Task CC2 df

Tense and Aspect 127.32 105
Modal Verbs 92.65 90

Articles 125.49 111

Following Rohlf and Sokal (1969:163) formula

for computing critical values of x2 > 100 the value of

3Xl2 required for significance at the p = .05 level for 105,

90 and 111 degrees of freedom are 130.19, 113.42 and

136.86 respectively. And because the obtained X2 are

less than required for significance we are able to accept

the null hypothesis that the performance of our learners on

the three structural areas are not constrained by the age

groups they belong to. So for our group of learners age

is not a relevant factor in our learners' acquisition process

6.5.2 Sex

We also decided to examine the effect of the

learners sex on language performance. In our sample of

subjects all the Igbo learners were boys while for the
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Yoruba learners 44 were boys and 36 girls. The

performance of all the subjects according to their sex

were taken into consideration for our analysis. For an

examination of this relationship we set up a null

hypothesis as follows:

Ho That the performance of our learners on the

three structural areas are not constrained

by the learners' sex.

The following results were obtained from our analysis:

Task X2 df

Tense and Aspect 35.13 35

Modal Verbs 33.62 30

Articles 0000•r-CO 37

2
The value ofJX. required for significance at the p = .05
level for 35, 30 and 37 degrees .of freedom are 49.802 ,

43.773 and 52.192 respectively. Because the obtained JX
values are less than required for significance in the three

structural areas we are able to accept the null hypothesis

that our learners' performance on the three structural

areas is not constrained by the learners sex and so sex

is not a relevant factor in our learners' acquisition

process.
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CHAPTER SEVEN

CONCLUSION

7.1 Interlanguage Continuum

This study set out to provide a description of

the acquisition of some aspects of English by Nigerian

learners and we have been concerned with the accruisition

of the article system, tense and aspect and the modal

verbs of English. Our data has been taken from 160

subjects in all with eighty each from two different first

language backgrounds. This experiment is a cross-

sectional study in which we took a cross-section of

learners (forty each) from four different time points and

the assumption of such a research design is that by

examining learners at different stages of exposure and

proficiency in the target language we will be able to

discover the developmental stages our learners go through

in their acquisition process because the different stages

would provide us with a dynamic system of interim grammars

moving toward the TL norms.

This study set out with the following aims:

i) to find out whether our learners' acquire certain

aspects of English in a random or systematic way

ii) to study the developmental sequences involved in

the acquisition of specified 'English language

structures

iii) to determine the relationship between the acauisition
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of the structural areas under investigation, whether

there is a learning continuum for the whole

interlanguage or parts of it.

iv) to examine whether learners with different mother

tongues show a similar pattern in their acquisition

of the structures.

On the basis of these aims we formulated our

five General Hypotheses which we set out to verify with

empirical data provided by our subjects and the findings

of the investigation in each of the three structural

areas have enabled the evaluation of the General Hypotheses.

The results of our study showed that the

order of acquisition of each of the structural areas is

patterned and not random and we found evidence to confirm

this viewpoint from the evaluation of the Specific

Hypotheses set up on the different structural areas in

Chapter Six. The performance of learners on the

different structural areas and subcategories of each

structural area revealed both variability and

systematicity as we saw in Chapter 5 and 6. From the

results we are able to refer to the linguistic performance

of our learners as a continuum because of the observed

regularity in their interlanguage systems. The

interlanguage of the learners as this study confirms is

a dynamic system because learners are constantly

revising their hypothesis about the TL and this was

confirmed by the analysis of learners' errors at the

different time points.
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The developmental nature of the learners'

interlanguage continuum is also confirmed by the findings

of this study in which the accumulative nature of the

continuum is shown by the valid implicational scales

presented in Chapter 5. And so by the use of

implicational scales and the observed scale types we

have evidence to confirm that the interlanguage continuum

is a continuum of increasing complexity towards the

target norm with individual learners located at different

points depending on what stage they have reached in the

acquisition process.

Apart from the use of implicational scales to

map out developmental sequences we have in each of the

structural areas formulated variable rules to account

for the systematic variation of.learners and the

sequential route they go through in their acquisition

of the structural areas. What this indicates is that

the variation observed in the learners output is not just

random but constrained by factors which are included in

the rules. The results of our investigations also show

that our two groups of learners with different mother

tongues had similar developmental patterns in their

acquisition of the TL structures and this is seen in the

similar acquisitional orders revealed in the implicational

analyses of both groups. We also found that both groups

of learners produced similar errors and the fact that

the bulk of the learners' errors in the areas investigated

can be attributed to overgeneralization i.e. developmental

errors, provide evidence to support the view that second
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language acquisition is basically a creative process.

The starting point of the interlanguage of

learners as we see from the results of our Guttman Scales

is a basic, simple grammar and what happens over Time

is a successive and dynamic development from this simple

grammar to an increasingly more complex grammar towards

the TL norms. Our findings therefore confirm the model

of the interlanguage continuum as a developmental

continuum of second language acquisition and we are able

to confirm Corder's (1977:90) assertion that the

interlanguage continuum is a "dynamic, goal-oriented

language system of increasing complexity".

We also found within the learners' interlanguage

continuum certain connections between the acquisition of

subcategories within each of the structural areas and

between the acquisition of the structural areas, which is

an indication that linguistic relationships between linguistic

items affect the learners' acquisition process. On Tense

and Aspect acquisition for instance we found that the

entire area did not form a valid implicational scale

whereas subcategories based on other linguistic relation¬

ships e.g. the acquisition of past/non past tense;

progressive/perfect aspectual distinction formed valid

implicational scales. In our investigation of the

learners' acquisition of the modal verbs we found that

the nine modal verbs did not form a valid implicational

scale. However, various features within the area

grouped together on different criteria constituted

valid implicational series, for instance the acquisition
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of epistemic/deontic modality and non past/past modal

forms were implicationally ordered. We also find

similar findings in the learners' acquisition of the

article system of English. From all of the above we

are able to support the view that linguistic

relationships between categories to be learnt (either

syntactic or semantic) affects the learners acquisition

process.

As far as the effect of syntactic category on

the learners acquisition process is concerned we examined

the relationship between the learners' acquisition of

the NP and VP related structures. We found that the

syntactic category of the features affects the learners'

acquisition process because we found close relationship

between the acquisition of the NP related structures on

one hand and the VP related structures on the other.

An analysis of learners performance on NP and VP features

gave valid implicational scales for both groups of learners

and the order of acquisition was NP VP. Our findings

suggest that the syntactic category of the linguistic

structure affects the learners' acquisition process and

our findings strongly support Andersen's (1978:276)

suggestion that

"perhaps the V/NP distinction is a real
distinction in how the learner processes
language. The learning of one component
of the verb tense-aspect system affects
and is affected by the learning of other
components of the same system. And
while the learner is building up an
awareness of an aspect of nouns like
plurality, he is probably also picking
up information from the same noun
phrases about the use of articles"
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7.2 The Role of the Mother tongue

The question of the role of the mother tongue

in second language acquisition has been extensively

discussed over the years. The early CA theorists e.g.

Lado, 1957, believed that language learning is habit

formation and consequently came to the conclusion that

all second language learning problems were caused by the

transfer of Ll features to the L2 and on the other side

of the coin we have studies, e.g. Dulay and Burt 1973,

which have reported that the Ll has no influence

whatsoever on second language acquisition, putting

forward instead a universal language learning process in

which the concept of transfer or interference plays no

part. Another view of transfer is provided by Kellerman

who rejects both the CA and the Ll = L2 hypothesis as

unsatisfactory in accounting for the phenomenon of

transfer. Kellerman (1977) suggests that transfer is a

conscious decision-making procedure and is therefore an

active-learner strategy which is partly dependent on

the learner's notion of distance between his NL and the

TL.

The findings of this study has shown that our

learners irrespective of their NL background show similar

developmental sequences in their attempt to acquire the

TL features investigated. We also saw that our findings

are similar in many respects to those reported in previous

studies on learners with other first languages and from

our findings we are able to conclude that our learners

acquire the TL in an ordered sequence irrespective of their

NL.
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Although we state that the learners tend to go

through the same developmental sequences it is evident

that the mother tongue must play a part in the learners

acquisition process since it is a knowledge which the L2

learner already has and which he can make use of in his

target language production especially when he does not

have the necessary knowledge of the target language

features to be communicated. Corder (1978b) in a

discussion of the relationship between the creative

construction process and language contrast in language

learning has suggested that the characteristics of the

LI may 'facilitate' or 'not facilitate' L2 acquisition.

"It is perfectly logical to propose that
the nature of the Ll may make passage
along the built-in syllabus faster when
it bears similarity to L2, but simply
has no effect when it is different. In
such a case the learner is left with his
own unaided cognitive learning capacities
to discover those aspects of the L2 which
are not similar to his Ll"

(p.99)

On the basis of the above hypothesis we can make

a speculation about the role of the mother tongue and our

learners' acquisition process. Because our two native

languages belong to the same family and the language

distance from the target language is the same the learners'

native languages will have a similar effect on the

learners' acquisition process and so the rate of passage

along the developmental continuum will be about the same

for our two groups of learners.

In any case the presence of developmental errors

e.g. overgeneralisation which constituted the bulk of the

learners' errors indicates that the learners' acauisition
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process is largely creative and provides support for

Taylor's (1975) finding that a transfer-based theory

of errors is not adequate and that the second language

acquisition process has to take "account not only of

interference within the TL itself but also the learner's

cognitive characteristics and his resulting strategies".

In conclusion the findings of our study reveal that the MT

does have an effect but the similarities reported in second

language acquisition studies that cut across learners of

different language backgrounds are a confirmation of

Zobl's (1980b) contention that the Ll influence is subject

to constraints deriving from formal properties of the L2

and constraints inherent to the creative construction

process.

7.3 Implications for language teaching

The major goal of this study has been to

contribute to an understanding of the second language

acquisition process and given the social background of

the study we believe our findings have implications for

English language teaching in Nigeria. Although it is

conceivable that there is possibly a lack of connection

between a learning and a pedagogic sequence yet we believe

that any successful teaching programme has to take the

learners acquisition process into consideration. From

our findings of the learners' acquisition of the modal

verbs of English, for instance, we have evidence to suggest

that great emphasis should be devoted to the acquisition

of function rather than form. In this particular area

we see the significance of the idea of the notional
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syllabus (Wilkins 1972, 1976) in which arguments are

presented for a shift from a grammatical or situational

basis for the organization of second language teaching

to that of language content. Corder (1973b:305) in

this connection raises the issue that:

"The problem which faces us in syllabus
organization is whether to take the formal
criteria as dominant and group modal verbs /
together, leaving alternative ways of
expressing the same ideas to some other
part of the syllabus, or to base our grouping
on semantic criteria, bringing all alternative
ways of expressing necessity, obligation,
possibility, etc. together into separate single
units".

From our findings we see that a situation where

modal verb forms are taught by drills is highly

unsatisfactory because it will only teach the syntactic

position of modal verbs in a sentence which is itself not

the core of the learning task facing the learners. It

is necessary to focus attention on the meaning units

conveyed by modal verbs like can, must and may because our

findings indicate that our learners' acquisition of the

modal verbs is constrained by the meanings they convey and

in this particular instance we would like to suggest that

for the teaching of English modal verbs our grouping should

be based on semantic criteria rather than on formal criteria.

Corder (1971:27) on the relationship between

language teaching and language learning has also suggested

that "it may well be that some of our teaching techniques

interfere with the smooth running of the learners' program.

It may also be that the sequence of data presentation,the

syllabus, does not correspond with the logical processing
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requirements of the learner: that some data is presented

prematurely so that it cannot form part of the intake or

that it is not readily available when it is logically

required". It is therefore necessary for us to know the

nature of language learning in order to enhance language

teaching. The findings of this study have established

the order of acquisition of the structural areas

investigated and it is suggested that the findings can be

used as a basis for the sequencing of teaching materials

and we believe such a model which is based on empirical

evidence of language learning would facilitate the learners'

learning process because it would be following what can

be considered their natural sequence of development.
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APPENDIX 1 : Elicitation Instrument Task I

NAME: CLASS:

SCHOOL:

INSTRUCTIONS

1. Read the sentences carefully.
2. Choose the best word or words to fill in the blank spaces.

3. Put a circle round the letter of the best answer.

4. Try to answer all questions.

Example

The class is quiet. All the pupils busy with the class test.
a. are being b. will be
c. is d. were

e. are

The best choice is are, so you circle the letter like this:
a. are being b. will be
c. is d. were

e^) are

1. John enjoys singing and he is a member of the church choir.
John singing practice three times a week.

a. is attending b. attend
c. attends d. attended
e. had attended

2. Deke and Mary were invited to a party yesterday. They
their best dresses to the party.

a. wear b. did wore

c. were wearing d. wore
e. wearing

3. There is a football match between Ghana and Nigeria in Lagos
tomorrow. Kehinde the match on television.

a. watched b. will watch
c. will watched d. is watching
e. watch

4. Taiwo has lost his purse in the market. He for it now.

a. has looked b. is looking
c. looked d. looking
e. was looking

5. John could not put out his wet clothes because it
at the time he was leaving for school.

a. is raining b. will rain
c. rains d. had rained
e. was raining
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I have been expecting some letters since last week but
nobody to me up till now.

a. has written
c. will write
e. to writing

b. had written
d. writes

Christie left her notebook on the table and went to the kitchen,
By the time she returned to the room her sister the
notebook.

a. tearing
c. had been torn
e. tore

b.
d.

has torn
had torn

8.

9.

10.

I can see a lot of leaves on the ground,
mangoes again.

You the

a. plucked b.
c. had been plucking d.
e. plucking

were plucked
have been plucking

Folake discovered when she got home that her parents
her at Ibadan at the time she had not even left Lagos,

a. I have been expecting b.
c. expecting d.
e. had been expecting

to expect
have expected

Ade and his brother do not join the other children who play
football every afternoon. They go home and after
their father's shop.

a. looks
c. are looking
e. looking

b.
d.

look
looked

11. Mufu used a cage to catch a bird last week. His friends took
out the bird and were playing with it when it off.

a. fly
c was flying
e. flew

b. was fly
d. was flown

12. James has been saving money since the beginning of the year.
James to use the money to buy a bicycle next week.

a. is going
c. went
e. has going

b. goes
d. will going

13. Titi does not want us to put on the television because
she her home-work.

a. does
c. is doing
e. was doing

b. has done
d. doing

14. Dapo went to greet Joseph at home. Joseph
car when he got there.

a. is washing
c. washes
e. was washing

b. will wash
d. washed

his father's
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15. Patrick has lost his purse. We everywhere yet we
can't find the purse.

a. look b. had looked
c. will look d. have looked
e. to looking

16. Amodu would have passed his examinations last year if he
hard.

a. worked b. has worked
c. had worked d. will work
e. was working

17. We do not know when the road will be opened for use. They
on it since a long time ago.

a. have worked b. worked
c. have been working d. had been working
e. working

18. Okonkwo won the lawn tennis competition last year.
Surprisingly, he football long before he was introduced
to lawn tennis.

a. playing b. to play
c. has been playing d. had played
e. had been playing

19. Segun has lived in Sabo for many years and he Hausa
well.

a. speak b. is speaking
c. spoken d. spoke
e. speaks

20. The time prefect was late to school this morning. He
the bell at 8.15 instead of 8.00 a.m.

a. ring b. was ring
c. rung d. rang
e. was ringing

21. We all have a lot of homework this weekend. When we finish
the homework we on the trip to the museum.

a. go b. will went
c. have going d. is going
e. will go

22. Mary her hair and she cannot attend to her crying baby.
a. washes b. is washing
c. has washed d. washing
e. was washing

23. Bola his bicycle when his father arrived from the
office.

a. is repairing b. will repair
c. repairs d. repaired
e. was repairing
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24. Mrs. Adams is with the TV repairer now. Their TV
with the repairer for two weeks and she wants to find out what
is wrong with it.

a. was b. is
c. is being d. will be
e. has been

25. John's parents were worried when they heard the news of the
fight on the field. John, however, the field by the
time the fight started.

a. had left b. was leaving
c. has left d. had been left
e. to leave

26. Felicia and her parents in this small flat since they
arrived in Lagos six months ago.

a. lived b. living
c. had been living d. have been living
e. to live

27. John to Mary when she was bitten by a bee.
a. had been speaking b. spoke
c. was spoken d. has been speaking
e. to speak

28. Tunde's uncle goes to inspect his farm every Saturday.
Tunde likes to go with him and so he up very, early
on Saturdays.

a. get b. is getting
c. got d. gets
e. getting

29. During the last school holiday Sunday went to see his uncle in
Kaduna. They to so many interesting places together.

a. travel b. was travel
c. were travelling d. travelled
e. travelling

30. The referee has started to look at his watch. He to
blow the final whistle anytime from now.

a. going b. goes
c. will going d. has going
e. is going

31. Anybody who wants to see the Maths teacher will have to wait
because at the moment he with the headmaster.

a. speaks b. is speaking
c. spoke d. has spoken
e. was speaking

32. A man stole a wristwatch from our shop today. The shop
attendants the back of the shop when it happened.

a. are cleaning b. will clean
c. cleans d. were cleaned
e. were cleaning
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When Andrew and James saw a snake Andrew ran home to getch a
cutlass but James the snake by the time Andrew came
back.

a. killed
c. was kill
e. have killing

John's eyes are red. He
a. swam

c. has been swimming
e. had been swimming

b. has killed
d. had killed

in the pool since morning.

swimming
had swum

b.
d.

Yomi was tired last night because he

a. was worked
c. has been working
e. work

b.
d.

all day.
to working
had been working

John attends a Christian Secondary School. When they
every morning they have to attend morning prayers in the chapel,

a. woke up b. are waking up
c. wake up d. wakes up
e. waking up

Wale and Segun managed to pluck mangoes from the headmaster's
garden yesterday. They the wall to get in.

a. climb
c. were climbing
e. were climb

b. climbed
d. climbing

The whole school is being cleaned because the Governor
our school next week.

a. visit
c. visited
e. is visited

b. visiting
d. is visiting

Tunji and Yinka are not going to come with us. They
table tennis and they may play it for a long time.

a. played
c. were played
e. to play

b. are playing
d. play

Deola and Patricia to the market when they met their
friends. They went to play at their friend's house instead.

a. are going b. will go
c. go d. were sent
e. were going

Debo
them.

his clothes. He is now looking for where to dry

a. washed
c. washes
e. was washed

b. will washing
d. has washed

We had an enjoyable excursion last week. By the time we reached
Lagos it raining and the sun was shining.

a. has stopped
c. had been stopped
e. had stopped

b. was stopping
d. to stop
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43. Although Kola Eausa since two years ago, he still
cannot speak it well.

a. learnt b. learning
c. had learnt d. has been learning
e. is learning

44. The travellers for the train for a long time before
it eventually arrived. The train had a delay at one of the
stations.

a. have been waiting b. had been waiting
c. waiting _ d. were waited
e. to wait

45. English is a very important language in Nigeria and so we
it everyday at school.

a. are learning b. learned
c. learn d. learning
e. learns

46. Some library books were stolen during the school hours.
The Librarian stood by the gate and all books before
allowing us out.

a. check b. was checking
c. checking d. checked
e. is checked

47. When we finish cleaning the house we our dinner.
a. cook b. will cook
c. will cooked d. are cooking
e. have cooking

48. The dormitory is very quiet now because all the pupils
on the field in preparation for the inter-house

sports.

a. working b. are working
c. worked d. have working
e. to work

49. The lights went out today while the science teacher
about the importance of electricity.

a. is talking b. will talk
c. talks d. was talked
e. was talking

50. The school new jerseys. Our football team will
wear them for the match next Saturday.

a. has bought b. buy
c. is buyed d. has buying
e. bought

51. Benjamin and his friends missed the bus to the celebrations last
Saturday. When they got there they discovered the festival

a. has started b. had started
c. had been started d. was starting
e. starts
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52. Maybe Audu will not come here after all. We
him everyday since two weeks ago and he has not shown up.

a. have been expecting b. expected
c. expecting d. are expecting
e. had expected

53. Dele has taken a gold ring to the police station. Dele
for his lost purse when he found it.

a.

c.

e.

had been looking
looking
to look

b. has been looking
d. was looked
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APPENDIX 2 : Elicitation Instrument Task II

NAME : CLASS :

SCHOOL:

INSTRUCTIONS

1. Read the sentences carefully.

2. Choose the best word or words to fill in the blank spaces.

3. Put a circle round the letter of the best answer

4. Try to answer all questions.

Example

Deborah learnt to use her left hand when she broke her right arm.
She now write with both hands.

a. is b. must
c. can d. should

The best answer is can, so we circle the letter like this:
a. is b. must

(c^ can d. should
You can now begin.

1. John was very surprised when he heard that a small bird
cause an aeroplane crash.

a. shall b. must
c. can d. should

2. We can hear our boys returning from the field singing and
shouting. Our team have won the football match.

a. shall b. can

c. would d. must

3. Funke is not yet sure of her plans for the next holidays. She
go to Enugu to see her friend if she feels like it.

a. should b. might
c. must d. has

4. Before the school bus had an accident any school club
take the bus to wherever it wanted.

a. could b. can

c. must d. will

5. I am going to complete my work tonight. There is no doubt I
be available to help you tomorrow.

a. can b. shall
c. may d. could
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8.

9.

10

11
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16
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We all know that looking directly at the sun damage
one's eyes.

a. must b. shall
c. should d. can

John wants to be a medical doctor. He very hard if
he wants to achieve his ambition.

a. must b. can

c. shall d. could

Bose told her friends that her father take them to
the zoo in his car if they are not able to get a taxi.

a. should b. must
c. might d. shall

Biodun go to see the film shown last week because
he was old enough.

a. can b. could
c. will d. are

I have not finished repairing your radio but I promise you
have it before the end of the week.

a. shall b. can

c. could d. might

The rain fall from morning till evening without
stopping during the rainy season.

a. shall b. must
c. should d. can

This is Joke's handbag and her keys are in it. She
be looking for it now because she cannot get into her room
without the keys.

a. can b. must
c. shall d. would

Ade has not turned up so far. He have gone
somewhere else.

a. can b. shall
c. might d. is

Biola do whatever he wished when his grandmother
came to visit his family. He was always sure of her support.

a. must b. can

c. will d. could

The examination time table is out. We be starting
our examination in two weeks time.

a. shall b. could
c. can d. may

The school library has a regulation that only two books
be borrowed at a time.

a. will b. shall
c. may d. must
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The teacher has told the Class IV pupils that they
move out the furniture in the assembly hall if they want more
room for their dance.

a. would b. might
c. shall d. can

The man who stole the yams have escaped with every¬
thing if he wanted to but he left some behind.

a. could b. must
c. can d. shall

Funso told us that he heard a rumour that taxi fares
be raised again before the end of the year.

a. should b. may
c. must d. would

Bayo play football much better a few years ago.

a. can b. could
c. may d. must

The headmaster has told his final year pupils that they
come for their testimonials anytime after they

finish their examinations.

a. may b. will
c. would d. had

John attends a boarding school. One Saturday a month they
are free to go out and they go wherever they like.

a. can b. might
c. must d. should

Nobody has seen Bola for the last three days. He
in fact be hiding.

a. should b. had
c. could d. shall

The Governor visit our school during his tour.
This is why the school is being cleaned up.

a. must b. would
c. should d. may

Hassan speak Hausa very well when he was young because
his parents were then trading in the North.

a. may b. could
c. must d. can

Pupils wishing to travel out of town during school term
apply to the House master stating their reasons.

a. would b. may
c. are d. will

We still need one more person to complete the team. Segun
join us if he wants.

a. can b. might
c. must d. should
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Now all boys and girls go to school. In the olden days a
girl hardly expect to go to school.

a. can

c. could
b
d

must
may

The police know many of the criminals,
the men who robbed the bank last week.

They know

a. shall
c. may

b.
d.

a re

had

Joseph
church choir.

play the piano very well when he was in the
"He can no longer play it as well.

a.

c.

could
can

b.
d.

must

may

Tola was supposed to leave Lagos for home two days ago. Her
parents be wondering about what has happened to her
now.

a

c

shall
are

b.
d.

will
had

Ajadi is very strong. He
evening without stopping.

a .

c.
may
must

work from morning till

b .

d.
can

i s

The 1 ions in the zoo

attack their keepers."
a.

c .

can

are

be well fed otherwise they can

b.
d.

coul d
mu st

Before they started the journey Joseph tried to work out how
long it take them to get to Ibadan with their old
car.

a .

c.

shall
woul d

b.
d.

can

i s

It seems we have lost our way.
other road.

a.

c.

must
will

We have followed the

b.
d.

can

shou1d

It is common knowledge that oil
This is because oil is heavier than water.

float on water.

a . w i 11 b
c. i s d

pi ay many tricksI so 1 a

from his uncle

shall
might

He said he learnt them

a. must b
c. can d

i s

may

Almost every one agrees that armed robbers
serious punishment.

be given

a .

c.

must
are

b.
d.

could
can
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39. I wonder what we have done if we had missed the last
bus to town.

a. shall b. can

b. are d. would

40. Now Sam has lost all his money. He have listened to
his mother's advice and kept the money at home.

a. can b. must
c. should d. will

41. The Class 3 pupils are worried because their teacher has told
them that they all be in trouble if they do not find
the missing wall chart.

a. are b. must
c. will d. had

42. John has lived in Cotonou before and he speak French
very well.

a. may b. can
c. must d. is

43. All pupils wear their uniform to school. Those who
come in any other dress will be sent back by the teachers.

a. can b. might
c. are d. must

44. Whenever we visited the old man who has just died he
entertain us with his Second World War stories.

a. could b. would
c. shall d. was

45. We are expecting the Governor at 12 noon. It is already time
and he be arriving anytime from now.

a. should b. shall
c. can d. is
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APPENDIX 3 : Elicitation Instrument Task III

INSTRUCTIONS

1. In the blank spaces put a/an , the, or 0 when you think no

article is needed.

2. Read each passage at least once before attempting to fill in
the blank spaces.

EXAMPLE

Atere is small village on way from Ife to
Ondo.

We then fill in the blank spaces as follows:

Atere is a small village on the way from Ife to 0 Ondo.

A. John was given bicycle by his father for his

birthday. next Saturday he decided to ride
bicycle to nearby village market. He drew up a

list of what he wanted to buy: salt,
sugar, pepper and and fruits.
On the way he rode past men, women and

children walking to market. When he
reached market, he parked his bicycle and went in.
When he reached the stall of woman selling

tomatoes he saw man trying to remove

woman's wallet. John shouted and man quickly
brought out knife. policeman came along
and got knife from him and John was taken along
to police station as a witness. When they got
to police station policeman went to lock
up thief while policewoman took over

case. policewoman gave John

pen which he used to write his statement. When he finished
writing he returned pen to policewoman and
he was taken in police van to market to
collect his bicycle. He could not wait to buy anything
as it was already getting dark and he had to ride back to

town.
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As human beings we have always been concerned with under¬

standing world in which we live. A very long time
ago men thought earth was flat although
we now know it is shaped like ball. When we look
into sky during the day we see sun and

clouds and at night we see moon

and stars. Although the Americans have success¬

fully landed first men on moon we still
have a lot more to know about these things.

During last mid term holidays we went on

excursion to Kano and journey was by
bus. We did not go by train because we

wanted to stop wherever we wished. This was

interesting journey and longest that most of us have
ever done. Our teacher who has car also joined us

in bus because of distance. Our driver

checked everything was alright before we left. He bought
extra petrol in jerry can and also had
gallon of water. On the way we saw many towns like
Ogbomoso, Ilorin and Jebba. We stopped to look at

River Niger. We also stopped at Mokwa where we

bought fresh milk and driver emptied

petrol in jerri can into fuel tank of
bus. We could not get petrol in

Mokwa and so we tried Kotongora where we had lunch.
It was harvest time and we saw many donkeys carrying heavy
loads of guinea corn.

Guinea corn is an important staple food here just as cassava

is to us in the south and it is also used for making
beer. We slept in Kaduna that night.

next morning we noticed sun was out very

early and by the afternoon it was very hot and air
did not seem to circulate. We arrived in Kano at about 3 pm.

We went to see zoo, museum and
Emir ' s palace where we were shown round by Emir ' s
officials. palace is very big indeed. Only

girls, however, were allowed to go to

women 1s quarters.
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APPENDIX 4 ; Facility yalue and Discrimination Index
of Pilot Test Task I Items

Item FV PI Item FV PI

1 60 .69 30 70 . 61

2 60 • 00 31 68 .69

3 75 .69 32 43 .77

4 63 . 61 33 45 -.30

5 60 .77 34 33 .77

6 45 .54 35 45 .61

7 48 . 46 36 35 .69

8 65 .54 37 45 .69

9 40 .54 38 65 .77

10 40 . 61 39 68 .77

11 63 . 69 40 78 . 54

12 78 . 53 41 40 .54

13 60 .77 42 65 . 69

14 58 . 77 43 53 . 61

15 53 . 61 44 55 .54

16 58 .77 45 38 .54

17 48 . 54 46 40 .46

18 43 . 54 47 60 . 61

19 53 .69 48 63 .54

20 55 . 54 49 75 . 69

21 70 . 69 50 48 .54

22 55 .53 51 55 . 54

23 50 . 61 52 45 .54

24 55 .69 53 63 . 61

25 60 . 54 54 48 .61

26 45 . 54

27 35 .46

28 50 . 54

29 68 .69
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Appendix 5 : Facility Value and Discrimination Index of
Pilot Test Task II Items.

Item FV DI Item FV DI

1 81 .25 24 50 .5

2 56 .5 25 19 .33

3 22 .33 26 25 .42

4 22 .33 27 83 . 33

5 42 . 75 28 50 .58

6 81 .42 29 19 .5

7 50 . 5 30 22 .42

8 19 .25 31 47 .58

9 17 . 25 32 78 .33

10 67 .67 33 61 .75

11 64 .83 34 58 .58

12 44 .5 35 50 . 67

13 72 .67 36 22 .42

14 17 .25 37 67 .58

15 58 . 5 38 67 .5

16 42 .5 39 56 .5

17 50 .42 40 53 .58

18 17 .42 41 36 .5

19 39 .5 42 75 .5

20 25 .42 43 64 .67

21 58 . 5 44 36 . 5

22 78 . 42 45 25 .42

23 22 . 33
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APPENDIX 6 : Subjects' Performance on Task I

GROUP A : TENSE & ASPECT

Time 1 Stst Stst Stst Stst Stst Stst Stst Stst Stst Total % Score
1 2 3 4 5 6 7 8 9

;ubj
l 5 4 6 5 6 4 6 6 3 45 85

2 2 3 2 4 1 1 2 1 0 16 30

3 3 6 5 6 1 2 3 2 2 30 57

4 5 5 5 5 4 4 4 3 3 38 72

5 3 6 4 5 4 5 5 4 4 40 75

6 2 3 5 2 4 1 4 2 6 29 55

7 2 3 5 5 4 4 1 4 0 28 53

8 2 5 2 5 3 3 1 2 5 28 53

9 0 3 5 .2 0 1 2 1 1 15 28

10 2 3 1 3 1 0 2 0 2 14 26

11 3 6 5 4 4 3 3 1 3 32 60

12 6 6 4 5 6 2 5 3 4 41 77

13 5 5 6 3 6 4 4 3 3 39 74

14 2 5 5 2 4 2 3 3 4 30 57

15 0 4 6 4 1 2 3 3 2 25 47

16 1 2 4 5 4 2 1 3 3 25 47

17 1 2 1 1 0 2 1 1 1 10 19

18 5 5 4 4 5 2 2 3 2 32 60

19 3 6 6 4 2 2 2 2 1 28 53

20 3 4 6 4 5 3 4 3 4 36 68
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Tine 2 Stst Stst Stst Stst Stst Stst Stst Stst Stst Total % Score
1 2 3 4 5 6 7 8 9

Subj
21 3 6 6 6 3 1 4 0 4 33 62

22 3 4 6 3 6 3 5 4 1 35 66

23 4 5 6 3 6 4 5 3 1 37 70

24 3 5 5 6 4 4 2 1 2 32 60

25 0 5 4 5 1 4 3 2 2 26 49

26 2 6 6 5 4 1 6 2 2 34 64

27 1 3 5 4 5 2 1 2 0 23 43

28 3 6 4 4 3 2 1 1 2 26 49

29 2 6 5 6 4 4 3 3 2 35 66

30 4 5 6 4 5 5 2 5 1 37 70

31 3 6 6 6 3 1 3 2 4 34 64

32 3 5 6 5 3 3 3 3 4 35 66

33 5 6 6 5 5 3 2 3 2 37 70

34 0 6 2 1 5 2 4 1 5 26 49

35 2 5 6 5 4 0 6 3 2 33 62

36 2 4 5 4 5 2 4 3 0 29 55

37 4 6 5 6 5 3 3 5 0 37 70

38 5 6 3 4 6 4 4 3 0 35 66

39 2 6 4 5 4 2 2 2 3 30 57

40 2 3 6 5 2 4 2 3 1 28 53
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Time 3 Stst Stst Stst Stst Stst Stst Stst Stst Stst Total % Score

Subj

1 2 3 4 5 6 7 8 9

41 6 5 6 5 6 3 5 5 2 43 81

42 3 4 4 4 6 2 4 3 1 31 58

43 5 6 4 5 5 3 1 2 1 32 60

44 4 6 5 5 2 2 4 2 2 32 60

45 2 3 1 5 2 3 0 5 3 24 45

46 2 6 4 6 2 2 2 2 2 28 53

47 5 5 5 6 2 4 0 5 0 32 60

48 2 0 5 3 1 1 3 0 1 16 30

49 6 5 6 5 5 3 2 5 2 39 74

50 2 5 6 6 5 4 2 2 .0 32 60

51 2 6 6 6 5 4 3 4 1 37 70

52 2 6 5 6 6 4 6 2 3 40 75

53 4 6 5 6 6 5 5 6 5 48 91

54 5 4 6 4 5 3 2 3 4 36 68

55 3 6 6 5 4 5 2 2 1 34 64

56 2 3 4 5 1 1 2 0 5 23 43

57 3 5 6 5 4 4 1 2 3 33 62

58 2 5 6 2 6 5 2 1 'l 30 57

59 3 6 6 3 5 4 3 5 1 36 68

60 2 6 6 6 6 3 0 4 4 37 70
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Time 4 Stst Stst Stst Stst Stst Stst Stst Stst Stst Total % Score

123456789

Subj

61 666564462 45 85

62 566552542 40 75

63 456623363 38 72

64 356434512 33 62

65 665465532 42 79

66 245542423 31 58

67 555653341 37 70

68 554664332 38 72

69 245464325 35 66

70 666665332 43 81

71 256523641 34 64

72 666664452 45 85

73 666552454 43 81

74 666665665 52 98

75 556564653 45 85

76 2 4 - 6 5 4 5 1 4 1 32 60

77 265552645 40 75

78 566664223 40 75

79 466664652 45 85

80 466665244 43 81
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GROUP B

Time 1 Stst Stst Stst Stst Stst Stst Stst Stst Stst Total % Score

123456789

Subj
81 254532023 26 49

82 101354063 23 43

83 566365241 38 72

84 423 310222 19 36

85 002341033 16 30

86 212203112 14 26

87 144313020 18 34

88 356632334 35 66

89 455424362 35 66

90 556645553 44 83

91 134431010 17 32

92 342231132 21 40

93 344404221 24 45

94 364322032 25 47

95 332233142 23 43

96 056455321 31 58

97 345401120 20 38

98 346563112 31 58

99 555554552 41 77

100 564654645 45 85
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Time 2 Stst Stst Stst Stst Stst Stst Stst Stst Stst Total % Score

123456789

Subj

101 2 5 5 5 1 3 1 3 0 25 47

102 5 6 6 5 5 4 3 4 4 42 79

103 1 2 4 4 2 1 4 3 4 25 47

104 1 4 4 3 3 4 2 1 3 25 47

105 053231402 20 38

106 2 5 6 5 2 3 1 4 2 30 57

107 1 4 6 6 3 5 3 3 2 33 62

108 4 6 4 4 4 2 1 4 4 33 62

109 4 5 4 6 5 3 2 2 2 33 62

110 4 5 6 6 5 3 6 3 3 41 77

111 2 4 6 4 4 4 3 4 2 33 62

112 3 6 6 5 5 3 5 2 1 36 68

113 3 5 5 5 3 2 2 3 1 29 55

114 4 5 4 4 3 1 3 1 4 29 55

115 3 4 4 2 4 1 4 0 3 25 47

116 3 1 3 3 3 2 2 3 4 24 45

117 4 5 5 5 5 4 2 4 0 34 64

118 3 2 4 4 4 4 3 3 4 31 58

119 3 3 4 4 4 3 1 4 3 29 55

120 2 4 6 4 4 3 2 4 2 31 58
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Time 3 Stst Stst Stst Stst Stst Stst Stst Stst Stst Total % Score

123456789

Subj

121 4 6 6 3 6 2 4 1 5 37 70

122 2 5 5 3 5 3 2 1 4 30 57

123 2 5 5 6 2 1 5 4 1 31 58

124 2 4 6 5 6 4 0 5 1 33 62

125 2 4 6 5 4 4 3 6 3 37 70

126 4 6 5 3 6 2 4 2 2 34 64

127 2 3 5 5 5 5 1 4 3 33 62

128 2 3 6 6 4 5 3 5 2 36 68

129 3 4 6 6 2 2 5 3 4 35 66

130 5 5 5 6 5 3 1 2 1 33 62

131 4 6 6 6 4 3 1 4 2 36 68

132 5 6 6 5 5 4 6 5 2 44 83

133 1 3 4 6 6 2 1 3 2 28 53

134 2 5 4 5 1 2 2 4 1 26 49

135 3 6 3 4 0 2 2 1 1 22 42

136 3 6 6 6 1 2 3 2 1 30 57

137 4 6 6 6 3 1 2 5 1 34 64

138 3 6 4 5 3 5 0 1 1 28 53

139 4 5 6 5 3 4 1 5 2 35 66

140 5 5 6 5 6 5 3 6 1 42 79



Time

Subj
141

142

143

144

145

146

147

148

149

150

151

152

153

154

155

156

157

158

159

160

316.

Stst Stst Stst Stst Stst Stst Stst Stst Stst Total

123456789

2 5 6 6 4 3 4 3 1 34

3 6 5 6 5 3 3 5 4 40

6 4 5 6 2 3 3 4 4 37

5 5 5 6 6 5 5 4 2 43

3 6 6 4 2 3 2 5 3 34

6 6 6 5 6 5 3 4 2 43

6 5 6 6 3 4 5 4 3 42

6 5 4 5 6 3 5 4 4 42

2 4 5 5 3 5 4 2 2 32

4 5 6 6 6 5 5 6 5 48

4 6 6 6 5 2 1 3 1 34

4 5 6 5 6 5 2 4 1 38

4 5 6 5 3. 1 4 3 1 32

3 6 6 6 3 2 3 6 2 37

2 3 5 6 2 4 5 2 4 33

4 5 5 4 3 4 6 6 3 40

6 4 6 6 6 5 5 6 3 47

6 6 6 6 6 5 6 5 4 50

4 5 6 5 4 3 4 2 4 37

6 5 6 5 6 5 6 5 4 48

Subtest 1 - Simple Present
2 - Simple Past
3 - Future Time Expression
4 - Present Progressive
5 - Past Progressive
6 - Present Perfect
7 - Past Perfect
8 - Present Perfect Progressive
9 - Past Perfect Progressive



APPENDIX7:Subjects'PerformanceonTaskII
GROUPA

Time1 Subj

Stst 1

Stst 2

Stst 3

Stst 4

Stst 5

Stst 6

Stst 7

Stst 8

Stst 9

Stst 10

Stst 11

Stst 12

Stst 13

Stst 14

Stst 15

Total

1

2

2

3

3

3

2

2

2

3

3

3

1

3

0

3

35

2

2

2

1

2

1

1

2

2

1

1

2

1

1

1

2

22

3

3

2

3

2

1

2

2

0

1

1

3

3

3

2

1

29

4

2

1

3

3

2

1

2

0

3

2

3

1

3

2

2

30

5

3

0

3

1

2

0

2

1

3

3

3

1

1

3

3

29

6

3

2

2

0

2

2

2

1

2

3

2

1

3

1

3

29

7

3

2

2

1

1

2

1

1

2

2

3

1

2

1

2

26

8

1

0

3

1

1

1

1

1

3

3

3

0

2

1

1

22

9

3

1

2

1

0

0

0

0

2

2

1

3

0

1

0

16

10

1

2

0

0

0

1

1

2

1

0

1

1

1

2

0

13

11

3

3

3

2

0

1

1

1

2

1

3

1

1

2

2

26

12

3

3

3

2

2

3

3

2

2

3

1

2

2

1

2

34

13

2

1

3

2

2

2

2

2

3

2

3

1

3

1

2

31

14

1

1

3

2

2

2

0

0

1

0

3

3

3

1

2

24

15

3

2

2

1

0

1

1

0

3

2

2

0

2

1

1

21

16

3

2

3

0

2

0

2

0

2

3

3

1

2

1

3

27

17

2

2

1

1

0

0

0

1

0

2

0

1

0

2

2

14

18

3

3

3

1

2

0

2

0

3

2

2

1

1

1

1

25

19

2

2

3

1

3

0

1

1

3

3

3

3

3

3

3

34

20

2

1

3

2

2

2

2

2

3

3

3

1

3

0

3

32



Time2

StstStstStstStstStstStstStstStstStstStstStstStstStstStstStst
Total

1

2

3

4

5

6

7

8

9

10

11

12

13

14

15

Subj 21

3

3

3

0

1

3

1

1

2

2

2

2

1

3

2

29

22

3

2

3

2

2

1

1

1

3

3

3

1

3

2

2

32

23

3

2

3

2

2

3

3

0

3

3

3

1

2

2

2

34

24

3

2

3

2

2

2

1

0

2

1

2

0

3

2

3

28

25

1

3

2

0

0

1

0

1

3

1

3

3

2

3

3

26

26

3

2

3

0

3

3

2

1

2

3

3

2

2

2

2

33

27

3

1

3

2

2

0

2

0

1

2

2

1

2

1

2

24

28

3

3

3

0

1

0

1

0

3

2

3

3

3

2

1

28

29

2

2

3

3

1

2

1

1

3

3

3

2

3

2

2

33

30

3

3

1

1

1

3

0

0

3

2

1

1

1

2

1

23

31

2

2

3

2

0

2

1

0

3

1

3

1

2

3

2

27

32

2

1

3

3

1

1

0

1

1

1

2

3

2

2

3

26

33

2

3

3

1

2

2

0

0

2

3

3

3

2

1

0

27

34

3

1

3

1

1

0

0

0

2

2

3

0

3

2

3

24

35

2

1

3

2

1

3

3

0

1

2

3

3

3

2

2

31

36

2

1

2

1

2

3

2

0

2

3

3

3

1

2

1

28

37

2

3

3

2

2

3

0

0

2

3

3

1

2

2

2

30

38

3

3

3

1

2

1

1

1

2

3

1

0

2

3

0

26

39

1

2

3

1

0

0

1

0

2

2

3

2

3

0

0

20

40

3

1

3

2

3

1

0

0

2

0

2

0

3

3

3

26



Tine3StstStatStatStatStatStstStstStstStstStstStatStatStatStatStatTotal iubj

1

2

3

4

5

6

7

8

9

10

11

12

~T3l4~
15

41

3

1

3

1

3

3

3

2

2

3

3

1

3

1

1

33

42

3

3

2

2

1

2

2

2

3

1

2

3

2

2

0

30

43

3

0

3

1

1

1

0

0

2

3

3

1

2

1

1

22

44

3

2

3

2

1

2

2

1

2

3

3

2

3

2

2

33

45

0

3

3

2

2

0

1

2

2

2

2

1

1

2

2

25

46

3

3

2

2

1

3

0

0

3

3

2

0

3

1

2

28

47

2

3

3

2

1

2

2

1

2

3

3

1

2

3

2

32

48

3

1

2

0

1

1

1

0

3

2

2

3

2

0

2

23

49

3

3

3

0

0

0

2

3

2

3

3

2

2

0

1

27

50

3

2

3

1

1

0

2

0

3

3

3

2

3

3

1

30

51

3

3

3

2

1

3

3

0

2

3

3

3

3

2

1

35

52

3

2

3

2

3

0

1

1

3

2

3

3

2

1

2

31

53

3

3

3

3

1

2

2

1

3

3

3

3

3

2

2

37

54

2

2

3

2

0

2

2

0

2

2

3

3

3

1

3

30

55

3

3

3

2

2

3

2

2

2

2

3

2

3

2

2

36

56

3

3

3

1

1

0

2

0

2

1

3

1

3

0

0

23

57

3

3

3

2

1

1

.1

1

2

2

3

o

3

2

3

32

58

3

3

3

2

1

0

1

0

2

1

3

2

1

1

2

25

59

3

3

3

3

2

0

2

1

3

3

3

].

3

3

3

36

60

3

3

3

2

2

3

2

0

3

3

3

2

2

1

2

34



Tinse4

StstStatStatStatStatStatStatStatStatStatStatStatStatStatStat
Total

Subj

1

2

3

4

5

6

7

8

910IT
12

131415~

61

3

3

3

2

2

3

2

1

2

3

3

3

3

2

3

38

62

3

3

3

1

3

3

1

0

2

3

3

2

3

2

1

33

63

3

1

3

1

3

3

2

0

3

2

3

2

2

2

2

32

64

3

2

3

2

1

1

2

0

2

3

2

3

3

2

3

32

65

2

2

3

3

3

3

2

2

3

3

3

2

3

3

2

39

66

3

2

2

2

0

2

2

1

1

3

1

2

2

2

2

27

67

3

1

3

2

1

2

2

0

3

2

3

1

3

3

2

31

68

3

3

3

1

3

1

2

1

2

3

3

2

3

3

2

35

69

3

1

3

2

3

2

1

2

3

3

3

1

3

2

1

33

70

3

1

3

3

1

2

1

0

2

3

3

2

3

3

2

32

71

1

0

3

2

1

2

0

2

2

3

2

3

3

1

3

28

72

3

2

3

2

3

2

3

0

3

3

3

3

3

2

2

37

73

3

3

3

2

3

3

1

1

2

3

3

1

2

2

3

35

74

3

3

3

3

3

1

1

2

2

2

3

3

3

3

1

36

75

1

2

2

3

3

2

2

1

2

3

3

3

3

2

2

34

76

3

2

3

1

1

0

2

0

2

2

3

2

2

1

1

25

77

2

3

2

1

2

0

0

1

1

3

3

3

3

1

3

28

78

3

3

2

3

3

3

2

1

1

2

3

3

2

2

2

35

79

2

3

3

2

1

0

2

1

3

3

3

3

2

3

1

32

80

3

3

3

2

2

3

2

1

3

2

3

2

3

2

3

37



GROUPB

Time1

Stst

Stst

Stst

Stst

Stst

Stst

Stst

Stst

Stst

Stst

Stst

Stst

Stst

Stst

Stst

Total

Subj

1

2

3

4

5

6

7

8

9

10

11

12

13

14

15

81

3

2

2

2

0

1

0

0

3

2

2

2

2

0

1

22

82

3

2

2

0

0

0

1

0

0

2

3

1

2

1

1

18

83

3

2

2

2

2

3

1

3

2

2

2

1

3

3

3

34

84

2

3

1

1

0

0

1

0

0

3

0

2

2

1

0

16

85

1

3

2

0

0

0

1

1

0

2

0

1

0

0

1

12

86

0

2

0

0

1

0

0

0

1

2

0

1

0

2

0

9

87

1

1

2

2

1

0

2

0

0

2

2

2

2

1

1

19

88

3

1

3

1

3

2

2

2

2

2

3

1

3

2

3

33

89

3

2

3

1

1

2

1

1

3

3

3

1

2

2

1

29

90

3

1

2

0

1

2

1

1

1

2

3

2

1

2

2

24

91

1

2

0

1

1

0

1

1

1

1

1

1

2

2

0

15

92

0

2

0

0

0

0

2

1

1

1

1

0

0

0

0

8

93

3

2

3

0

0

0

1

1

1

0

3

2

2

1

1

20

94

3

2

3

1

2

0

0

1

2

2

1

1

0

3

1

22

95

2

3

2

0

1

0

0

0

0

1

0

2

1

1

0

13

96

3

2

2

0

0

0

2

1

2

1

3

3

1

2

1

23

97

1

1

2

0

0

0

0

1

0

2

2

3

2

2

1

17

98

3

1

1

1

1

0

2

1

1

0

2

3

1

1

0

18

99

2

3

2

3

3

3

3

2

3

3

2

3

2

3

1

38

100

3

3

3

2

3

2

1

0

3

2

3

2

3

3

2

35



Time2 Subj 101

Stst 1 3

Stst 2 1

Stst 3 3

Stst 4 1

Stst 5 0

Stst 6 2

Stst 7 1

Stst 8 0

Stst 9 1

Stst 10

2

Stst 11
2

Stst 12
2

Stst 13
0

Stst 14

0

Stst 15
1

Total 19

102

2

2

2

1

0

0

1

0

1

3

3

3

3

2

0

23

103

3

1

3

1

0

2

0

1

2.

1

1

1

0

3

2

21

104

3

1

3

1

0

0

0

1

1

3

3

0

2

3

1

22

105

2

1

2

2

1

0

0

0

1

1

1

0

3

1

2

17

106

2

2

2

0

0

0

0

0

2

2

3

1

3

3

1

21

107

3

2

3

3

1

0

0

0

2

1

3

2

2

2

2

26

108

1

1

1

1

0

1

0

0

1

1

1

2

1

1

1

13

109

3

3

3

1

2

2

3

2

2

3

3

3

2

2

2

36

110

2

3

3

2

2

3

2

1

3

3

3

2

3

2

3

37

111

2

3

2

3

1

1

3

1

2

1

2

1

1

2

0

25

112

3

1

3

1

1

0

1

1

3

1

0

1

2

1

2

21

113

3

1

3

2

0

0

2

1

1

1

2

0

2

1

3

22

114

3

2

3

0

0

0

1

1

1

2

2

0

0

1

0

16

115

1

3

3

0

1

0

1

2

3

1

1

1

1

2

3

23

116

3

2

2

1

0

1

2

0

1

1

2

1

2

1

2

21

117

3

3

3

0

1

1

1

2

1

2

3

0

2

2

2

26

118

3

2

3

1

0

0

0

0

0

2

3

1

1

1

1

18

119

3

1

2

1

0

1

3

0

2

2

1

1

1

1

1

20

120

3

2

3

0

2

0

2

1

1

1

3

1

2

2

3

26

OJ

to

K)



Time3

StstStstStstStstStstStstStstStstStstStstfitstfit-si-fit-st-fit-s+-
Total

Subj

1

2

3

4

5

6

7

8

9

10

11

12

13

14

15

121

2

2

3

1

0

2

1

2

2

3

3

2

2

2

1

28

122

3

2

3

0

0

1

1

1

3

3

1

3

3

2

2

28

123

3

2

3

1

1

0

1

2

3

3

3

3

2

3

2

32

124

3

3

3

1

1

0

2

1

3

3

3

1

2

3

2

31

125

2

2

2

0

1

0

1

2

3

2

3

3

0

2

2

25

126

3

1

2

3

1

3

1

1

3

2

3

1

3

1

2

30

127

3

3

3

1

2

2

2

1

1

3

1

2

2

2

2

30

128

3

2

1

2

2

1

2

1

1

3

3

1

3

1

2

28

129

3

2

2

1

1

0

0

1

2

2

3

2

3

2

1

25

130

3

2

3

3

2

3

2

1

1

3

3

2

2

3

1

34

131

2

2

3

3

1

1

1

0

2

2

3

1

3

2

2

28

132

3

2

3

2

1

1

3

0

3

3

3

3

1

3

3

34

133

2

1

3

1

0

1

0

1

1

3

3

2

3

1

1

23

134

2

2

2

0

2

0

1

1

3

1

2

1

1

2

0

20

135

-

-

-

-

-

-

-

-

-

-

-

-

-

-

-

Abs

136

2

1

2

0

3

0

1

1

2

3

2

1

1

1

1

21

137

2

2

3

1

0

1

1

1

2

2

3

2

2

2

1

25

138

2

3

3

0

0

1

1

1

1

1

2

0

1

2

2

20

139

3

2

3

0

0

1

3

2

3

3

3

1

3

1

0

28

140

2

3

3

1

2

2

2

2

2

3

3

2

2

2

1

32

u>
K>

U)



Time4

Stst

Stst

Stst

Stst

Stst

Stst

Stst

Stst

Stst

Stst

Stst

Stst

Stst

Stst

Stst

Total

Subj

1

2

3

4

5

6

7

8

9

10

11

12

13

14

15

141

3

1

2

1

1

0

2

0

3

3

3

2

0

1

1

23

142

3

3

3

2

1

0

1

1

1

3

1

3

2

2

3

29

143

3

2

2

2

1

0

2

3

2

2

3

3

3

2

1

31

144

3

2

3

2

2

2

2

2

3

2

3

3

3

2

1

35

145

3

3

3

3

1

1

2

2

2

2

2

2

2

2

2

32

146

2

2

3

2

3

3

2

1

1

3

3

2

3

3

3

36

147

3

2

2

1

1

1

0

0

1

3

2

1

2

2

1

22

148

3

2

2

2

3

3

0

1

2

2

2

1

3

2

2

30

149

3

2

2

1

0

1

2

1

3

3

2

3

3

2

1

29

150

3

3

3

2

0

3

2

1

3

3

2

3

3

3

2

36

151

3

3

3

1

0

0

3

0

2

3

3

3

3

2

3

32

152

3

1

3

1

3

1

1

1

2

2

2

3

3

1

3

30

153

2

2

3

0

1

2

1

1

2

3

3

1

2

3

0

26

154

2

2

3

2

0

0

3

0

3

2

3

3

3

1

2

29

155

3

2

3

1

0

2

3

1

2

1

3

1

3

2

2

29

156

3

3

3

1

1

0

2

1

3

2

2

1

2

1

0

25

157

3

3

3

2

1

2

1

2

2

3

3

3

0

3

2

33

158

3

2

3

2

2

3

3

2

3

3

2

2

3

2

2

37

159

3

3

3

0

0

0

0

0

3

2

3

3

3

1

2

26

160

3

2

3

1

3

3

2

1

2

2

3

3

2

3

3

36

Subtest1can^ 4could-^ 7may^
10must^ 13would

Subtest2car^ 5could2 8may2
11must2 14shall

Subtest3can^ 6could3 9might
12v/ill 15should



325.

APPENDIX 8 : Subjects' Performance on Task III

GROUP A

Time 1 1 2 3a 3b 3c _4 5a 5b 5c 5d Score % Score

Subj
1 15 9 10 4 5 10 5 5 3 4 70 87.5

2 12 9 5 5 5 8 0 3 1 0 48 60

3 10 10 7 5 4 11 5 4 2 4 62 77.5

4 15 10 8 5 5 10 4 5 4 4 70 87.5

5 10 6 4- 0 3 14 2 3 5 4 51 63.8

6 12 8 9 3 3 9 4 6 4 4 62 77.5

7 15 7 8 5 5 13 5 1 1 4 64 80

8 13 7 10 3 2 11 5 5 3 4 63 78.8

9 8 8 8 4 4 11 0 0 1 0 44 55

10 9 4 6 3 1 7 1 0 0 3 34 42.5

11 15 8 9 4 4 11 4 5 2 3 65 81.3

12 12 10 8 4 5 13 1 1 1 4 59 73.8

13 14 7 7 4 3 13 4 5 4 4 65 81.3

14 12 9 8 4 5 13 1 0 2 3 57 71.3

15 13 9 6 2 5 13 4 6 2 4 64 80

16 11 10 10 5 4 8 1 1 1 2 53 66.3

17 2 2 2 2 1 6 1 1 1 1 19 23.8

18 14 10 9 5 5 10 5 6 1 3 68 85

19 14 9 10 3 4 13 5 4 2 4 68 85

20 11 7 8 4 4 10 4 4 5 4 61 76.3
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Time 2 1 2 3a 3b 3c _4 5a 5b 5c 5d Scare % Score
Subj
21 15 10 10 5 4 13 1 0 1 3 62 77.5

22 14 8 8 5 5 11 2 1 0 4 58 72.5

23 13 10 10 5 5 14 2 0 0 3 62 77.5

24 13 10 9 4 4 12 1 3 1 3 60 75

25 11 9 3 4 4 13 3 5 3 4 59 73.8

26 9 8 10 5 3 12 2 4 2 4 59 73.8

27 14 8 7547 2534 59 73.8

28 15 8 8 5 5 13 2 4 2 4 66 82.5

29 11 10 9 5 5 13 5 0 0 4 62 77.5

30 14 9 9 5 5 12 0 1 0 0 55 68.75

31 14 9 10 5 3 14 5 3 2 4 69 86.3

32 11 8 8547 1433 54 67.5

33 14 9 10 5 5 9 5 5 2 4 68 85

! 34 14 9 9 4 3 12 0 0 0 0 51 63.8

I 35 15 9 9 5 4 11 3 3 0 4 63 78.8
i

I 36 12 10 10 5 5 12 0 0 0 1 55 68.8

i 37 10 9 9 4 4 13 5 4 0 4 62 77.5

38 13 9 8 1 5 10 5 5 3 2 61 76.3

39 13 9 10 5 4 12 1 5 2 4 65 81.3

40 14 8 7 4 4 11 5 1 3 4 61 76.3



327

Tlma 3 1 2 3a 3b 3c 4 5a 5b 5c 5d Score % Score

Subj
41 15 8 10 5 4 12 4 4 4 4 70 87.5

42 14 8 8 4 5 12 5 4 3 4 67 83.8

43 14 10 10 4 4 12 5 6 3 4 72 90

44 14 7 10 5 5 10 4 3 3 4 65 81.3

45 11 10 7 5 1 10 0 0 0 0 44 55

46 12 8 42385654 57 71.3

47 14 9 9 4 4 13 5 3 3 4 68 85

48 10 7 55495231 51 63 .8

49 13 9 10 5 5 11 5 6 3 4 71 88.8

50 11 7 10 5 5 12 5 6 1 4 66 82.5

51 15 9 9 3 4 14 1 2 1 4 62 77.5

52 12 5 6 5 4 10 5 6 5 3 61 76.3

53 14 9 7 5 5 14 5 5 5 4 73 91.3

54 14 8 7 5 4 14 1 4 0 4 61 76.3

55 13 6 10 5 3 13 5 6 4 3 68 85

56 14 6 9 4 3 8 5 5 3 3 60 75

57 15 10 9 5 5 12 2 3 2 4 67 83.8

58 14 7 8 5 4 12 4 4 4 4 66 82.5

59 15 9 10 5 5 13 5 6 3 4 75 93.8

60 15 10 10 5 5 14 5 5 3 3 75 93.8



328.

Tin* 4 1 2 3* 3b 3c 4 5a 5b 5c 5d Scare % Score

Subj
61 14 9 8 4 5 13 1 4 5 4 67 83.8

62 12 9 10 5 5 15 5 3 0 4 68 85

63 11 9 7 5 5 14 5 6 4 4 70 87.5

64 14 10 8 5 4 12 5 6 3 4 71 88.8

65 15 10 9 5 5 15 5 6 5 4 79 98.8

66 15 9 8 3 3 6 4 2 3 3 56 70

67 15 10 9 5 4 12 4 4 2 4 69 86.3

68 15 8 9 5 4 15 5 6 1 4 72 90

69 14 10 10 5 4 15 3 2 0 4 67 83.3

70 14 10 7 5 5 14 4 5 2 4 70 87.5

71 15 9 8 3 4 12 5 6 3 4 69 86.3

72 14 7 10 3 5 13 4 6 4 4 70 87.5

73 13 9 9 5 5 14 5 1 0 4 65 81.3

74 13 9 10 5 5 15 5 6 5 4 77 96.3

75 13 9 10 5 4 15 5 6 4 4 75 93.8

76 13 10 5 5 4 13 4 6 2 4 66 82.5

77 12 9 8 4 2 12 5 4 3 4 63 78.8

78 14 9 9 4 3 14 5 6 4 4 72 90

79 15 9 10 5 4 15 5 6 5 4 78 97.5

80 14 10 10 5 5 15 5 6 3 4 77 96.3
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GROUP B

Time 1 1 2 3a 3b 3c 4 5a_ 5b 5c 5d Score % Score

Subj
81 12 7 7 3 4 13 5 4 0 3 58 72.5

82 11 7 8 5 2 12 5 3 2 4 59 73.8

83 14 9 10 2 4 13 5 6 2 4 69 86.8

84 13 9 5 5 4 7 3 1 0 3 50 62.5

85 10 8 4 5 4 13 3 0 1 1 49 61. 3

86 14 9 8 3 3 7 2 0 1 2 49 61.3

87 9 9 5 3 1 9 0 0 0 2 38 47.5

88 15 9 10 5 3 14 5 6 3 4 74 92.5

89 15 8 10 3 5 15 2 5 4 4 71 88 .8

90 14 10 9 5 5 10 5 6 1 3 68 85

91 15 10 10 5 5 9 0 0 0 0 54 67.5

92 9 10 8 4 4 8 1 1 0 2 47 58. 8

93 10 8 9 5 4 14 4 5 2 3 64 80

94 13 7 9 4 5 10 4 5 1 4 62 77.5

95 13 8 10 5 4 6 1 1 1 3 52 65

96 14 10 8 5 3 12 1 0 1 0 58 72.5

97 13 8 10 0 5 8 3 1 1 2 51 63.8

98 6 7 7 2 4 7 0 3 0 2 38 47.5

99 10 4 8 2 4 10 2 1 2 2 45 56.3

100

i

14 9 8 4 5 10 1 2 1 3 57 71.3
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Time 2 1 _2 3a 3b 3c 4_ 5a 5b_ 5c Jjd Score % Scan

Sub j
101 13 8 7 5 5 11 1 0 1 4 55 68.8

102 14 8 4 2 3 13 5 5 3 4 61 76.3

103 13 7 3 2 3 11 2 4 4 4 53 66.3

104 13 8 5 2 2 7 5 6 5 4 57 71.3

105 11 9 7 5 2 13 0 0 0 3 50 62.5

106 13 8 8 5 3 8 5 2 0 3 55 68. 8

107 14 7 7 5 5 10 0 0 0 0 48 60

108 15 9 9 4 4 9 4 2 2 2 60 75

109 14 10 10 4 5 14 4 6 O 3 70 87.5

110 15 9 10 5 5 10 5 6 2 4 71 88. 8

111 14 9 9 5 4 11 5 6 3 4 70 87. 5

112 15 10 10 4 3 15 5 2 1 4 69 86.3

113 11 10 9 4 5 11 0 0 1 2 53 66.3

114 13 8 7 5 5 10 0 1 0 1 50 62.5

115 15 9 9 3 3 11 5 6 4 4 69 86.3

116 9 8 6 2 5 10 4 2 3 3 52 65

117 12 7. 9 3 1 12 5 5 5 4 63 78.8

118 13 9 10 4 3 5 3 2 0 3 52 65

119 13 10 10 4 5 13 4 5 0 3 67 83.3

.120 11 4 5 2 4 15 2 3 2 4 52 65
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Time 3 1 2 J3a 3b 3c 4 5a 5b 5c 5d Soars % Score

Sub j
121 13 10 10 4 3 11 4 5 2 4 66 82.5

122 q 7 4 3 3 12 1 3 0 3 45 56.3

123 14 10 8 3 5 6 5 4 1 4 60 75

124 13 6 5 4 4 13 o 1 2 A 5 2 65

125 15 10 q 5 5 13 5 3 2 A 71 88.8

126 15 7 10 4 5 13 3 4 3 4 68 85

127 15 10 q 4 4 10 2 4 3 A 65 81.3

128 10 7 7 3 3 12 4 1 1 A 52 65

129 15 10 10 5 5 12 5 5 2 4 73 91. 3

130 12 8 9 4 4 12 0 0 O 2 51 63.8

131 13 9 5 3 5 13 3 3 1 2 57 71.3

132 15 10 9 5 5 14 4 6 4 A 76 95

133 14 10 10 3 3 12 5 4 2 4 67 83.8

134 9 8 9 3 3 10 0 2 1 2 47 58.8

135 13 8 9 4 5 11 4 5 0 4 63 78.8

136 13 in 10 5 5 13 1 2 1 4 64 80

137 14 9 10 5 4 13 5 6 0 4 70 87.5

138 11 6 7 2 4 10 4 3 2 4 53 66.3

13? 13 10 10 4 5 13 5 5 4 4 73 91.3

140 15 9 10 5 5 13 5 6 3 4 75 93.8



332 .

TliM 4 1 _2 3a. 3b 3c 4 5a 5b 5c 5d Score % Scca

Subj
141 15 10 8 5 3 14 5 2 2 3 67 83.8

142 15 10 10 5 5 Q 5 5 4 4 72 90

143 14 8 o 5 5 13 2 4 0 4 64 80

144 15 8 Q 5 5 14 5 6 2 4 73 91.3

145 15 10 5 5 3 11 5 4 3 4 65 81.3

146 14 6 6 2 4 12 4 5 5 4 62. 77.5

147 15 10 10 4 4 15 5 3 4 4 74 92.5

148 15 8 8 5 5 13 5 5 1 3 68 85

149 13 9 10 5 3 11 5 6 4 4 70 87.5

150 13 10 8 4 5 14 5 5 3 4 71 88.8

151 13 9 8 5 5 14 5 6 3 4 72 90

152 14 10 9 5 4 13 5 6 2 4 72 90

153 13 7 5 2 1 13 4 3 2 4 54 67.5

154 14 9 Q 5 5 12 5 6 2 4 71 88.8

155 15 10 8 2 5 10 5 5 4 4 68 85

156 14 10 7 5 4 13 5 6 2 4 70 87.5

157 15 10 q 5 4 • 12 5 6 4 4 74 92.5

158 14 10 10 5 5 12 5 2 1 4 68 85

159 15 Q 8 3 3 12 5 6 5 4 70 87.5

160 15 10 9 5 4 14 5 6 4 4 76 95

Subtest 1 Anaphoric the
2 Cataphoric the

3a, b, c. Indexical the
4 Indefinite article

5a, b, c, d. Zero article



1

2

3

4

5

6

7

8

9

10

11

12

13

14

15

333.

Performance (%) on Task II Subtests by
Time Levels

GROUP A

Time 1 Time 2 Time 3 Time 4

can^ 78.3 81. 6 91.6 88 . 3

can2 56.6 68.3 81.6 71.6

can3 81.6 93.3 95 93.3

could^ 46.6 46.6 56.6 6 6.6

could2 46.6 48.3 43.3 70

could^ 38.3 56.6 46.6 63 .3

may^ 48.3 33.3 55 53.3

may2 31. 6 11.6 28 .3 28.3

might 71. 6 73.3 80 73.3

rnust-^ 68.3 70 80 90

must2 78.3 85 93.3 93 . 3

will 45 53.3 63 .3 76.6

would 65 75 81.6 90

shall 45 68 .3 50 71.6

should 63.3 60 56.6 68.3
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APPENDIX 9 Performance (%) on Task II Subtests by
Time Levels

GROUP B

Time 1 Time 2 Time 3 Time

Subtest 1 can^ 71.6 85 84.2 95

2 can2 66.6 61.7 68.4 75

3 can3 61. 6 86.7 87.7 91.7

4 could-^ 28.3 36.7 36.8 48.3

5 could2 33 .3 20 35 40

6 could^ 25 23.3 35 45

7 may^ 36.6 38.3 45.6 56.7

8 may2 28.3 23.3 38 . 6 35

9 might 43.3 51.7 71.9 75

10 must^ 58.3 56.7 84 .2 81.7

11 must2 60 70 87.7 83.3

12 will 56 .6 38.3 57. 9 76.7

13 would 51. 6 55 68.4 80

14 shall 55 55 64 . 9 66.7

15 should 31. 6 53.3 49.1 60
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APPENDIX 10a GROUP A. GUTTT-ffiN SCALE ON ACQUISITION OF
TENSE AND ASPECT SUBTESTS7~

>"1L= I tNbt '.CREATION DATfc ■ 26/07/83>
SUBFILE 103A IC2E IC2C ICBD

♦ * > * ♦ * ♦ ♦ ♦ cuttman scale ( T N S C A L ) U S X N £
SUBTTT1 SIMPL 3RE3 DIVISION POINT ■ 3. 00
SUBTE'2 SIMRL PST DIVISION POINT m 3. 00
SUBTEI3 FUTURE TIME DIVISION POINT ■ 3. 00
SUB7374 PRES FRC5 DIVISION POINT m 5. 00
SUET?T3 PST PROG DIVISION POINT at 3 00
SUBTS16 PRES PERF DIVISION POINT m 4. 00
SUBT3T7 PST PERF DIVISION POINT M 3. 00
SUB^rTB PRES 3ERF PROC DIVISION POINT m 3. 00
SUETil 9 PST PERF PRCC DIVISION POINT m 3. 00
♦ ♦ •• ♦♦♦♦♦♦♦♦ RESP ■ 1 FOR VALUES EQUAL TU DIVISION POINT AND ABOVE

ITEM. SUBTST9 SU3TST8 SUBTST7 SU3TST1 SU3TST6 3U2TST3 SUBTST4 3UBTST2 SUBTST3

RESF 0
-oo__

1 I 0 1 I 0 1 I 0 1 I 0 1 I 0
_/~JO

1 I 0 1 I 0 1 I
. T .

0
.cfla.

1 I
_____ r

total

T~ I
CKtr—■""" I—ERR"~"

I I
ERR——» —I—ERR—

r

■ I'
I
-ERR——— I'

I
"LHK

I I

" 1

I
"CnlT— — 1

I
N « r 0 11 0 11 0 ii 0 11 0 11 0 11 0 11 0 11 0 II 1
S i •ERR I I i I I T I I I
c I I i I I I I I I
A 5 i 1 11 0 21 0 21 1 11 0 21 0 21 0 21 0 21 0 21 2
L I * ERR I I I I L I I I

r £ I I I I I I I
t • 3 01 0 31 2 31 1 41 1 41 0 31 0 31 1 41 0 51 3

: I I- -ERR I I I r I I I
I I I I r T I I I

a 1 8 11 6 31 3 41 2 71 4 31 1 31 1 81 0 91 0 91 9
; I I I' -ERR I I r I r I

I I r I I I I I I
« 13 01 10 31 11 21 7 61 4 91 I 121 4 91 0 131 111 13

I I I I V -ERR! I I I I
I r I I I I I I I I

4 i 14 11 14 11 10 31 13 21 6 91 10 31 4 111 1 141 3 1ZI 13
r I I r I I« —ERR I I I I
] I I r I I I I I I

3 : 12 21 14 01 13 ii 12 21 10 41 10 41 4 101 3 91 4 101 14
i I I i T I r- -ERR I I I
: I I i I I i I • I I

r r 10 21 11 11 12 01 12 01 12 01 9 31 7 31 7 31 4 81 12
! T I r I I I I- -ERR I I
: I r r I I I I I I

: X 6 01 6 01 o 01 6 01 6 01 3 11 3 11 3 II 3 31 6
T I i I I I I I I- -ERR I

I i r I I I I I I
0 I 3 01 *5 01 3 01 3 01 3 01 3 01 3 01 3 01 2 01 3

SUMS 72 8 6^
—"—I—

16 62

• — — i •

18 37

——— 1 ■

23 46 34 39 41 28 32 22 38 19 61 30
PCTS 90 10 80 20 78 23 71 29 39 43 49 31 33 63 28 73 24 76
ERRORS 0 7 0 13 2 12 4 10 9 13 12 8 13 6 14 1 16 0 140

30 CASES WERE PROCESSED
0 COR 0. 0 PCT) WERE MISSING

STATISTICS.

COEFFICIENT OF REPRODUC131» ITY - 0. 8036
minimum marginal reproducibility ■ o. 7123
PERCENT IMPROVEMENT - 0. 0921
COEFFICIENT OF SCALARILITY - 0.2237
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APPENDIX 10b GROUP B. GUTTMAN SCALE ON ACQUISITICN OF
TENSE AND ASPECT SUBTESTS.

UTTRAW SCALE ANALYSIS 28/07/33

FILc TENSE (CREATION DATE » 23/07/83)
SUBFIt E YQRA VURB YQRC YORD

SUB73 \ 1 SIMRL PRES DIVISION POINT - 3. 00
SUBTST2 SIMPL PST DIVISION POINT « 3. 00
SUBTS1 0 FUTURE TIPIE DIVISION POINT - 3. 00
SU2T3T4 PRES PRCC DIVISION POINT » 3. 00
SUBTS15 PST PROC DIVISION POINT « 3. 00
SUSTSI o PRES PERF DIVISION POINT - 4. 00
5UBTST7 PST PERF DIVISION POINT « 3. 00
5UBTS18 PRES PERF PROG orvisroN point - 3. 00
SUBTST9 PST PERF PRCS DIVISION POINT - 3. 00
♦ * ♦ ♦ *»»*«* RESR » 1 FOR VALUES EQUAL TO DIVISION POINT AND ABOVE ♦ «

ITEH. SUETST9 SUSTST1 S'JHTSTT SU3TST8 SU3TST3 SU2TST6 SUBTST4 SUBTST2 SUBTST3

0 1
I —€KR

suns
PCT®
ERRORc

77

96
0

-ERR

11

20

10

11

30 CASES WERE PROCESSED
O (OR 0. 0 PCT) WERE dlSSlNC

STATISTICS. .

COEFFICIENT OF REPRODUCIBILITY - 0. S333
NINIHUT1 MARGINAL REPRODUC IB ILITY - 0. 7139
percent improvement - o. 1194
COEFFICIENT OF SCALARILITY - 0. *173
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APPENDIX 11a GROUP A. GOTTMAN SCALE ON ACQUISITION OF THE
NINE MODAL VERBS.

"ile tcd (creation date ■ 11/08/83)
subfile icsa igb3 igbc igbd

**-»•»* ♦ * * ♦ guttman scale (modscal > u s I N G
subtst9 might division point m 2. 00
su3tst12 will division point M 2. 00
subtst12 would division point a 2 00
subtst14 shall division point a 2. 00
suetst13 should division point a 2. 00
can division point m a. 00
could division point ■ a 00
may division point a 4 00
must division *»oint a 4. 00

resp - 1 for values equal to division point and above

item may could subtst12 subtst14 subtst13 subtsti3 subtst9 must caw

resp 0
-err

1 0
_CDO-

1 I
- r _

0 1 I 0 1 I 0 I I o

M
—tnn— I —

I I I I
0 9 0 2 0 21 0 21 0 21 0 21 0
D _ -err I I I I
5 I I I I
C 3 E 1 0 91 0 91 1 81 0 91 0
A -err I I I I
L I I I r

7 17 3 6 141 7 131 4 161 3 171 0
I- -err I I r
I I i

6 IS 3 16 31 11 101 6 131 7 141 1
I I- -err I I
I ? I I

3 16 0 13 11 7 91 9 71 6 101 3
I I I- -err I
I I I I

4 a 0 4 11 4 11 3 01 3 21 0
I I I 2-
I I I T

3 4 0 4 01 3 11 3 11 4 01 3
r I I I
r I I I

a 1 1 2 01 2 01 1 11 0 21 2
I I : I
T I i I

1 1 0 1 01 1 01 0 II 1 01 1
I I i I
I I i X

0 0 0 0 01 0 01 0 01 0 01 0
1— 1- 1- 1-

1 I 0
i-err-
T

21 0
r
i

91 0

I
201 2
I
I

201 1

I
111
I
I

31
-€rri

I
ii
I—
I

01
I
T

01
I
I

01
1-

1 I 0
i-err-

21

91 0
I
I

iei o
i
i

201 3
I
I

131 1
I
I

31 1
i
i

41 2
-err i

or
i-
i

01
i
i

01
■i-

20

is

13

0
-err

0 1 i total
err——— i

21

91

191 20
r

211 21

I
31
I

0
-err

01
— i

SUMS 70 10 48 32 33 43 29 31 24 36 12 68 11 69 10 70 8 72 80
PCTS 88 13 60 40 44 36 36 64 30 70 13 83 14 86 13 38 10 90
ERRORS 0 8 0 21 7 21 11 10 16 4 6 1 3 0 9 0 8 0 130

80 cases were processed
0 (or 0. 0 pct) were missing

statistics. .

coefficient of reproducibility - 0. b194
minimum marginal reprqduc13ility » 0.7623
percent improvement » 0. 0369
coefficient of scalability - 0. 2398
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APPENDIX lib GROUP B. GUTTMAN SCALE ON ACQUISITION OF THE
NINE MODAL VERBS.

FILE MOD (CREATION DATE - 11/08/83)
subfile ^ora yorb yorc yord

♦ ♦ ♦ ♦ ♦ * * ♦ * outtman scale <: m 0 d 5 c a l * u s I N G
subtst9 might division point - 2. 00
suetst12 will division point ■ 2. 00
3ubtst13 would division point m 2. 00
subtst1A shall division point ■ 2 00
suets715 should division point ■ 2. 00
can division point m 6. 00
could division point « 6. 00
HAY division point ■ 4. 00
must division point m 4 00

res* » 1 for values equal to division point and above

ITEM. . COULD SUBTST13 SUBTST12 SUBTST4 SUBTST14 SU8TST13 must

0
-ERR-

SUflS 67 12
PCTS 85 15
ERRORS 0 11

I 0
-I—ERR—
I

0 110
I
I

2 71 0
I
I

2 81 1
I
I

3 131 3
ERR I

I
6 414

I
I

a 31 5
I
I

6 41 3
I
I

6 II 5
I
I

2 21 4
I
I

1 01 1
1

36 43 31
46 54 39
7 14 8

1 I
1-
I
II
I
I

91
T
*

I
91
I
I

131

I
61

-ERR I
I

61
I-
I

21
I
T

21
I
I

01
I
1

01
1-

48
61
10

0
•ERR --

1 I 0
— r-s»r •

li
i

l I 0
1—ERR"

11
I

9t
I

101

4 121
r
i

2 31
I
I

5 61
ERR I

r
7 31

I
£

6 II
I
I

3 II
I
I

1 01
1- -

28 51
35 65
11 5

91

101 0 10
I
I

131 0 16
I
r

31 0 10
I
I

71 4 7

I
61 T 3

ERR I

21
I-
I

01

4 3
ERR

23
29
13

I
01 1

1
56 20
71 25
2 15

0
—srp-

91

10

10

1 101
I

91

II
-ERR!

total

59
75
0

i o:
:

9 70
11 8°

10

10

79

128

30 CASES WERE PROCESSED
1 (OR 1. 2 °CT> WERE MISSING

statistics.

COEFFICIENT OF REPRODUCIBILITY - 0. 3059
MINIMUM MARCINAL REPRODUCIBILITY - 0.7060
PERCENT IMPROVEMENT - 0. 0999
COEFFICIENT OF SCALABILITY - 0. 3397
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