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ABSTRACT

This study is concerned with the investigation of the phenomenon of
lexical cognateness and the transferability of French-English cognates from
French (L2) to English (L3) by Burundian university students of English
whose LI is Kirundi, a Bantu language. The study examines cognate lexis
according to the criteria of etymological origin as well as form, sound, and
meaning correspondences and contrasts. It also investigates how 'false
cognates' come about through semantic change and suggests the
usefulness of examining French-English cognates in terms of 'cross-
linguistic sense relations' such as synonymy, hyponymy, homonymy, and
polysemy. These various features have been adopted as exploratory and
classificatory devices in order to provide a linguistic framework for a

systematic description and classification of French-English cognates. The
investigation concludes that (i) apart from a few exceptions described as
'accidental cognates', French-English cognates are etymologically and
historically related, (ii) false cognates have resulted from various forms of
semantic change in the course of time such as the extension or narrowing
of the original meaning, change in denotative meaning, and shift from
denotative to figurative or emotive meaning, and (iii) a good number of
French-English cognates can be described as cross-linguistic synonyms and
hyponyms.

The experimental part of the study comprises four tasks (sentence
completion, acceptability judgement, multiple choice, and word
association) all designed to assess the transferability of cognates from
French to English. One hundred and twenty-six subjects selected from four
different years of study in the Department of English Language and
Literature of the University of Burundi took part in the experiments. The
findings of the study support our three research hypotheses, namely that
(i) the subjects show a significant tendency to avoid transferring true
cognates, (ii) the subjects show a significant tendency to transfer false
cognates, and (iii) in both cases the tendency significantly decreases with
the increase in the learners' level of proficiency in English.
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INTRODUCTION

0.1 Aims of the Study

Language specialists, both linguists and teachers, have been attracted to
issues pertaining to lexis and vocabulary1 for several decades, although
they seem to have at times (e.g., during the period between 1950 and 1980)
regarded it as somewhat peripheral to language study. In the last decade
and a half or so, there has been a noticeable increase of vocabulary-related
or lexically-oriented research, even if there still are a number of issues
about which little is known or on which research findings are inconclusive
(see Chapter One for a review of recent research on lexis/vocabulary).

This study is about the phenomenon of lexical cognateness (see Chapter
Two, Section 2.2, for the definition of cognates) and the transferability2 of
French-English cognates from French (L2) to English (L3) by Burundian
university students of English (see Chapter Four for the description of the
research context and Chapter Five, Section 5.3, for the presentation of the
subjects). There are two chief aims to this study. The first, which is purely
linguistic, is to clarify systematically and fairly comprehensively certain
questions pertaining to the concept of cognateness, with particular
reference to French-English cognates. Not only do cognates constitute an
area of universal experience in that they are found in all languages3 and
exist as a phenomenon in everyday communication, but it also appears

1 The terms lexis and vocabulary are 'cognitive synonyms' (see Cruse, 1986) but reflect respectively
theoretical and pedagogical interests of their users. It is conventional for linguists to speak of lexis and
language teachers of vocabulary. Throughout this work, we shall use both terms but each where it seems
more appropriate than the other.

2 The term transferability is used in Adjemian (1983), in a study on the transfer of lexical properties,
referring to 'those features of the learners' native language that the theory [of linguistic structure]
predicts might lead them to hypotheses about the target language' (Adjemian, 1983 : 252). Throughout the
presentwork, the term will be used to refer to the learners' assessment that certain features of the source
language (in this study, French) may or may not be applied to or used in tire target language (in this study,
English).

3 Although cognates are mostly found in genetically and historically related languages such as English,
German, and French, they also exist between totally unrelated languages such as English, Japanese, and
Kiswahili, even though in smaller numbers. As Lado (1957 : 83) explains, cognates can be found in many
other unrelated languages and this is so because 'there are many words whiclr have circled tire globe, ana
many more that have extended far beyond the boundaries of any one language or any one culture'.

1



Introduction

that the phenomenon of cognateness has not yet been thoroughly
investigated. Although the phenomenon has not gone unnoticed in the
past and has traditionally been of interest to both lexicographers and SLA
researchers, there is still a noticeable lack of a systematic linguistic basis for
the analysis and classification of cognates.

Thus a more specific aim of this study is to arrive at a systematic and
comprehensive framework for the description and classification of French-
English cognates. To achieve this, three exploratory devices will be adopted.
First, French-English cognates will be analysed in terms of their linguistic
properties, namely their form, sound, and meaning similarities and
differences. Second, a closer look will be taken at the etymology and sense

development of cognates to investigate how 'false cognates' come about as
a result of semantic change. Third, since the puzzle to cognates lies
essentially in the assessment of their semantic overlap or contrast between
language x and language y, this study will explore the various lexico-
semantic relations holding between French-English cognates. It will be
particularly demonstrated that French-English cognates can be subclassified
as cross-linguistic synonyms and hyponyms.

The second aim, which is empirical, is to assess the transferability of
French-English cognates from French (L2) to English (L3) by Burundian
university students of English. The underlying assumption is that there
must be some generalisable ways in which the subjects use French-English
cognates, and so this study has the aim of investigating the factors which
influence the students' decision to transfer or not to transfer their

knowledge of the cognates in French into English. My claim is that the
most important determinants of the subjects' use of the cognates are the
learners' perceived distance between French and English, the category of
cognates (e.g., true and false cognates : see Chapter Two, Section 2.2, for the
distinction between true cognates and false cognates), the sense relations
holding between the cognates on the one hand and between the cognates
and other semantically related lexemes on the other, and the subjects' level
of proficiency in English. In other words, the subjects do not adopt a
wholesale transfer strategy and my prediction is that they are suspicious of
some categories of cognates but not of others and so are inclined to transfer

2



Introduction

some cognates more than others. This will be attested empirically through
experimentally designed tasks that the subjects will be required to perform
and the results of which will serve the purpose of observing the common

patterns that will emerge from the subjects' use of French-English cognates
(see Chapter Five, Section 5.2, for the research hypotheses, and Section 5.6,
for the experimental design of this study).

This second aim is SLA-based in that this study seeks to provide further
evidence for L2-L3 transfer, an area which, although not wholly neglected
in recent literature, has not yet captured the attention of most SLA
researchers whose work is on language transfer. Most studies on language
transfer have predominantly assumed a strictly 'bilingual' situation
including the acquisition of one foreign language (L2) by monolingual LI
speakers. In trilingual and other multilingual settings, however, it is not
always the learner's LI which interferes with the learning of a target
language. Other languages known to him may, and, in fact, do, exercise
some influence on his acquisition of an additional language, depending on
a number of factors. In some cases, the influence of an L2 on an L3, or an L3
on an L4, etc., may even be stronger than the influence from the learner's
LI (see Chapter Three, Section 3.8, for the discussion of L2-L3 transfer). This
study therefore seeks to investigate the main variables which determine
language transfer in trilingual and other multilingual settings. More
precisely, this piece of research is a case study on L2-L3 transfer, examining
the transfer of French-English cognates from French (L2) to English (L3) by
Burundian university students of English.

0. 2 Why Cognates Are Worth Investigating

The lexical category known as 'cognates' is worth investigating for three
main reasons. First, from a linguistic point of view, cognates present a
number of intertwined properties which need to be carefully and
systematically described. Cognates may be examined according to a
combination or a selection of the following criteria : their etymological
origin, their form, sound, and meaning correspondences and contrasts.
Owing to this complexity of the phenomenon of cognateness, most
attempted definitions of cognates appear incomplete because they tend to
emphasise only some aspects of the phenomenon and do not encompass

3
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all the features that should be treated under the topic. Perhaps for this same

reason, there is a noticeable lack of substantial work on the description and
classification of cognates and existing studies appear to be no more than
incomplete glossaries of cognates, usually 'false cognates', which lack a

systematic linguistic basis for their analysis. Thus there is a need for a

principled and methodical linguistic description of cognates and the
present study seeks to contribute to clarifying more systematically and
comprehensively the phenomenon of cognateness.

Second, from a pedagogical point of view, cognate lexis presents a curious
paradox for learning theory as being both a source of facilitation and a
factor of difficulty in L2 learning. On the one hand, to the extent that their
semantic content and lexical entries match, cognates appear to facilitate
learning in the sense that unknown words which form cognate pairs with
known words are easier to recognise, represent, and deploy than new
words which do not. In other words, the learners' task is reduced because

they already have knowledge of the lexical, morphemic, morphological,
phonological, and semantic representation of the cognates. On the other
hand, to the extent that their semantic and lexical entries differ, cognates,
more precisely, 'false cognates', appear to impede long-term learning by
causing erroneous production and underdifferentiation of their meaning.
These observations alone justify an investigation of cognates and most
studies on cognates are pedagogically motivated and oriented.

Third, an investigation of cognates should also lead us to reflect on where
they belong in the bilingual mental lexicon and how they interact with
other lexemes during language production and comprehension. Since the
members of cognate pairs belong to two different languages, does it follow
that they are kept separate in the mental lexicon and that a bilingual
individual has two sub-lexicons, each of which contains only elements of
one of the two languages? And how are they linked to other lexemes in the
lexico-semantic network of a bilingual person? This issue relates to the
basic question underlying most second language lexical research
formulated by Meara (1982 : 29) and later supported by Carter and McCarthy
(1988 : 12), namely 'what does a learner's mental lexicon look like and how
is it different from the mental lexicon of a monolingual native speaker?'.
Cognate lexis and cognate-pairing processes have recently been used as an

4
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exploratory device into the organisation of the bilingual lexicon and
speculative explanation suggests that cognates are stored in the same

compartment of the brain and that the lexicon is arranged according to
sound, form, and meaning correspondences between lexemes (see Carroll,
1992). Researchers working in this area argue that such correspondences
tighten the bonds between lexemes and constitute a criterion by which the
latter are clustered in the mental lexicon. In the light of recent research, a
detailed picture of how the mental lexicon works is now beginning to
emerge, although there is a lot of speculation surrounding the subject (see
Aitchison, 1987 for a survey), and it is now clear that links between items
in the mental lexicon are of many kinds (see Sections 1.4.3 and 1.4.4, on the
organisation of the [bilingual] mental lexicon).

0. 3 Research Questions

The questions we are going to pursue in this study relate to the aims
discussed in Section 0.1. The first aim is to provide a systematic and
comprehensive framework for the description and classification of French-
English cognates. The specific question to investigate in connection with
this aim is linguistic in nature and reads as follows :

(i) What makes lexemes qualify as cognates and what are the pervasive
linguistic features of cognates?

The answer to this question appears in Chapter Two, which provides a
detailed description and classification of French-English cognates.

The second aim is to assess the transferability of French-English cognates
from French (L2) to English (L3) by Burundian university students of
English and, therefore, to provide further evidence for L2-L3 transfer. This
leads to further questions of psycholinguistic and pedagogical concern,
namely :

(ii) Are some cognates more readily transferred than others?

(iii) Do learners adopt different strategies in using different types of
cognates?

5
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(iv) What kind of strategies shouid be useful and effective for teaching
and learning cognates?

Because the subjects who took part in this study had different levels of
proficiency in English (see Chapter Five, Section 5.3), an additional
question would be to ask :

(v) Is there a difference in learners' use of cognates at different
proficiency levels?

The answers to questions (ii) to (v) are provided in various sections of Part
Three.

0. 4 Structure and Scope of the Thesis

This thesis starts with a general introduction which defines the aims of the
study, justifies why cognates are worth investigating, specifies the research
questions of the study, and provides the structure of the entire work. The
main body of the thesis is divided into three main parts :

Part One : Theoretical Background (Chapters One, Two, and Three)
Part Two: Research Context and Design (Chapters Four and Five)
Part Three : Research Findings (Chapters Six and Seven)

Chapter One discusses linguistic, psycholinguistic, and SLA issues
pertaining to the lexicon, lexis, and lexical competence with the aim of
assessing the progress made in recent vocabulary/lexis-related research.
The points discussed include the primacy of the lexicon in communication,
the problem of defining the terms 'word' and 'meaning', lexis as a system,
the notion of core and peripheral vocabulary and meaning, lexis in SLA
research, the notion of active and passive vocabulary, the organisation of
the mental lexicon and the processes of accessing and retrieving
information from the mental lexicon, the organisation of the bilingual
lexicon, and the learnability and teachability of the lexicon.

Chapter Two is a linguistic description of cognates with specific reference to
French-English cognates. It discusses critically the various definitions put
forward by different scholars with a view to formulating the working
definition adopted for the purpose of this study. It also looks at the

6
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historical background to French-English cognates and examines how false
cognates came about as a result of semantic change. It also analyses the
various cross-linguistic lexical and sense relations holding between French-
English cognates such as synonymy, hyponymy, homonymy, and
polysemy. The closing section suggests two categories of cognates selected
for this study, namely, those whose meanings are the same or similar in
French and English (true cognates) and which are in a relation of
synonymy or hyponymy with non-cognate English words and those whose
meanings are different in French and English (false cognates).

Chapter Three is devoted to discussing the notion of interlanguage and
related concepts, the concept of transfer and the debate surrounding the
theory of transfer in second language acquisition, that is, language transfer
accounted for by such approaches as the contrastive analysis hypothesis, the
ignorance hypothesis, the creative construction hypothesis, and the
psychotypology hypothesis. Other points discussed in this chapter are the
various types of transfer described in the literature and the factors which
determine the transferability of lexical properties. A final section of this
chapter scrutinises language transfer in trilingual settings focusing on the
influence of an L2 on the acquisition of an L3. It emphasises that most
studies on transfer have assumed a strictly 'bilingual' situation involving
the acquisition of one foreign language by monolingual LI speakers. Yet in
trilingual and other multilingual situations, the 'mother tongue
hypothesis' is particularly vulnerable and even breaks down because other
languages known to the learner may influence the acquisition of a target
language. Thus this section reviews the evidence for L2-L3 transfer
available in the literature and examines the various factors which

determine the extent to which an L2 exerts an influence on the acquisition
of an L3.

Chapter Four describes the context in which this study took place, that is,
the language situation in Burundi. It concentrates on the functions of four
officially recognised languages, viz., Kirundi, French, English, and
Kiswahili, for the purposes of internal and external communication. It also
provides a brief history of the language education policy in Burundi by
emphasising the complementarity and competition between French and
Kirundi and the various language planning reforms which took place

7
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during and after the colonial era. The closing section of this chapter
discusses the role played by French (L2) in the teaching and learning of
English (L3) in Burundi.

Chapter Five is the experimental design of the study. It formulates and
discusses the research hypotheses, presents the subjects who took part in
the study, explains the methodological difficulties to be contended with,
and describes the preliminary and pilot studies which have led to the final
experimental design of this study. The latter comprises four tests, a
sentence completion test, a lexico-semantic acceptability judgement test, a

multiple choice test, and a word association test. The chapter ends with
some observations on the running of the experiments.

Chapter Six analyses and discusses the data generated by the experiments as
well as the significance of the results of each test in relation to the
hypotheses being tested.

Chapter Seven looks at the implications of the findings of the study within
the framework of SLA research, especially for the transferability and
learnability of French-English cognates, the possible arrangement of
cognates in a bilingual mental lexicon and the teaching of French-English
cognates. The chapter also appraises the study by pointing out its
limitations and makes suggestions for further research.

8



CHAPTER ONE

ON THE LEXICON, LEXIS, AND LEXICAL COMPETENCE

1.1 Introduction

As described in the Introduction, this study is concerned with the
phenomenon of lexical cognateness and the transferability of French-
English cognates from French (L2) to English (L3). Since this involves
issues pertaining to the lexicon, lexis, and lexical competence, it is
appropriate that, before looking at French-English cognates from a
theoretical and descriptive linguistic perspective (Chapter Two), we should
consider the work done in linguistics, psycholinguistics, and second
language acquisition (SLA) research which focuses on vocabulary-related
and lexically-oriented matters.

Therefore the aim of this chapter is to evaluate the progress already made
by research studies on lexis. Firstly, it discusses the importance of the
lexicon in communication. Secondly, it examines lexis from linguistic,
psycholinguistic, and SLA perspectives as a way of clarifying the links
between lexis, the lexicon, and lexical competence. The linguistic
discussion of lexis highlights the problems of defining 'words' and
'meaning', describes lexis as a system, and explores the notion of core and
peripheral words and meanings. From a psycholinguistic and SLA
perspective, the discussion evaluates SLA research on lexis and examines
the issues of active/productive vs. passive/receptive vocabulary and the
organisation of the (bilingual) mental lexicon. The discussion also
highlights the most important factors which determine the learnability and
teachability of the lexicon, namely what makes a word easy or difficult to
learn, the role of the referential theory of meaning [see Lyons's (1981b : 30-
1) theories of meaning] and the role of the context. I have chosen to deal
with these various topics because they constitute the basis for a better

9



Chapter One On the Lexicon, Lexis, and Lexical Competence

understanding of what is involved in vocabulary acquisition and lexical
knowledge, which are fundamental to the present study.

1. 2 The Primacy of the Lexicon in Communication : Words as Meaning
Carriers

My first motivation for investigating the present topic stems from the
paramount importance of vocabulary, of which cognates are a part, in
communication. It can be argued that human languages comprise two key
components, lexical items and derivational morphemes, on the one hand,
and the syntactic rules underlying their combination to generate longer
meaningful strings in compliance with various paradigmatic and
syntagmatic relationships, on the other hand. However, the former
component, i.e., lexis, is specifically essential to communication because
most words can still convey some meanings even when uttered out of
their context of use.

Vocabulary is the means of codifying and classifying the entities in the
universe and their features. Words are thus primarily the nomenclature of
components of experience. According to what has long been the most
widely accepted theory of semantics, meanings are equated with ideas or

concepts and the latter can be transmitted from the mind of the speaker to
that of the hearer by embodying them in the forms of one language or
another. Individual content words or contentives can be regarded as 'units
of meaning' and in most languages the majority of words have referents
and denote entities that can be encoded and decoded by matching signifiers
with signifieds. Stubbs (1988 : 99) argues that when people think of a

language they almost inevitably think of words and vocabulary and,
similarly, when they think of language development, they tend to think of
vocabulary enlargement. Words are supremely important although most
of us use them all the time without thinking of their paramount role in
communication transactions.

The primacy of vocabulary in communication transactions can be argued
for in the light of the lexical features of baby talk and of those of second or
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foreign language learners' interlanguage1. During the early stages of first
language acquisition, children have first to store a reasonable number of
lexical items in their memory which subsequently enable them to
communicate through holophrastic utterances (one or two word
utterances) to convey a complete thought or message. Despite the structural
incompleteness of children's holophrases, adults usually succeed in
decoding the message conveyed or intended by children.

Similarly, in SL or FL settings, language learners are compelled to operate
on the basis of the few vocabulary items they have already internalised in a
rather scattered but systematic way in the initial stages of their learning
process. It is can be argued that, in both cases, children's and language
learners' degree of intelligibility and success in communication are

primarily a function of the number of the lexemes already internalised. As
Hatch (1983 : 7) points out, when our aim is communication and when we
have little command of the new language, it is the lexicon that is crucial
because the words will make basic communication possible (see also
Arnaud, 1989).

Radford's (1990) analysis of early child grammars of English suggests that
children acquire lexical category systems (e.g., nouns, verbs, adjectives, etc.)
and their associated grammatical properties before acquiring functional
category systems (e.g., determiners, auxiliaries, complementizers, etc.) and
their associated grammatical properties. These two categories correspond to
what Huddleston (1988) refers to as open and closed word classes. The
question as to why lexical-thematic systems should come into operation
before functional-nonthematic systems in early child grammars is an

enticing one. Radford (1990) claims that the linguistic properties of items
belonging to functional categories make such items more difficult than
those belonging to lexical categories. The formal properties of items
belonging to lexical categories seem to be more readily identifiable on the
basis of linguistic experience than those belonging to functional categories.
An alternative explanatory factor relates to the 'semantic complexity' of
lexical and functional category items. Radford maintains that functional
category items have more complex and more abstract semantic properties

1 The concept of interlanguage and other related concepts are defined in Chapter Three, Section 3.2.
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than lexical category items. This argument is consistent with the
commonplace view that contentives have a relatively 'concrete' semantic
content, whereas functors have a more abstract meaning and fulfil an

essentially grammatical function. Thus children acquire contentives before
functors precisely because the former have a more concrete meaning which
is more readily identifiable.

Radford's (1990 : 269) additional explanation for the acquisition of lexical
categories before functional ones lies in the inter-relationship between
lexical and functional categories. He explains that "functional categories
serve to 'expand' (and thus presuppose the existence of) lexical projections"
and this is why Abney (1987 : 64-5) describes the semantic contribution of
functional categories as 'second order' regulating or contributing to the
interpretation of their complement. Therefore children cannot acquire
functional categories until they have acquired the corresponding lexical
categories. Lexical knowledge is also essential to the acquisition of syntax
because, according to Ard and Gass's research (1987), syntactic acquisition is
by and large subject to lexical constraints. They thus conclude that L2
learning may be a matter of lexical learning and what may appear to be
syntactic learning is in the final analysis a matter of learning the structural
frames into which lexical items can enter. There is thus a noticeable

increase in research studies on lexical acquisition (see Section 1.4.1) part of
which is concerned with the interaction of lexis and syntax. It is now

becoming clear that 'syntax gradually emerges from the properties of that
lexical organisation, rather than emerging as a totally separate set of rules
to be learned as independent cognitive operations' (Marin, 1982 : 66). Levelt
(1989 : 181) also maintains that grammatical encoding is lexically-derived
and 'nothing in the speaker's message will by itself trigger a syntactic form
... There must always be mediating items ... '.

In addition, the 'ability to fill time with talk', i.e., the talk without
significant pauses for an extended period, which is one of the properties of
'fluency' (Fillmore, 1979 : 93), largely depends upon the knowledge of
adequate vocabulary and lexical chains in relation to the topic of
discussion. Even researchers whose main interest lies in syntax admit that
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lexis is essential for language learning. For instance, Gass and Schachter
(1989) and Hatch (1983) respectively maintain that

Most adult second language learners believe that the most difficult aspect of learning a
second language involves the acquisition of a vocabulary sufficient to meet their receptive
and communicative needs. They recognise the grammar and the sound system need to be
incorporated, of course, but feel that it is the acquisition of vocabulary that demands the
most attention and requires the most time (Gass and Schachter, 1989 : 201).

Basic communicative competence is largely concerned with the strategies that learners use to
solicit the vocabulary they need in order to get the meaning (Hatch, 1983 : 74).

Not only is vocabulary learning necessary but it also never ends. Long after
the acquisition of grammar has been completed, the learner will be
encountering new words and expanding his lexicon. Richards (1985 : 177)
stresses that even native speakers continue to expand their vocabulary in
adulthood, although there is relatively little development in adult life.
Further education and training will, of course, bring about an increase of
vocabulary in certain areas of expertise, as well as membership of certain
groups, such as political and religious organisations.

It often happens that people with 'incomplete' lexical knowledge fail to
find the right word from their interwoven lexical store to express an idea
or a concept and resort to either silence or some awkward circumlocution,
this sometimes resulting in communication breakdown or

unintelligibility. Allen (1983 : 7) stresses that without vocabulary, no one
can speak or understand a language. This same argument is put forward by
Wallace (1982 : 133) who contends that

Without the lexicon, the major meaning-carrying element in the language is missing.
Therefore the acquisition of vocabulary is an integral part of a second language. Students
should be exposed to the vocabulary needed to express the ideas they want to communicate.

Not only is the lexicon central in communication, but there is evidence
that students also believe that, of all error types, vocabulary errors are the
most serious and disruptive for communication (Johansson, 1978, cited in
Broeder, 1989; Politzer, 1978), although Hendrickson (1981) holds the
opposite view. Broeder (1989) stresses that most learners conceive acquiring
the lexicon of a language as their key problem because the communicative
possibilities and limitations of any language learner are determined to a

large extent by the availability of a wordstock. He goes on to say that most
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adult learners prefer to carry around dictionaries of the target language
rather than grammar textbooks. In his analysis of interlanguage errors of
francophone Cameroonian learners of English, Tenjoh-Okwen (1985) finds
that 57.7% of his corpus of deviant forms are lexical transfer errors. Of
course, it is erroneous to equate language learning with the acquisition of
lexical knowledge. Yet it is reasonable to argue that much of the burden of
language acquisition is acquiring the specifications of large numbers of
lexical items. In order not to overlook other components of language, we
should regard vocabulary 'just as one of the numerous elements that
contribute to the learner's overall performance in the second language'
(Read, 1988 : 12). Now that the importance of words in communication has
been demonstrated, we need to discuss lexis from a linguistic perspective in
order to explain how it is structured and functions.

1. 3 Linguistic Considerations on Lexis

1. 3. 1 Definition of 'Word', 'Meaning', and Other Related Concepts

The terms word and meaning will be frequently used in the present work,
so that it is appropriate that, for the purpose of clarity, we discuss them and
indicate in what sense they are used in this study. One way of defining
'word' in the written medium (although this may not apply to all
languages) might be to say that 'a word is any sequence of letters which, in
normal typographical practice, is bounded on either side by a space' (Lyons,
1977 : 18). In linguistic inquiry, however, this definition would be
vulnerable to all sorts of criticisms because it says little, if anything at all,
about the various ways a word is used. A word tends to be used in three
different ways : orthographically, grammatically, and lexically but the items
identified at these three levels are not always the same. Some formal items
like house and table may be at the same time orthographic words,
grammatical words, and lexical words although it is important to recognise
the three different processes that are involved. In a large number of cases,
however, the description of lexical words remains subject to the pervasive
interaction between grammar and lexis. For example, it seems likely that
we can assume in all compound words, like teatime and sewing-machine,
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a relation between their parts parallel to those found in ordinary syntactic
phrases (see Halliday et al., 1964).

There seems to be no consensus on the meaning of the term 'word' and
Crystal (1987 : 104) argues that the term 'word' is inadequate if we wish to
enquire precisely in semantic matters. First, the term 'word' is used in ways
that obscure the study of meaning. From a semantic point of view, the
forms walk, walks, walked, and walking are all variants of the same

underlying unit, 'walk'. It would not be clear to say that 'these four words
are different forms of the same word'. Second, the term 'word' is

inadequate for the study of idioms, which are also units of meaning. In the
example kick the bucket (= die), we have a single unit of meaning which
consists of three words. The same problem arises whether it would be clear
to talk of this unit as a 'word' if we go on to say that 'this word consists of
three words'. Third, the term 'word' is in common use as the junction
between syntax and morphology. For example, the words unhappiness,
horses, and talking can be divided into smaller units (morphemes) as un-

happi-ness, horse-s, and talk-ing, each of which has some kind of
independent meaning.

Given this lack of clarity referred to above, an alternative must be found
and most linguists prefer to talk about the basic units of semantic analysis
using lexeme and lexical item instead of 'word'. We may now say that the
'lexeme' walk occurs in several variant forms, the words walk, walks,
walked, etc. By the same token, we can say that the 'lexeme' kick the bucket
contains three words. Many lexical items are also words, but some of them
are not. For example, look up in look up a word is one lexical item though
two words. Similarly, many items such as his, that, and the, though
grammatically words, are not lexical items. A lexical item operates not in a
closed system, but in an open set. Lyons (1968 : 197) uses 'lexeme' to denote
the more 'abstract' units which occur in different inflectional 'forms'

according to syntactic rules involved in the generation of sentences. It is
lexemes that are usually listed as headwords in a dictionary.

In another attempt to clarify the various senses in which the term 'word'
may be used, Lyons (1981b : 41-2) makes a parallel distinction between the
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terms form and expression, more precisely, between word-form/word-
token and word-expression/zuord-type. He argues that in the sentence 'If he
is right and I am wrong, we are both in trouble', it is possible to say that
there are thirteen forms, each of them representing a different type. From
this point of view, they are different words. From another angle, however,
three of the words - is, am and are - can be described as different forms of
the same word. To put it differently, in one sense of 'word', our sentence is
composed of thirteen words, and in another still common and correct
sense of the term, it is composed of only eleven words. He sums up his
discussion of the meaning of 'word' saying that the sentence is composed
of thirteen 'word-forms' and eleven 'word-expressions'. It is word-
expressions, not word-forms, that are listed in a conventional dictionary.
Lyons (1981b : 20-1) introduces citation-form (i.e., the form of the lexeme
that is conventionally employed to refer to it in standard dictionaries and
grammars of the language, but being used for a particular reflexive or

metalinguistic purpose), as another term for word-expression.

In summary, we can say that lexeme, lexical item, word-expression, word-
type, and citation-form may be used interchangeably to denote any 'lexical
unit' (e.g., sing) that has grammatically distinct forms (e.g., sing, sang, sung,
sings, and singing) and that is used to represent those variants as a whole
and entered in a dictionary as the headword. Throughout this work, the
term word is used as a cover and neutral term without orthographic,
grammatical, and lexical distinctions, but because the present study is
lexical in its nature, the term is also used interchangeably with lexeme and
lexical item.

The term meaning is no less problematic. The study of the meaning of
words is as old as the history of philosophical inquiry. It is not my
intention to discuss the issue of meaning from a philosophical perspective
but I should like to note en passant that there are as many meanings of
'meaning' as there are disciplines which deal with language, and, of course,
exponents within disciplines do not always agree with one another
(Osgood et al., 1957 : 2). The fundamental question as to what is meant by
'meaning' seems difficult to answer satisfactorily.
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Since Ogden and Richards (1923) published their classic treatise on this
topic, and indeed since long before that, semanticists have customarily
emphasised the fact that the noun 'meaning' and the verb 'to mean' have
many distinguishable meanings. Leech (1974 : 1-3) argues that the reason

why "semanticists have often seemed to spend an immoderate amount of
time puzzling out the 'meanings of meaning' as a supposedly necessary

preliminary to the study of the subject" is that they have been trying 'to
explain semantics in terms of other scientific disciplines'. Lyons (1977), on
the other hand, suggests that there is more to it than that and argues that
linguistic meaning cannot be understood or explicated except in terms of
other kinds of non-linguistic meaning.

Just like the term 'word', 'meaning' and 'to mean' are words of the
ordinary, everyday vocabulary of English. However, within the scope of a
unified and consistent theory of semantics, the word 'meaning' is used in a
more restricted technical sense. Yet even here, there are a number of
theoretical problems to be contended with as one attempts to unravel the
various aspects or kinds of meaning (word-meaning, sentence-meaning,
utterance-meaning, etc.) because semantics, understood as the study of
meaning, is not a single well-integrated discipline or a clearly defined level
of linguistics. Palmer (1981 : 206) points out that semantics is a multi¬
dimensional branch of linguistics which studies language in relation to
many other aspects of experience, to linguistic and non-linguistic context,
to participants in discourse, to the knowledge and experience, to the
conditions under which a particular bit of language is appropriate, to name
but a few. Therefore semantics is a subject which demands that we stretch
our minds if we are to say anything worthwhile. Meaning is a largely
untheorised term. It is not a given or self-evident quantum that exists prior
to analysis. Meaning is the product or result of communication (Sless, 1986
: 89).

In linguistic analysis, the term 'meaning' is virtually undefinable without
reference to other abstract semantic concepts it is directly related to, namely,
denotation, reference, sense, and connotation. These terms are interrelated
but denote different phenomena in the study of meaning, as shown in the
following discussion. The relation between words and entities that we

17



Chapter One On the Lexicon, Lexis, and Lexical Competence

want to talk about in our experience of the world is called denotation or

reference. We say that a word 'denotes' or 'refers to' something in the
world. Denotation is intrinsically connected with reference. Indeed, many
authorities would draw no distinction between them subsuming both
under a notion of reference. However, there is a difference which may not
always be easy to perceive between denotation and reference. The
denotation of a lexeme belongs to the lexeme independently of its use on

particular occasions of utterance; the reference of a referring expression will
usually vary from one context to another. Denotation is a relation which
holds primarily, or basically, between expressions and classes of entities in
the physical world. In a meaning system, denotative meaning may be
regarded as the central meaning or core meaning of a lexical item.
However, natural languages also contain expressions which denote non-

physical entities. The term 'reference', on the other hand, has to do with
the relationship which holds between an expression and what the
expression stands for on particular occasions of its utterance. According to
Hurford and Heasley (1983 : 25) 'in talking of reference, we deal with the
relationships between language and the world' and 'by means of a

reference, a speaker indicates which things (including persons) in the
world are being talked about'.

Consider, for example, a word like 'car' in English. Referring expressions
like 'the car', 'Peter's car', or 'these two cars' may be used to refer to
individuals, whether singly or in groups, but the lexeme 'car' alone cannot.
The lexeme 'car' denotes a class of entities in the world. Furthermore, the
reference of expressions like 'the car' is context-dependent and the
reference of phrases which contain 'car' is determined, in part, by the
denotation of 'car'. For example, the phrase 'this car', may, in certain
circumstances, be understood by the hearer to mean "the object near us
which belongs to the class of objects which the lexeme 'car' denotes". This
is a way of drawing a distinction between lexemes and referring
expressions. As we saw above, lexemes are what lexicographers enter in
dictionaries as headwords such as car, house, angry, kill, and fast. A
referring expression, on the other hand, is any expression used in an
utterance to refer to something or someone (or a clearly delimited
collection of things or people), i.e., used with a particular referent in mind
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(Hurford and Heasley, 1983 : 35). Thus 'car' is a lexeme but not a referring
expression and 'this car', Peter's car', etc., are referring expressions.
Another term, extension, has been introduced in Lyons (1977, 1981b) and
later used in Hurford and Heasley (1983). The extension of a term or

expression is the class of entities it defines or the set of things to which it is
correctly applied, or its denotation. There is thus a distinction between
denotation and reference, but this does not imply that they are
unconnected.

A further distinction is often made by semanticists between denotation and
connotation in connection with the meaning of a word. The two concern
the relation of a word to the world. Denotation is what we have been

discussing above. As far as 'connotation' is concerned, it relates to the
associations that a word has over and above its denotation. Linguistically
significant are the associations that a language carries for a whole language
community or at least for a defined group within a language community.
For instance, for many people candle may have religious connotations or

alternatively romantic associations such as lighting for an intimate meal;
red connotes danger. It is important to note that connotations are far more
indeterminate than denotations. Connotations may be rather subjective
and not shared in the same way by all speakers of the same language. This
is so because our individual experience of language is to some extent
unique and idiosyncratic. Additionally, connotations shared by a group of
language users or a whole language community are part of the cultural
package that we inherit within the language itself. Another point about
connotation is the extent to which it relates to the lexeme itself rather than

to the entity that the lexeme denotes, or whether it is not possible entirely
to separate the two. The connotations of a word for us must reflect our
experience of the entity to which the word refers and the place which this
entity has in our belief-systems and thought-patterns. However, we do
transfer the associations of the entity itself to the lexeme we use to denote
it.

Another way of going about the problem of defining the meaning of a
word is to identify the relations that hold between it and other expressions
in terms of sense. Sense is meaning defined in terms of the relations that
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hold among linguistic expressions. The sense of an expression is 'its place
in a system of semantic relations with other expressions in the language'
(Hurford and Heasley, 1983 : 28). For instance, there is a sense-relation of
synonymy between almost and nearly, probable and likely, and freedom
and liberty, and so on; the sense-relation holding between dead and alive,
good and bad, young and old is one of antonymy; the sense-relation
holding between furniture and chair, table, wardrobe, and bed is
hyponymy, and so on. Sense relations form an important part of the study
of word meanings and definitions in dictionaries are usually concerned
with sense relations, that is, relating words to words, even if 'most
dictionaries state such relations in a most unsystematic way' (Palmer,
1976/1981 : 30). The aim of lexicographers is to provide dictionary users
with referential meanings, and to do so, they relate a word whose meaning
is unknown to a word or words whose reference is already understood.

Although this study deals with the category of cognates, it must be stressed
that the latter are a part of a network system the components of which are
interrelated. The deployment of cognates in language use interacts in many

ways with other lexemes in the system because the links between items in
the mental lexicon are of many kinds. It is these interconnections among
items that make lexis behave as a system. It is erroneous to think of words
and their meanings as if each of them had an independent and separate
existence since no word can be fully understood independently of other
words that are related to it and delimit its sense (Aitchison, 1987 : 63; Lyons,
1981b : 75; Meara, 1992 : 69). Each word is surrounded by a network of
associations, purely semantic or formal or both, which connect it with
other terms (Ullmann, 1962 : 238) in such a way that a given term is like
the centre of a constellation, the point where an indefinite number of
coordinated terms converge ( de Saussure, 1960 : 174).

It is perhaps helpful to add that 'sense' is the term used by a number of
philosophers for what others would simply describe as the meaning of
lexemes, or perhaps more narrowly as their 'cognitive' or 'descriptive'
meaning (this is defined in Chapter Two, Section 2.4.2.1). This study is
primarily concerned with 'meaning' in the sense of denotation and sense
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of lexemes. Reference is not our concern and only occasionally will
connotation be of relevance.

1. 3. 2 Lexis as a System

From the above discussion of words and their meanings, it appears that a
notorious complication pertaining to word meaning has to do with the
formal and semantic interrelatedness and indissociability of words within
the lexical network. All native speakers of a given language intuitively
know the meanings and contexts of use of most words in their language.
Yet they may find it difficult to explain precisely what each word means
without contrasting its meaning with that of other words which are

semantically or formally related to it. More importantly still, there are very
few words of which it is reasonable to accept that someone is in a position
to lay down what their meaning may be (Ferris, 1983 : 5). Hudson (1988 : 80-
1) points out that the specification of a lexical item must include at least its
pronunciation and spelling, its meaning, the syntactic and semantic
contexts in which it may occur, and how inflectional morphology affects its
form. He stresses, however, that there is no known limit to the amount of
detailed information of all such types which may be associated with a
lexical item.

It is hardly controversial that there are too many words in the language to
be dealt with one at a time in any form of vocabulary instruction. No one
can indeed claim to know the exact number of lexical items making up a

given language since new words are continuously coined and introduced
into the lexicon. Dictionaries, even the most complete and latest ever, are
inescapably outdated because language is constantly changing and
vocabulary fastest of all. The eighteenth century lexicographer Samuel
Johnson was perhaps one of the first researchers to note this same fact
about language for which he argues in the preface to his famous Dictionary
of the English Language (1755) : 'No dictionary of a living tongue can ever
be perfect, since while it is hastening to publication, some words are

budding, and some are fading away'.
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Word meanings transcend their different definitions and explanations
listed in dictionaries. Knowing a word encompasses knowing both its
cultural, pragmatic, and discoursal functions and implications (Carter,
1987c : 187). Word meaning is more complex than it is actually thought to
be. On the one hand, the same word will have different meanings at
different times in the life time of a person as his lexical store is constantly
changing. On the other hand, no word has exactly the same meaning for all
the speakers of a language because their total lexical inventories are
different (Richards, 1976 : 100). This is, of course, an over-statement because
if no word had exactly the same meaning for all the speakers of a language,
communication would be practically impossible and intelligibility never
achieved.

It is quite difficult, perhaps even impossible, for a lexicographer to define
and explain precisely and exhaustively what a lexical item exactly means. It
also goes without saying that any attempt to teach or learn the entire
language vocabulary would be both an overambitious and impossible
enterprise. Lord's viewpoint (1974 : 239) that vocabulary is the most
sizeable and unmanageable component in the teaching of any language
because of the versatility of word meanings and the various semantic shifts
brought about by contextual parameters remains tenable although it was
voiced many years ago. Meara (1984 : 230) also argues that among linguists
there seems to be a firm belief that the lexicon, unlike the syntax and
phonology, is an inherently messy part of our linguistic competence and
that it cannot be handled conveniently using the rules which have been
used to describe the 'more manageable' parts of language.

Yet despite the fact that the lexicon is a huge network of sense relations,
language users do seem to cope successfully with it in communication
transactions. On the one hand, some words tend to predominate and recur
in people's everyday spoken or written language. On the other hand,
among the hundreds of thousands of words making up the language
lexicon, only a comparatively small portion really plays a vital role in
communication. Some words are seldom or never used by any speaker
although they are a part of the language lexicon. This brings us to the
notion of core and peripheral vocabulary and meaning which claims that
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some words and meanings are more useful, more central, and more readily
deployable than others.

1. 3. 3 The Notion of Core and Peripheral Vocabulary and Meaning

In Chapter Two, it will be shown that French-English cognates and their
usage tend to be marked in English in that they are often associated with
the register of formality, and so tend to occur less frequently in normal
conversation than Anglo-Saxon words. There are, of course, many

exceptions to this pattern but it recurs so persistently that it is an important
feature of French-English cognates. To quote Languimur's (1993) words,
'Romance incomers were often forced to settle on the periphery of the
available semantic space'. We may therefore say that a substantial part of
French-English cognates belongs to the periphery of the English
vocabulary. This section concentrates on the notion of core and peripheral
vocabulary and meaning, which has recently been argued for by a number
of researchers (Carter, 1987a, c; Stubbs, 1988) and which enlightens language
teachers in the selection, sequencing, and structuring of the words to be
taught.

Members of a given language community, no matter what their profession,
level of education, region of origin, and social status, communicate with
and understand each other. Yet there are no two speakers whose mental
lexicons are exactly alike, partly because some words do not have the same

meanings for all the speakers of a language and partly because their total
lexical inventories are different. Another fact is that fairly advanced second
language learners are in a position to communicate successfully and
satisfactorily with native speakers on the basis of their 'transitional lexical
competence', even though they lack knowledge of a substantial portion of
the vocabulary items known to normal adult native speakers.

Researchers investigating this issue have come up with the following
assumptions :
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(i) There is a powerful, though sometimes hazy, intuition that some
words are simpler, more important or more basic than others (Stubbs,
1988 : 99).

(ii) Most approaches to the study of the meaning of words at least tacitly
assume that all speakers within a given linguistic community know
and share a common core meaning for most words (Prideaux, 1984 :

162).

(iii) There exists, somewhere, a basic and 'fixed' meaning for each word,
which individuals 'should strive' to attain (Aitchison, 1987 : 39).

(iv) Words have basic inalienable meanings, departure from which is
either conscious metaphor or 'inexcusable' vulgarity (Evelyn
Waugh, quoted in Green, 1982 : 254).

(v) Competent speakers of a language have sets of core vocabularies, quite
extensively and differentially described, including categories for child
talk, motherese, foreigner talk and processes of pidginisation (Carter,
1987a : 178).

These views emphasise that in order to communicate with each other, we
must share a linguistic code, one essential part of which is the set of
meaningful elements which we arrange into sentences. An important part
of a native speaker's linguistic competence is the ability to recognise that
some words are 'ordinary' words whereas others are rare, exotic, foreign,
specialist, regional, technical, scientific, dialectal, etc.

The idea of sorting out a core vocabulary which can be distinguished from
peripheral or non-nuclear vocabulary is an enticing one. Nonetheless, the
core-periphery vocabulary dichotomy is not founded on a priori ready-
made patterns and unambiguously clear-cut boundaries. It recognises the
fuzziness and indeterminacy which surround word meanings and the
intrinsic resistance that most lexical items have to too great a degree of
systematisation (Carter, 1987a : 190). As Aitchison (1987 : 45) stresses, there
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are relatively few words which can be sorted out in this apparently useful
way.

The coreness of vocabulary has been argued for by Carter (1987a, c) and
Stubbs (1988), who have suggested a series of empirical linguistic tests
which, they believe, help to decide what words are nuclear, neutral, and
unmarked and which ones are non-nuclear, non-essential, and marked.
These tests are not, however, clear indicators of vocabulary coreness
because they cannot be systematically applied to most words.

Consequently, because of the complications involved in isolating core
items accurately, it is more appropriate to speak of 'degrees of coreness'.
The notion of core vocabulary can be regarded as a continuum in the sense
that there is a level of core vocabulary which is 'core' as far as the
organisation of the lexicon as a whole is concerned, and that there is a level
of core vocabulary which is core to a particular field or subject (Carter, 1988 :

171-2). The following tests are believed to make explicit that some words
are more basic than others.

(i) Pragmatic Neutrality

Nuclear vocabulary is pragmatically neutral in that it conveys no
information about the situation of utterance, i.e., it can be used by anyone,
to anyone, at any time to speak or write about a wide variety of things. For
example, the utterances 'X has died', 'X has passed away', and 'X has kicked
the bucket' denote the fact of 'stopping living' but each conveys different
attitudes and feelings of the speaker about X's death. 'X has died' is a
neutral way of expressing that 'X has stopped living', 'X has passed away' is
a euphemistic paraphrase of 'X has died', and 'X has kicked the bucket' is
an informal and jocular way of saying 'X has died'. The lexeme die, unlike,
pass away and kick the bucket, is therefore pragmatically neutral.

Nuclear words are also culture-free and have a purely conceptual,
cognitive, logical, and propositional meaning, with no necessary

attitudinal, emotional, or evaluative connotations. For example, in the
lexical set thin, slim, and slender, the lexeme 'thin' is neutral whereas
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'slim' and 'slender' have positive or sex-specific associations. Furthermore,
core vocabulary items are pragmatically neutral in that they give no
indication of the field of discourse from which the text is taken.

Additionally, nuclear words are neutral with respect to the tenor and mode
of discourse because they do not take into consideration the levels of
formality to indicate what is formal, casual, slang, or colloquial usage. For
instance, the lexeme commence is associated with the register of formality
whereas start and begin are neutral in meaning and style. Finally, nuclear
words are used in preference to non-nuclear ones in summarising original
portions of text.

(ii) Syntactic and semantic features of nuclear vocabulary

It is argued that nuclear words tend to be generic or superordinate terms
rather than hyponyms. For this reason, they can substitute for non-nuclear
words but not vice-versa. Consequently, nuclear words are used to define
non-nuclear words, while the reverse is difficult or impossible. For
example, table, bed, chair, and wardrobe are all kinds of furniture but
furniture is not a kind of table or a type of chair and so on. This does not
imply, however, that the meaning of generic terms is acquired before the
meaning of the corresponding hyponyms. For instance, one is likely to
acquire the meaning of fork, spoon, and knife before one acquires the
meaning of cutlery. Another important feature of nuclear words is that
they have a wide collocational range. This is to say that the more 'core' a
lexical item is, the more partnerships it will contract with other items.
From the fact that nuclear words are generic, it follows that they have the
property of extension, i.e., the power to create new words and new

meanings2. This test can be made by checking the number of words derived
from the same stem in a dictionary or just the ways in which a word is
extended. Finally, some nuclear words have obvious antonyms, e.g.,

clean/dirty, good/bad, wife/husband, dead/alive, etc.

Nonetheless, the above tests have no prior or exclusive claim to the
determination of core vocabulary. Core vocabulary could also be

2 Extension is here used in a different sense from Hurford and Heasley's (1983) mentioned earlier in
Section 1.3.1.
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understood as vocabulary which is, for example, used by most speakers
with greater ease or which is perceptually salient. Core vocabulary clearly
has pedagogical implications for the learnability and teachability of the
lexicon. As Stubbs (1988 : 99) points out, the idea of basic vocabulary must
underlie all vocabulary teaching and, in fact, underlying some such lists is
a concept of usefulness of different words. Because of their neutrality,
simplicity, frequency, and their being known by all normal adult native
speakers, nuclear words should be easier and more indispensable to learn,
easier and more useful to teach than non-nuclear ones.

Lyons (1981b) makes a similar distinction between basic and non-basic
expressions. He uses basic in two senses :

(i) To refer to those words with comparatively high frequency of
occurrence in everyday, non-technical, usage. Although the high
frequency of an item is no guarantee for usefulness, there is a

significant correlation between the two. Yet the contents of frequency
counts should not be accepted uncritically or used dogmatically to
dictate lexical grading. For example, an item of low frequency may be
vital if it is the only word that expresses a particular semantic value
and cannot be paraphrased easily (Gairns and Redman, 1986).

(ii) To refer to those words that can be used to define a greater proportion
of the total vocabulary and to construct more systematic sets of
interconnected definitions. Lyons (1981b : 64) argues that basic English
has a vocabulary of 850 lexemes which are held to be sufficient for
the definition of other lexemes of Standard English. He also stresses
that many foreign-language manuals restrict themselves to what they
consider to be basic, in the sense of being sufficient for everyday
purposes.

However, a core vocabulary is in no sense a version of a lexical syllabus.
What it does is to define a set of words which will in normal circumstances

be known by native speakers, and to suggest ways of structuring learning
and teaching so that vocabulary can be extended in principled ways. Carter
(1987c : 188) stresses that teaching vocabulary requires constant reference to
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the notion of certain words being more nuclear and basic than others. The
most direct application of coreness in vocabulary is text readability.
Research on readability has found that vocabulary (as measured by word
familiarity, word frequency, word length in syllables and letters,
abstractness of words or difficulty of concepts) has a higher correlation with
comprehension difficulty than syntax and other structural and
organisational factors (see Chall, 1987; Stubbs, 1988).

1. 4 Psycholinguistic and SLA Considerations on Lexis

1. 4.1 Lexis in Second Language Acquisition Research

Although there appears to be little work done on the study of cognates3,
lexis has never disappeared entirely from the attention of language
specialists, both linguists and language teachers. However, the period
between 1950 and 1980 saw little flourishing work in the area of lexis which
happened to be regarded as peripheral to language study. Consequently, in
the last decade and a half or so, many researchers have expressed their
concern about the comparative neglect of lexis in Second Language
Acquisition (SLA) research, although most of them acknowledge that
growing attention has recently been turned to the problems of vocabulary
in second language learning and teaching (Beheydt, 1987; Channell, 1988;
Gass, 1988; McCarthy, 1984). Levenston (1979) goes even further to suggest
that research in lexis is being discriminated against while Meara (1980,
1984) argues that there are no clear theories of vocabulary acquisition and
that most of the main sources either completely ignore the question of
learners' lexical problems or treat them in a superficial manner. Much
more recently, Aitchison (1988) also notes that no concerted effort has been
made to explore universal principles of lexical organisation even though
there is a considerable amount of work on a variety of topics.

3 There is a noticeable lack of descriptive work on cognates in general and much of the research done on
the subject is mostly concerned with highlighting pedagogical problems for certain groups of learners,
most of the time students of cognate languages (e.g., Anthony, 1952; Browne, 1982; Hammer, 1975; Kelly,
1991; Macaulay, 1966; Moss, 1992). Some psycholinguistic studies on cognates have been carried out
investigating the processes involved in lexical activation and word recognition (see Carroll, 1992) and
bilingual lexical representations (see Cristoffanini et al., 1986).
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To date, there still is a noticeable paucity of substantial psycholinguistic
research into the semantisation of foreign language vocabulary and into
the principles of the organisation of the mental lexicon. There is still a long
way to go before the sophistication reached at other linguistic levels is
achieved (Carter, 1987b) since 'there are few, if any, explicit theories about
the acquisition of the lexicon and little knowledge about what kinds of
mental mechanisms or input information are needed for lexical
acquisition to take place' (Gass and Schachter, 1989 : 201). Hudson (1989 :

222) also notes that 'a systematic model of how meanings of words are

acquired is still absent from the field'.

Yet there are clear signs from recent SLA research that there has been a

growing effort to reverse the acknowledged neglect. In his introduction to a
recent issue of the AILA Review whose principal concern is vocabulary
acquisition and learning, Carter (1989), after consideration of the body of
work now available, states that vocabulary is no longer regarded as the
Cinderella of SLA research :

It can now be claimed that vocabulary is no longer a neglected aspect of language teaching
and learning and is no longer a victim of discrimination by researchers who for a
considerable period of time deemed syntax to be the sole core of processes of language
development (Carter, 1989 : 5).

This view is also shared by Arnaud and Bejoint (1992) in the introduction
to their volume devoted to issues of vocabulary description, vocabulary
teaching, and vocabulary learning. Research on lexis and vocabulary ranges
from psycholinguistic and pedagogical considerations on vocabulary
acquisition (e.g., Carter, 1987b, c; Carter and McCarthy, 1988), the study of
lexis in interlanguage (e.g., Meara, 1984; see Chapter Three, Section 3.6 for
an extended discussion of interlanguage lexis) to the study of the mental
lexicon (e.g., Aitchison, 1987; see Sections 1.4.3 and 1.4.4 for the discussion
of the organisation of the [bilingual] mental lexicon).

Additionally, there have been many other attempts to re-evaluate the role
of vocabulary in language teaching (e.g., Judd, 1978; Lord, 1974; McCarthy,
1984; Richards, 1976; Rivers, 1981). Vocabulary teaching problems and
approaches have also been highlighted in a number of textbooks and
handbooks (see Allen, 1983; Celce-Murcia and Rosenzweig, 1979; Gairns and
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Redman, 1986; McCarthy, 1990; Morgan and Rinvolucri, 1986; Nation, 1983;
Rudzka et al., 1982, 1985; Taylor, 1990; and Wallace, 1982). Meara (1983,
1987) evaluates and synthesises the work done on vocabulary in two
volumes of annotated bibliography. Special mention should also be made
of Nation's (1990) most recent publication in which he carefully examines
the underlying principles of vocabulary acquisition including the most
effective learning and teaching techniques currently available. It offers a
unified approach to vocabulary acquisition drawn on the large amount of
research, experimentation and classroom experience of teachers and
researchers over the last century, suffice it to mention that his bibliography
comprises over 900 items.

It should be acknowledged, however, that this bulk of research in applied
linguistics which focuses on the study of lexis and the problems of the
learnability and teachability of the lexicon was made possible by a parallel
substantial development of the formal study of word structure and word
meanings in morphology and semantics (Stern, 1983 : 132). Between about
1930 and 1955, many linguists were arguing that the nature of meaning was

problematic and Chomsky (1955 : 141) claimed that 'meaning is a

notoriously difficult notion to pin down'. During the sixties, however, it
was increasingly recognised that, since language cannot function without
meaning, linguistics must pay attention to the problem of meaning.
Nonetheless, this was not going to be an easy task because, as Lyons (1981a :

136) points out, philosophers have debated the fundamental question as to
what we mean by 'meaning' with particular reference to language for over
2,000 years but have failed to produce a satisfactory answer.

Psycholinguists and SLA researchers do not regard lexical knowledge as a
monolithic phenomenon. In particular, they make a distinction between
learners' active/productive and passive/receptive knowledge of words and
their meanings. These notions constitute the subject matter of the next
section.
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1. 4. 2 Active/Productive vs. Passive/Receptive Lexical Knowledge

If the notion of core vocabulary implies that some words are more useful
and communicatively more readily deployable than others (see Section
1.3.3), it follows that nuclear vocabulary is, in some sense, related to the
concepts of active/productive vs. passive/receptive vocabulary. There is no
single person who knows all the words making up his/her language nor

anyone who needs to know them all in order to use a language effectively.
Exactly how many words one needs to know to communicate satisfactorily
or actually knows is difficult to determine. It is estimated, however, that
the number of active words used by an educated person is around 30,000
while the number of passive words is much higher and could amount to
about 250,000 (Aitchison, 1988 : 356). Since education normally involves
learning specialised and metalinguistic terminologies, an uneducated
person's overall vocabulary will be lower than that of an educated person.

People often do not know the meaning of a word in their language. Yet
such ignorance may not matter. An incomplete grasp of lexical meaning
may not hamper comprehension as long as the reader or listener globally
understands what is being described in the utterance or discourse. After all,
as Johnson-Laird (1987 : 199-200) points out, we need not retrieve all the
semantic information that we possess about words to comprehend speech
or written texts and if we lack some information, the gap may go unnoticed
where it is not crucial to decoding the message.

It is generally claimed that second language learners' receptive competence
is always higher than their productive competence. In terms of lexical
knowledge, productive competence consists of foreign language words that
the learners have learned at some stage in the learning process and that
they can understand and use. Receptive lexical knowledge, on the other
hand, consists of productive vocabulary plus foreign language words that
the learners have not yet come across before, either in speech or in writing,
but which they can nonetheless understand when they have to infer their
meaning from context. Channell (1988 : 84-5) underlines that both for LI
and L2 acquirers, many vocabulary items never become part of productive
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competence, but rather remain part of receptive competence. Moreover,
words are normally known passively before being actively used.

It would be incautious to assume that what matters for a language learner
is only productive or active knowledge. There are certainly activities such
as writing and speaking in which the learner by and large relies on his
active knowledge because he has to use words whose meaning he is sure of
and avoid those which are either unknown or vague to him. Blum-Kulka
and Levenston (1979 : 401) point out that when the learner has a passive
knowledge of lexical alternatives but fails to exploit the distinctions in his
own speech or writing, he will resort to avoiding them (the use of the
avoidance strategy will be evidenced in Part Three of this study). However,
listening and reading comprehension activities normally require the
learner to make as much use as possible of his receptive or passive
knowledge.

There is a widespread view among psycholinguists that there is a high
correlation between text readability and vocabulary knowledge. Brown
(1958 : 82) notes that when one comes upon an unfamiliar word or phrase
in reading, he has a sensation of derailment and the usual smooth reading
flow and process are interrupted. Crow and Quigley (1985) contend that it is
a passive knowledge of vocabulary that is needed for reading and that a
weak passive knowledge is a serious problem for ESL students who need to
read university level material. Chall (1987), in her research on vocabulary
knowledge and text readability, claims that every study on reading
achievement points to the importance of vocabulary knowledge, both word
recognition and decoding and word meanings. She also suggests that gains
in word meaning can come from reading if the level of difficulty of
textbooks is slightly above the students' abilities. That is to say that the
growth of receptive vocabulary can be enhanced by comprehensible input
from the teacher.

While knowledge of core vocabulary is essential for optimal
communication, it has been observed that children's everyday vocabulary
does not prepare them for reading the unfamiliar academic vocabulary in
school textbooks (Stubbs, 1988 : 99). In fact, the major portion of students'
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productive vocabulary is made up of the so-called core vocabulary,
especially at the beginning and intermediate stages.

Yet active vocabulary and passive vocabulary are not automatic polarities
because it is quite difficult to determine precisely which words one knows
fully and which ones he only partially or vaguely knows. In fact, 'for the
majority of words, meanings in the mind are fuzzy, not fixed', and for
many words, 'it is impossible to specify hard-core semantic information
and to distinguish between essential and encyclopaedic knowledge'
(Aitchison, 1987 : 49-50). The distinction between passive and active
vocabulary should therefore be regarded as a continuum between potential
ability to take cognisance of new words and actual knowledge of words.

Receptive vocabulary has often been associated with one's ability to
comprehend text materials or speech portions containing new words.
Receptive lexical knowledge, in this sense, is the reader's or listener's
ability to infer the meanings of the new words by making inferences and
informed guesses using all sorts of contextual and linguistic clues and
cognitive strategies available. However, as Nation and Coady (1988 : 102-3)
stress, a distinction should be made between guessing the meaning of a
word from the use of contextual clues and the learning or retention of this
meaning. On many occasions, learners are able to guess the meanings of
unknown words from contexts but fail to learn and retain either the form

or the meaning of those words for subsequent productive purposes.

Productive vocabulary, on the other hand, is not a monolithic
phenomenon in that one does not have to know all the possible meanings
of words (e.g., polysemous words) in order to communicate successfully. A
related notion, real vocabulary, has been introduced in the literature to
refer to foreign language words that learners have learned at some stage in
the learning process and that they can either only understand, passive real
vocabulary, or both understand and use, active real vocabulary (Palmberg,
1987:201).

In conclusion, it is very difficult to measure a person's vocabulary
meaningfully, partly because of this problematic distinction between active
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and passive vocabulary, partly because of the possibility of knowing
different amounts of details about any given item, and partly because of the
possibility of knowing more vocabulary relevant to an area of experience
than another. Thus measures based on just one kind of vocabulary do not
give a sound basis for estimating an individual's overall vocabulary.

A number of issues with respect to the structure of vocabulary, the
complexity of word meaning, and lexical knowledge have now been raised.
An important question which arises from the foregoing observations
relates to how words and meanings are packaged and arranged in the
human brain and why they seem to be easily and quickly retrieved from
the mental lexicon when communication takes place. These issues are
looked at in the next section.

1. 4. 3 The Mental Lexicon : Lexical Organisation, Access, and Retrieval

It is legitimate to wonder how hundreds of thousands of words and their
meanings are stored in people's brains. First, there is a considerable
amount of information which is associated with each lexical item and

existing dictionaries, even the largest, only specify lexical items
incompletely. Second, despite the immense size of the language
vocabulary, people are able to recognise and retrieve the appropriate words
with their appropriate meanings which fit a particular context of
communication in a relatively short time, without significant effort and
difficulty.

In all languages, there are many words whose meaning we know perfectly
and whose usage we are totally confident about but which we are not able
to explain and define in clear and satisfactory terms. There is no fixed
meaning in the mental lexicon and Jackendoff (1983 : 109) maintains that
word meanings must be treated as internalised mental representations.
Aitchison (1987 : 40) refers to this phenomenon as the fuzzy meaning
hypothesis. She argues that words cannot be assigned a firm meaning and
that word meanings cannot easily be pinned down. In her opinion, for
many words, it seems to be impossible to identify firm hard-core semantic
information. She also stresses that the meanings of a large number of
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words overlap in such a way that there is no firm boundary between the
meaning of one word and that of another and that the same word often
applies to a whole family of things which have no overall common
characteristic.

However vague and fluid word meanings appear to be, words and their
meanings are assembled and stored in the human brain in such a way that
they form a huge network of complex lexico-semantic information and
sense relations called the mental lexicon. The lexicon is defined by Levelt
(1989 : 182) as 'a repository of declarative knowledge about the words of [a
speaker's] language'. Miller and Johnson-Laird (1976 : 166), on the other
hand, regard it as 'a set of subroutines that can be called when different
words are used'. Two other researchers, Emmorey and Fromkin (1988 :

124), define the mental lexicon as the component of grammar that contains
all the phonological, morphological, semantic, and syntactic information
that speakers know about individual words and/or morphemes. Of course,
psycholinguists characterise the lexicon in a variety of ways, depending on
their theoretical interests. In this study, the lexicon means the store of
words and the variety of information associated with them which a

language user can draw upon, both productively and receptively.

The large number of words known by humans and the speed with which
they are located point to the existence of a highly organised mental lexicon
(Gairns and Redman, 1986 : 87). When one listens to somebody else's
speech, one has the impression that the speech is just a natural flow of
continuous sounds, the production of which does not involve any effort or
thinking. This suggests that human word store is systematically organised
to ensure fast and accurate retrieval. If we assume that words are carefully
and systematically organised in the mental lexicon and not heaped
randomly, we commit ourselves to answering an important question,
namely, how the mental lexicon is organised. As Aitchison (1988 : 356)
points out, universal principles of lexical organisation is a topic that has
not caught the imagination of people working in the framework of
language universals. While the last decade has witnessed an increasing
concerted effort on the underlying principles of Universal Grammar (UG)
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theory, no such equalled effort has been devoted to the organisation of the
lexicon.

Nonetheless, results from research already carried out have generated
some insights into the organisation of the mental lexicon and a detailed
picture of how the mental lexicon works is now beginning to emerge,

although much remains speculative (see Aitchison, 1987, for a survey).
We will look at the phonological, morphological, and semantic aspects4, as
these correspond to the various hypotheses put forward by psycholinguists
on the structure of the mental lexicon.

There is clear evidence from research findings that the mental lexicon is
phonologically organised. It is argued that beginnings and endings of words
seem more prominent in storage and more likely to be remembered than
other sections of the word which one might expect to be prominent, such
as stressed vowels. Aitchison (1987) refers to this as 'the bathtub effect'5 and
she claims that similar beginnings, endings, and rhythmic patterns are

closely linked and likely to be tightly bonded and clustered together. In
their studies of malapropisms, Fay and Cutler (1977) and Cutler and Fay
(1982), (see also Hurford, 1981), propose that words are arranged on

phonological basis from left-to-right and listed in such a way that
neighbours most closely resemble one another. Phonological addresses are
on the basis of the initial part of their structure, and lexical searches are
assumed to be localised, that particular types of errors can occur. In
particular, malapropisms tend to be based on the initial part of the word
rather than the middle or the end. This is so because there is some random

selection among items in the same neighbourhood which are activated
because of their sound similarity.

A similar research conducted by Aitchison and Straf (1982) suggests that the
general rhythmic pattern of the word is also usually remembered and

4 These three aspects will also be adopted as the essential linguistic properties of cognates in Chapter
Two. The phonological and morphological aspects will be dealt under the heading 'Form
correspondence' in Section 2.4.1 and the semantic aspect under the heading 'Semantic correspondence' in
Section 2.4.2.

5 This was first pointed out by Brown and McNeil (1966).
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categorises malapropisms according to the following variables : number of
syllables, stress pattern, initial consonant, final consonant, and stressed
vowel. Meara (1982) and Meara and Ingle (1986) have shown that second
language learners are more likely, when recalling words, to make errors on
consonants in medial and final positions than on consonants in initial
positions. Henning (1973) has also produced evidence that beginning
learners are more likely to make lexical errors according to the sound
shapes of words, substituting, for instance, pin and pain, whereas advanced
learners are more likely to substitute semantically-related errors.

Further evidence for the phonological arrangement of the lexicon comes
from misinterpretation studies and studies of slips-of-the-tongue. A
number of researchers (see Bond and Games, 1980; Bond and Robey, 1983;
and Games and Bond, 1975) have studied the properties of misheard
speech from naturalistic monolingual data, in which the speaker utters
certain words but the listener mishears the input and understands different
words. These researchers thus argue that various types of errors can be
explained by assuming that listeners employ phonological knowledge in
recognising words, such as knowledge on phonological constraints or

syllable structure, and syllable simplification such as consonant cluster
reduction, unstressed syllable deletion, or stress parameters.

In Marslen-Wilson (1989), the editor himself and his fellow contributors
have argued in a number of papers that the process of activation of lexical
entries occurs in a continuous fashion, very rapidly and from the
beginnings of words. According to the Cohort Model, a stimulus can lead to
the activation of multiple entries as it is processed :

The process begins with the multiple access of word candidates as the first one or two
segments of the word are heard. All the words in the listener's mental lexicon that share
this onset sequence are assumed to be activated. The initial pool of active word candidates
constitute the word-initial cohort, which represents the primary decision space within
which the subsequent process of selection will take place. The selection process itself is
based on a process of successive reduction of the active membership of the cohort of
competitors. As more of the word is heard, the accumulating input pattern will diverge from
the form specifications of an increasingly high proportion of the cohort's membership
(Marslen-Wilson, 1989 : 7).

This research supports the hypothesis that the lexical entry addresses are
based on the representations of the sounds of words. According to the
Cohort Model, the lexicon can be conceived as a set of entries containing
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the structure information associated in long-term memory with each word.
Each lexical entry is associated with a 'recognition element', that is to say, a

representation which can be activated by a detection mechanism
examining input stimuli. The recognition element is here referred to as the
entry's address and during speech comprehension, the contents of the
entries become available when addresses are activated.

It appears therefore from research findings that the phonological
component of the mental lexicon is organised essentially in accordance
with the needs of word recognition. There is clear evidence that initial and
final sounds of words are more easily remembered than intermediate ones
and that phonological errors often occur within words having sound
similarities in the same phonological environments.

As far as morphological aspects are concerned, most research (e.g.,
Caramazza et al., 1988; Jarvella and Meijers, 1983) has discussed whether
word stems are stored separately from affixes in the lexicon. There seems to
be a broad division of the lexicon into two categories of open and closed
class items6 corresponding to the content-function dichotomy, but
including in the closed class bound forms such as inflectional affixes for
number and tense. It is the open class that is generally regarded as the
'lexicon proper'. Aitchison (1987) argues that inflectional affixes are usually
added on as needed during speech but derivational prefixes and suffixes are

already attached to their stems. This is consistent with Levelt's (1989 : 183)
view in his description of the relations that are relevant to language
production. He argues that the various inflections of a verb (e.g., eat, eats,
ate, eaten, eating) are items belonging to the same lexical entry but
derivations (e.g., act, action, active, actively) are different lexical entries.
According to Cutler et al. (1985), speakers can disassemble morphologically
complex words and create new ones, using a variety of devices which vary
from language to language, although some of them are common to most
languages.

Regarding the semantic organisation of the lexicon, there is a clear
grouping of words according to a variety of relations. Aitchison (1987)

6 Aitchison (1987 : 106 ) states that some of the evidence for this division is disputed.
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holds that words seem to be organised in semantic fields within which
there are two particularly strong types of link : connections between co¬
ordinates (words which cluster together on the same level of detail such as
red, white, blue, green or antonyms like left/right, good/bad) and
collocational links. Levelt (1989 : 183) distinguishes between two kinds of
relations among lexical entries in the mental lexicon : intrinsic and
associative. Intrinsic relations can be semantic, morphological,
phonological, but Levelt's view is that there is no convincing evidence as

yet for syntactically determined relations. He argues that meaning-based
connections between lexical items are, for instance, sense relations which
link items in semantic fields. Associative relations, on the other hand, do
not necessarily have a basis in their semantic properties but their basis lies
in the frequent co-occurrence of the items in language use (e.g., accident,
injury, death). However, intrinsic and associative relations are not in any
case mutually exclusive because some intrinsic meaning relations, such as
those in semantic fields, will also develop strong associative relations, and
meaning related items tend to co-occur in discourse. It is also claimed that
strong links exist between the words which make up idioms. Idioms appear
to be treated by humans as if they were ordinary, lexical items and cause no

special processing difficulty (see Gibbs and Gonzales, 1985; Swinney and
Cutler, 1979) despite the fact that they are 'semantically opaque' (Cruse,
1986).

In conclusion, the organisation of the mental lexicon is not monolithic.
Various psycholinguists (e.g., Emmorey and Fromkin, 1988; Fromkin, 1987)
have argued for a 'multiple-lexicon' view of storage by postulating that
there is a 'phonological lexicon', a 'morphosyntactic lexicon', and a
'semantic lexicon' whose elements are cross-indexed to form the entry of a

given word. The lexical knowledge is not stored in one place but is
represented in different sub-lexicons containing information about the
phonological, morphological, semantic, and syntactic [although Levelt
(1989) argues that there is no evidence as yet for syntactically determined
relations] properties of words. These sub-lexicons interact during language
production and comprehension.
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Of course, the lexicon is organised in such a way that it allows easy access
and retrieval of lexical information during performance. Forster's (1976)
'Search Model of Lexical Access' claims that the lexicon has to be accessed

under three rather different conditions : when reading, listening, and
talking (writing being probably the fourth). These three activities would
seem to require that lexical items be organised according to orthographic
properties (when we are reading), phonological properties (when we are

listening), and semantic and syntactic properties (for the purpose of
sentence production). However, this does not imply that the same set of
entries would be organised in three different ways. According to Forster
(1976), there is only one lexicon proper, which he refers to as 'the master
file' in addition to which there are peripheral access files, one organising
words by orthographic properties, one by phonological properties, and one

by semantic and syntactic properties. Accessing the entry for a word in the
master file is accomplished by finding the entry for that word in the
appropriate peripheral access file.

Morton's (1979) model of word recognition - the logogen system - also
proposes a compartmentalised mode whereby a visual stimulus (cf.
orthographic properties of an item in Forster's model) leads to visual
evidence for a logogen7 through visual analysis of words, an auditory
stimulus (cf. phonological properties in Forster's model) leads to acoustic
evidence through acoustic analysis of words, and the cognitive system
supplies semantic cues (cf. semantic and syntactic properties in Forster's
model), all the three processes contributing to making the appropriate
response available.

Several other researchers (e.g., Kempen and Huijbers, 1983; Levelt and
Schriefers, 1987) argue for an interactive model of word recognition and
retrieval. According to them, lexical items consist of two parts, the lemma
and the morpho-phonological form or lexeme. In the lemma the lexical
entry's meaning and syntax are represented, while the morphological and
phonological properties are represented in the lexeme. The information

7 A logogen is not a word but the device which makes a word available as a response and it does so by
collecting evidence that the word is present as a stimulus, appropriate as a response, or both.
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from the lexicon is retrieved in two phases : semantic activation precedes
form activation. The lemma information of a lexical item concerns both

conceptual specifications of its use, such as pragmatic and stylistic
considerations, and morpho-syntactic information, including the lemma's
syntactic category and its grammatical functions, as well as information
that is needed for its syntactic encoding, such as tense, mood, case, gender,
number and pitch accent. The activation of the lemma immediately
provides the relevant syntactic information which in turn activates
syntactic procedures. The selection of the lemmas, and the relevant
syntactic information, leads to the surface structure information. While the
surface structure is being formed, the morpho-phonological information
belonging to the lemma is activated and encoded.

It appears therefore that the theory of the organisation and the processing
theory of the mental lexicon are linked, albeit distinct. The grouping of the
items in the lexicon according to a variety of properties (as outlined above)
must provide structures which assist the remembering of large numbers of
items. Since this study is concerned with individuals who speak more than
one language, we also need to look at the principles of the organisation of a
bilingual lexicon.

1. 4. 4 The Bilingual Lexicon

Research in psycholinguistics has endeavoured to investigate the
principles of the organisation of the bilingual lexicon and lexical access in
bilinguals (see Caramazza and Brones, 1982; Cutler and Fay, 1982;
Cristoffanini et al., 1986; and Kirsner, 1986). In second language acquisition,
theorists have argued and continue to argue whether bilingual individuals
have two separate stores of information in long-term memory, one for
each language, or a single information store accompanied by selection
mechanisms for using LI and L2 (McLaughlin, 1984). This relates to
Meara's (1982) question, quoted in the Introduction, namely, 'what does an
L2 learner's mental lexicon look like and how does it differ from that of a

monolingual native speaker?'.
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Some researchers contend that one who has become proficient in two
languages possesses two linguistically different systems either of which can
be used at will (Haugen, 1956; Lambert et al. 1959; Weinreich, 1953). Those
holding this view argue that if it were otherwise, bilinguals would
continuously mix up their languages when speaking, with the result that
their monolingual interlocutors would grasp only fragments of their
speech. Neufeld (1976), on the other hand, maintains that a bilingual does
not possess two separate lexical lists, but one in which the words of the two
languages are incorporated. Further evidence comes from Kirsner et al.'s
(1984) series of experiments involving English-Hindi and English-French
bilinguals. Their findings suggest that although the unit of lexical
representation is language-specific, the units function in an integrated
network. Kirsner (1986) holds that morphology rather than language
determines the boundaries in the bilingual lexicon and that contact
between lexical representations involves access to a language medium; the
character of this medium is nonetheless unclear.

When we look at the question of how L2 vocabulary is integrated with LI
vocabulary, we are bound to raise the issue of language transfer (see
Chapter Three). The view that a bilingual individual has one common
lexical store can accommodate the theory of transfer. If bilinguals had a

separate store of information maintained in each language, they would
select information for use appropriate to the language context of the
language used at the time. Transfer of information acquired in the LI to L2
applications would be difficult because of the independence of the two
memory systems. An individual at the early stages of proficiency in the L2
would either have to translate information from the LI to the L2, or to

relearn information in the L2 capitalising on existing LI knowledge where
possible.

Nevertheless, bilinguals, at least those who qualify as what sociolinguists
call 'ambilinguals' ('perfect' bilinguals), have the ability to operate within
the boundaries of either language without the slightest sign of language
mixture or interference. The concept of linguistic and psychological
independence as set forth by Macnamara (1971) seems quite relevant since
bilinguals are able to choose at will the language they wish to speak and to
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voluntarily make use from one to all of the normal operations of code-
switching.

De Bot (1992) points out that the question is no longer whether the systems
are different or not, but under what conditions and for which parts of the
lexicon they are separated. He proposes a plausible solution somewhere
between the two extremes. He suggests that elements and knowledge of the
two languages may be represented and stored separately for each language
or in a shared system depending upon a number of factors, the most
important of which seem to be the linguistic distance between the two
languages and the level of proficiency in the languages involved. Bilingual
individuals who speak two closely related languages will for the most part
use the same procedural and lexical knowledge when operating in either of
the two languages, while bilinguals whose languages are not related appeal
much more to language-specific knowledge. This view is consistent with
Paradis's (1987 : 16) hypothesis that 'cerebral representation of bilingualism
would be on a language pair-specific continuum, ranging from a bi- or

multi-register unilingual to a bilingualism involving two related
languages'.

The level of proficiency is yet another important parameter which
influences the storage and retrieval of knowledge about two languages in a

bilingual's brain (see Grosjean, 1982; Hakuta, 1986). Kerkman's (1984)
research shows that balanced bilinguals, say, lecturers in English at
university, store the two languages separately to a greater extent than non-
balanced bilinguals, say, students of English at secondary school and at
university. Paradis's (1987) neurolinguistic research with bilinguals
proposes four options for explaining the organisation of the bilingual
lexicon :

(i) The Extended System Hypothesis, which holds that there is no separate
storage for each language : elements from a second language are

incorporated into the first language system.
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(ii) The Dual System Hypothesis, which assumes that there are two
separate systems, one for each language, with separate phonemes,
rules, and words.

(iii) The Tripartite System Hypothesis, which holds that language-specific
elements are stored separately and joint elements, such as cognates,
together.

(iv) The Subset Hypothesis, which claims the use of a single storage
system where elements of each language form a de facto separate
network of connections and thus a sub-system within a larger system
that comprises both. In other words, elements from one language
will be more strongly linked to each other than those from another
language, this resulting in the formation of subsets which appear to
consist of elements from the same language, and which can be
retrieved separately. De Bot (1992) argues that one of the factors
which influence the extent of the relationship between elements and
how these links work is the degree of their semantic relatedness.

In his adaptation of Levelt's (1987) model for speech production to
bilingual production, de Bot (1992) suggests that while Levelt's assumption
that the 'Conceptualised is language-specific might be true of the micro-
planning stage, macro-planning might be language-independent. However,
the question arises as to how the model would handle lexical gaps.

Regarding the 'Formulator' in Levelt's model, de Bot (1992) proposes a

separate processing system for each language whereby lexical items are
selected from a common lexicon 'in which items are connected in

networks which enable subsets of items to be activated'. Moreover, unlike
in the monolingual case, lemmas may be tied to a single form, but link
with various characteristics depending on the languages involved. The
different 'Formulators' then pass their speech plan to a common
'Articulator', which is not language-specific and which stores the possible
sounds and prosodic patterns of the person's languages; this single storage
may be the cause of the high degree of phonological interference observed
in much of L2 production, except in the case of a balanced bilingual.
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Anderson's (1983, 1985) discussion of declarative knowledge in memory
raises three important questions concerning second language acquisition
and bilingualism : (i) whether some types of knowledge are more easily
transferred to L2 than others, (ii) how metalinguistic information is stored
and influences performance for bilinguals, and (iii) how meaning in two
languages is represented in memory and how transfer of knowledge in a
first language to second language expression takes place. McLaughlin (1987)
suggests that more proficient bilinguals and less proficient ones seem to
use different lexical processing strategies. The former make vocabulary
recognition errors that suggest semantic encoding, while the latter make
vocabulary recognition errors that suggest the use of acoustic encoding.

The notion of domain-specific language skills is consistent with the
argument for separate propositional networks and schemata associated
with each language. Cummins (1984) argues for a common underlying
proficiency in cognitive and academic knowledge for bilinguals. As far as

specific domains are concerned (e.g., professional and socio-cultural
domains), learners may acquire one or more of these domain-specific
capabilities in the L2 by direct exposure or through formal training, but be
ineffective in communication in other domains because of the highly
specific nature of the language involved. Therefore domain-specific
language proficiency may be constructed out of experience and not
established by direct transfer from LI knowledge. The educational
implication for second language learners is that concepts related to natural
categories such as science, mathematics, and technical subjects may be
easier to transfer to L2 than concepts related to culture-specific areas such as
literature or social studies, or concepts related to domain-specific
knowledge (O' Malley and Chamot, 1989).

There are serious problems that attend any discussion of bilingualism and
the organisation of the bilingual lexicon. First, it is not easy to measure

objectively individuals' bilingualism and many cases of research have been
carried out with subjects whose claims of fluency have not been validated
by an independent measure. Second, a distinction should be made between
bilingualism resulting from formal instruction, say, in second and foreign
language teaching environments, and bilingualism acquired informally

45



Chapter One On the Lexicon, Lexis, and Lexical Competence

and naturally from speech communities that have more than one LI since
the outcome of the two situations is generally different. Third, variation in
bilingualism may also have to do with the notion of psychotypology (this is
defined in Chapter Three, Section 3.4.3). One may hypothesise that being
bilingual in two genetically and closely related languages may have
different psycholinguistic effects as well as different schemata organisation
patterning from those of being bilingual in two unrelated languages. Thus
it appears that any discussion of the bilingual lexicon organisation should
take into account these parameters in order to avoid oversimplified
theorisation.

Since there is a core vocabulary that members of a given language
community draw upon for their everyday communication needs and that
there is a peripheral vocabulary that they seldom or only occasionally use

(see Section 1.3.2), and since a substantial language vocabulary remains part
of a person's passive/receptive vocabulary and never becomes part of his
active/productive vocabulary (see Section 1.4.2), we may assume that some
lexical items are learned and taught with more ease or difficulty than
others. The following section looks at the factors which facilitate or

complicate the learning and teaching of vocabulary items.

1. 4. 5 The Learnability and Teachability of the Lexicon8

1. 4. 5.1 The Notion of Easy and Difficult Vocabulary

According to Universal Grammar principles, all normal children acquire
and master their first language within the same length of time and with
the same degree of ease and difficulty. However, each language has
inherently and subtly marked aspects which depart from the usual neutral
form and central core in one way or another and which seem to be difficult
to learn because their possibility of generalisability is very remote.
Similarly, second language acquisition researchers do seem to acknowledge
that some features of language are easier to learn and to teach than others.
In other words, some aspects (phonological, syntactic, lexical, etc.) are more

8 The terms learnability and teachability are used in this study with the meaning of the extent to which
lexical items are learned with facility or difficulty depending on a variety of linguistic and extra-
linguistic factors to be specified in this section.
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'learnable' and more 'teachable' than others irrespective of the efficacy of
the learning and teaching conditions and strategies. Although learners and
teachers do seem to surmount most difficulties involved in their tasks,
their effort is often dwarfed by the complexity and haziness of some

linguistic areas which are inherently difficult to explore.

Language curricula designers and language teachers deserve credit for their
ability to structure the vocabulary of a language in such a way that lexical
items are systematically and methodically selected, grouped, sequenced,
and recycled in order to allow for a smooth and logical progression in the
teaching-learning of vocabulary. Perhaps there is a universal way of
organising the teaching-learning of vocabulary in such a way that students
from different geographical and educational backgrounds (who are

presumed to have the same level) roughly display the same vocabulary
competence and repertoire. Of course, learners from different backgrounds
will display culture-specific variations in their lexical competence.

One of the underlying assumptions in vocabulary teaching is that some
words are more difficult to learn than others. According to Haastrup (1989),
the secret may rest with the word itself, meaning that some words are

characteristically difficult (see the determining factors below) or,

alternatively, the secret may be discovered by looking at learner internal or
processing factors. A number of criteria for deciding about the degree of
ease or difficulty with which words and their meanings are learned and
taught have been identified and argued for by researchers who have a

special interest in vocabulary as a component of language teaching (Carter
and McCarthy, 1988; Nation, 1982). Nation (1982 : 18) accounts for word
difficulty in terms of the following variables :

... vocabulary may be difficult as a result of its pronounceability, its form, class or part of
speech, its similarity to known words, its being learned and tested productively or
receptively and the learner's level of language proficiency.

It is claimed that foreign words which are easy for an L2 learner to
pronounce are easier to learn even when he does not have to say them.
The difficulty caused by pronounceability could be counteracted by
ensuring that foreign words which are difficult to pronounce are not
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introduced until the learners have had practice with the sounds, sound
combinations and spelling used in those words. Word pronounceability
difficulty may also be a function of language relatedness. Learners from a

given linguistic background may encounter more difficulties in
pronouncing and learning most words in language x than they do in
language y while other learners from a different linguistic background
pronounce and learn the same words in language x more easily than they
do in language y. To put it differently, learners from different linguistic
backgrounds may perceive the vocabulary of language x as being marked or
more unmarked vis-a-vis the vocabulary of language y than the vocabulary
of language x vis-a-vis that of language z. Thus there is a continuum of
language markedness in terms of vocabulary characteristics which captures
degrees of language relatedness and, accordingly, degrees of vocabulary
learnability and teachability.

Word form and word class may also suggest useful clues which facilitate
the learning of some vocabulary items. Morphological decomposition, for
example, can help to identify the constituent morphemes of certain
complex words and students may be in a position to learn a large number
of new words by adding up the meanings of those morphemes. Rutherford
(1987 : 89-90) argues that knowledge of the syntactic and semantic properties
of words pertaining to a given grammatical category (e.g., for a verb, the
number, identity, and semantic make-up of its possible arguments) will
automatically mean knowledge of corresponding words in another
category (e.g., deverbal nouns). In the lexical set educate, education,
educational, and educationally, each of the four words belongs to a
different part of speech (verb, noun, adjective, and adverb) but their
meanings have to be extracted from that of the base verb educate. It also has
been observed that sesquipedalian (multisyllable) words are more difficult
to learn than simple and short ones and research has highlighted word
form as a significant factor in vocabulary learnability (Carter and McCarthy,
1988; Takala, 1984).

Words which are similar in form and meaning, often referred to as 'true
cognates', such as French-English officiel/official, table/table, long/long,
necessaire/necessary, and amuser/amuse are easier to learn than those
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which have no formal similarity. On the other hand, words which present
formal similarities but which do not have similar meaning in two
languages (false cognates) are difficult to learn as they are often sources of
'false friends'. For instance, French speaking students are likely to confuse
the French words librairie 'bookshop', lecture 'reading', and
eventuellement 'possibly' with the English words library, lecture and
eventually9.

The difficulty of vocabulary is also affected by whether the vocabulary is
learned productively or receptively. The point to be borne in mind is that
learning for productive purposes, especially in writing, goes hand in hand
with maximisation of accuracy and appropriacy. Productive learning
involves being able to recall what a foreign word globally means when the
word is seen or heard. Learning and teaching vocabulary productively is to
a large extent more demanding and difficult than doing so receptively
because being able to use vocabulary items by speaking or writing requires
knowledge of their usage, i.e., their meaning, their paradigmatic and
syntagmatic properties, and their pragmatic, registerial, and collocational
restrictions. Receptive learning of vocabulary does not necessarily involve
knowledge of all this information as most of it will be embedded in and
provided by the context of use.

A further non-negligible variable which accounts for vocabulary difficulty
is the learner's level of language proficiency. Certain words should not be
taught until learners have achieved a certain level of proficiency in the
target language because vocabulary learning strategies develop out of the
learning experience and in accordance with the characteristics of the words
already learned or taught. Different techniques and approaches should be
used to deal with learners of different levels because what is suitable and

successful with one group may lead to disastrous results with another
group.

The learners' level of language proficiency is therefore a key factor to take
into account while making decisions in selecting materials for vocabulary

9 In the experimental part of this research, it will be shown that the subjects involved in this study adopt
different strategies in using French-English true cognates and false cognates.
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teaching. Not only will the degree of difficulty and nature of activities
differ, but the teacher's expectations and guidance will largely depend on
whether he is dealing with beginners, intermediate or advanced learners
(Allen, 1983). Beginners can hardly infer word meanings from contexts or
from word morphology (these are, of course, two different strategies)
because their lexical competence is still embryonic. Therefore they depend
to a very large extent on the teacher's instruction. Intermediate and
advanced learners, on the other hand, should be encouraged and trained to
make informed guesses about word meanings by relying on contextual and
discoursal clues provided by the texts and the morpho-syntactic properties
of words.

Gairns and Redman (1986) propose a number of criteria for systematic
assessment of the vocabulary component in textbooks, one of which is
'expediency'. They argue that the classroom will often dictate the need for
certain vocabulary, without which the students may fail to understand
their teacher, fellow students or the activity they are supposedly engaged in
as a shared understanding of certain terms can be an asset. Gairns and
Redman (1986) are alluding to the notion of core vocabulary that we
discussed earlier in Section 1.3.3.

Finally, there are other variables whose impact on vocabulary learnability
and teachability is equally important. For instance, collocational meanings
and restrictions constitute an area of difficulty for L2 learners. Brown (1974)
points out that a native speaker knows that there is a high probability of
words co-occurring within a given text. Fie knows, for example, that if the
word intense is used, it will be followed by a word connected with heat,
light, energy, or feeling. However, it may take a great deal of time for an L2
learner to realise that a word which collocates with another is often found

in the same environment, that the distance between words that collocate
can be varied, and that collocation or linear co-occurrence of lexical items
occurs in very many different forms.

Another problematic area has to do with polysemous words for it is often
observed that many usage errors arise from incomplete knowledge of the
meanings of such words, some meanings having been acquired, others not.
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Also among the meanings that present considerable difficulty for the
learner are figurative and idiomatic meanings, often described as opaque

meanings. Semantic opacity refers to expressions which lack 'semantic
indicators' (Cruse, 1986 : 39). Kellerman's study10 (1979b) suggests that
idiomatic or figurative meanings of L2 words are perceived to be highly
marked by language learners. Figurative meanings constitute a category of
idioms and like them, represent meanings that are often linguistically
categorised in a language-specific fashion. In any language, they also
represent highly non-central meaning features of the semantic category
labelled by the word by which they are expressed and in that they involve
non concrete level of abstraction. Idioms are some whole groups of words
that must be taken together to establish meaning. They are sequences of
words whose meaning cannot be predicted from the meanings of the words
themselves (Palmer, 1981 : 36). Because idiomatic and figurative meanings
are not transparent, they are generally impenetrable for L2 learners and
constitute an exceptional area of difficulty for them.

Additionally, concrete items can be represented visually or demonstrated
simply (e.g., to hit, a table) can easily be dealt with more economically than
abstract items (e.g., experience, upset : Gairns and Redman, 1986 : 68; see
also Takala, 1984). The following section precisely concentrates on the issue
of 'referentiality'.

1. 4. 5. 2 The Learnability and Teachability of the Lexicon and the
Referential Theory of Meaning

The referential theory of meaning has an obvious impact on vocabulary
learnability and teachability. The underlying assumptions are :

(1) Learning and teaching new words representing new concepts is one of
the most difficult word-learning and teaching tasks students and
teachers can face (Graves, 1987 : 169).

10 See Chapter Three, Section 3.4.3, for the discussion of Kellerman's work in connection with the notion
of psychotypology.
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(2) Where the native language has no semantic equivalent to the target
word, i.e., where there is semantic void, learners cannot easily focus
on the undeveloped, or perhaps underdeveloped, concept and there is
no foundation on which learners can build their L2 knowledge. The
existence of a concept thus serves as the starting point from which
learners can figure out the semantic boundaries for a particular word
(Gass, 1988 : 99).

(3) Second language learners progress from perceptual to abstract
representation of semantic relations as a function of their lexical
knowledge and development, i.e., perceptual representation of
semantic relations precedes their abstract representation (Strick, 1980 :

155).

(4) The semantisation of abstract conceptions is difficult because no

perceptual or behavioural information may exist to sustain processing
the semantic information (Elshout-Mohr and van Daalen-Kapteijns,
1987: 55).

All the above views highlight the concept of 'imageability' (Nation, 1982 :

30), also called 'picturability-unpicturability' dichotomy (Corson, 1985 : 104),
as one of the determinants of vocabulary difficulty. Words which can be
matched with clearly definable and conceptualisable referents, concepts,
activities or attributes are usually easier to learn and to teach than those
which refer either to abstractions or to nothing at all. Most L2 learners and
teachers would confess that words such as car, eat, book, chalk, and big are

perceptually and semantically more salient, and, accordingly, more
learnable and teachable, than words such as imagination, belief, blurry,
clumsy, and philosophise. It does not follow, however, that words which
stand for concrete objects and concepts should be taught or learnt before
abstract words. What it implies is that different teaching and learning
strategies will be required to deal with referential meanings and abstract
meanings. The former type may be more economic in that, unlike the
latter type, they do not demand extensive contextualisation. Referential
words and meanings are also useful for explicating and clarifying the usage
of abstract words and meanings because both learners and teachers exploit
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conceptualisable semantic properties of perceptually salient dimensions to
illustrate non-conspicuous abstract dimensions.

There is also wide agreement among language teachers and SLA
researchers that most words acquire part of their meaning from their
various contexts of use. In other words, the meanings of most words are

easily semantised if they are embedded in meaningful contexts. The
following section looks at the role of context in the acquisition of
vocabulary.

1. 4. 5. 3 The Learnability and Teachability of the Lexicon and the Role of
Context

The relevance of the contextual theory of word meaning to the learnability
and teachability of the lexicon is perhaps greater than that of any other
theory. Most research work stresses that most vocabulary is acquired from
context. Beheydt (1987 : 61) explains why context is particularly important
for the acquisition and recognition of word meaning :

Learning vocabulary is not merely learning a fixed meaning for a specific form, it is much
more acquiring a process of meaning. As the learner is faced with different usages of the
same word, he is obliged over and over to change his interpretation, until he succeeds in
giving the word the same range of meanings as the native speaker. For the process of
vocabulary learning this implies that it is essential that the learner be provided with a
number of concrete representative usages of each word as the basis for the correct
semantisation of a word.

This quotation raises an important practical problem : if the majority of
words have more than one usage, to what extent can teachers contextualise
all possible usages of each lexical item? In addition to time constraints
imposed upon teachers, there are constraints inherent in the classroom
setting, especially in foreign language environments, which undermine
the scope and efficacy of formal instruction with respect to teaching word
meaning. We should admit that it is quite difficult, for instance, to teach
pragmatic and cultural meaning of words thoroughly since it is impossible
to create all the felicity conditions in which a word is used pragmatically
(that is, in genuine and natural social interaction) in the classroom. Equally
difficult to contextualise is the wide range of polysemous words for each of
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which dozens of definitions, some of which may largely overlap, are listed
in dictionaries.

In conclusion, learning vocabulary effectively is closely bound-up with a
teacher's understanding and a learner's perception of the difficulties of
words. There exist a number of parameters which account for the degree of
ease or difficulty with which a person learns new words. However, these
parameters are not definite indicators of easy and difficult words and
meanings because vocabulary learning is a many-sided issue. Word
meanings are learned in different situations, to different degrees of
completeness and with diverse learning outcomes. Further details on the
learnability and teachability of the lexicon are provided in Sikogukira
(1990).

1. 5 Summary

In this chapter, a number of important issues pertaining to the lexicon,
lexis, and lexical competence have been raised. It has been argued that
words are primarily carriers of meanings and indispensable tools for
communication. They are fundamental ingredients from which the sense
of an utterance, sentence or text is made up. It has also been underlined
that the terms 'word' and 'meaning' are used in so many ways in linguistic
inquiry that it is often necessary to indicate in what sense one is using
them. Particular attention has been paid to the fuzzy and indeterminate
nature of word meanings. It has been stressed that word meanings are not a
priori ready-made properties that we can easily and accurately manipulate
and describe. The vocabulary repertoire of a language has been depicted as a

complex network of semantic and formal relations in which each lexical
item is surrounded by a large number of other items which clarify and
delimit its sense.

Additionally, it has been pointed out that some words seem to be more

useful, more usable, more accessible, and more meaningful than others.
Such words have been referred to as core or nuclear vocabulary. Although
research on the notion of core vocabulary is still in progress, it already
suggests that it has obvious pedagogical implications for the learnability
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and teachability of the lexicon. Nuclear words seem to be easier and more
useful to learn and teach than non-nuclear ones.

A further important observation which has been made is that people need
not make use of all the words and meanings they know to communicate
effectively and that they use different sets of vocabulary and lexical
knowledge for productive and receptive purposes. These sets of lexical
knowledge are commonly called productive/active and receptive/passive
vocabulary. The former refers to the words that the learner has learned at
some stage in the learning process and that he can understand and use. The
latter, on the other hand, is often associated with the reader's or the
hearer's ability to infer the meaning of new words employed in text
materials or speech portions by making inferences using contextual and
linguistic clues and cognitive strategies available to him. However, it is
cautious to think of the productive vs. receptive vocabulary distinction as a
continuum because there are no clear-cut boundaries between the two.

Finally, some hypotheses for the organisation of the mental lexicon have
been mentioned. It has been noted that recent research claims that the

mental lexicon seems to be phonologically arranged on the basis of syllable
pattern, similar beginnings, endings, and rhythmic pattern of words. There
is also evidence that morphological, semantic, and syntactic properties of
words are important determinants of the organisation of the mental
lexicon and play an important part in accessing and retrieving words and
their meanings.

Concerning the organisation of the bilingual lexicon, two conflicting main
hypotheses are commonly held by different researchers. The first
hypothesis holds that a bilingual individual has one common lexical store
in which the two languages are incorporated while the second hypothesis
claims that bilingual individuals have two separate lexical stores, one for
each language, accompanied by selection mechanisms for LI and L2.
Regarding the learnability and teachability of the lexicon, it has been
underlined that some words present more difficulties to learners than
others and there are various factors (linguistic and extra-linguistic) that
make some words more learnable and teachable than others.
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CHAPTER TWO

LINGUISTIC DESCRIPTION OF FRENCH-ENGLISH
COGNATES

2.1 Introduction

In the previous chapter, we focused on linguistic, psycholinguistic, and
SLA issues pertaining to the lexicon, lexis, and lexical competence. We
need now to look at the lexical category selected for this study - French-
English cognates - from a linguistic perspective with the aim of clarifying
the concept of lexical cognateness and providing the answer to the first
research question we posed in the Introduction : What makes lexemes
qualify as cognates and what are the pervasive linguistic properties of
cognates? Therefore this chapter describes the linguistic properties of
French-English lexical cognates in terms of their origin, form, sound, and
meaning correspondences and contrasts. It also investigates how 'false
friends' come about as a result of semantic change and suggests the
usefulness of examining the cross-linguistic sense relations such as

synonymy, hyponymy, homonymy, and polysemy holding between
French-English cognates. Since sense relations normally hold between
lexemes in the same language, looking at sense relations cross-

linguistically is an unorthodox approach which we have adopted to try to
illuminate the problem of classifying types of cognates. This will help us to
assess the degree of semantic overlap and difference between various
categories of French-English cognate pairs, which is part of the first aim of
this study. The above three features have been adopted as exploratory and
classificatory devices in order to provide a systematic characterisation and
classification of cognates.

2. 2 Definition of Cognates

One feature that has created lively interest among vocabulary researchers is
the question of formal and semantic similarity. Broadly defined, semantic
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similarity/equivalence refers to two or more words having approximately
the same function, sense, and denotative meaning, although this may
often not coincide with formal similarity at the levels of orthography and
phonology. Formal similarity is here used to mean resemblance in form,
that is, the orthographic, phonological, and morphological structure of
lexemes, but not necessarily sameness in form. The label 'cognate' is a
blanket term for various categories of lexical items presenting formal
similarity and whose meaning may or may not overlap. There are,

nonetheless, some essential properties that cognates must have.

Many definitions of cognates have been suggested by various researchers
who have investigated the phenomenon of cognateness. However, the
difference between the various definitions appears to be a matter of
emphasis on different aspects of the phenomenon. This section examines
the definitions proposed by several scholars, pointing out their differences
and shortcomings and leading to the formulation of my own working
definition of cognates.

According to Kendrick (1943), the word 'cognate' derives from the Latin
term 'cognatus' meaning 'born together'. Applied to lexical items, it means
'having in common the same original stem or root, but differentiated by
phonetic changes in different languages'. The term can also be used loosely
to mean 'borrowed in one or more languages from the same word in
another language'. However, in the strictest sense, 'a word is a cognate only
if it had a parallel development with its mate in another language and
acquired the same prefix or suffix as the corresponding word'. The second
part of the latter definition is misleading because cognates do not have to
have suffixes or prefixes. It clearly appears that Kendrick's sets of
definitions highlight the historical dimension of the phenomenon of
cognateness.

A slightly different definition is offered by Banta (1981) who, through an

investigation of the teaching of German using English cognates and loan¬
words, defines cognates as words that show sound-meaning
correspondence indicating their historical relationship. According to him,
German Hand and English hand sound similar, although not completely
alike. They have similar meanings, although not completely; the English
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word is also used for that part of a clock that German calls der Zeiger. They
are cognates. On the other hand, he argues that German bald ('soon') and
English bald are spelt identically and 'sound almost similar', but bear no
resemblance in meaning and differ syntactically in terms of word class.
They are not cognates. Banta's argument that German bald and English
bald are not cognates because they bear no resemblance in meaning does
not hold because cognates do not have to have a resemblance in meaning
and, as we shall see in subsequent sections, a good number of cognates
have lost this resemblance as a result of semantic change in the course of
time. However, he is right to point out that cognates must not differ
syntactically in terms of word class (see also Section 2.4.2.3).

A more detailed definition is proposed by Gallegos (1983) who, like
Kendrick (1943) and Banta (1981), but more elaborately, insists on

etymological origin as an important criterion for cognateness. There is no
doubt that the etymological criterion plays a leading role in characterising
cognates, although we should not fall into what Lyons (1977 : 224) calls 'the
etymological fallacy' or the belief that the meanings of words can be
determined by investigating their origins. Gallegos's (1983 : 22-3), citing
Nash (1976), typology of cognates is entirely based on etymology. He
describes four types of cognates :

True cognates : These are words which are etymologically related and
whose semantic meanings [sic] and ranges of meaning completely or
almost completely overlap, e.g., English hotel and Spanish hotel; English
restaurant and French restaurant.

Deceptive cognates : These are words which are etymologically related and
whose semantic meanings [sic] and ranges of meaning only partially
overlap. An LI word splits into two or more translational equivalents in
the L2, one of which is formally similar to an LI word, e.g., English
approve means 'take a favourable view', whereas Spanish approbar
additionally means 'to pass' as in 'pass a test'; French experience stands for
both English experience and experiment.
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False cognates1 : These are words which are etymologically related but
whose semantic meanings [sic] and ranges of meaning do not overlap. The
distance between their respective meanings ranges from quite close to far
apart or even almost opposite, e.g., English auditorium (place for a large
gathering), Spanish auditorio (an audience), English stretch (to extend in
length), Spanish estrechar (to make narrow); English casualty (an
unfortunate happening), Spanish casualidad (chance), as 'chance meetings-
French tuteur means 'guardian' or 'caretaker' whereas its English cognate
counterpart tutor means 'lecturer' or 'teacher'.

Accidental cognates : These words have no obvious etymological
relationship between their pairs, but do have a striking similarity in form,
e.g., English juice (fluid of plant or fruit or vegetable), Spanish juicio
(judgement); English real (authentic, true), Spanish real (royal, regal);
English truckage (conveyance of cargo by truck) and French trucage
(trickery) have no etymological link. This category of 'accidental cognates'
should be regarded as peripheral to cognate lexis because, strictly speaking,
cognates must be etymologically related. However, as part of my working
definition, I will argue that this category should not be excluded from
consideration because, from a psycholinguistic and pedagogical point of
view, the learners' use of cognates does not seem to depend on whether
the resemblance is etymological or accidental.

Although Gallegos's (1983) definition of cognates appears more detailed
and perhaps more convincing than those of Kendrick (1943) and Banta
(1981), it is also in some sense incomplete because it excludes the criterion
of sound correspondence between cognate pairs.

Contrary to Kendrick (1943), Banta (1981), and Gallegos (1983) whose
definitions include the etymological dimension of cognateness, Carroll
(1992) appears to argue against etymology and genetic relatedness as a
characterisation of cognates. According to Carroll (1992), cognates must
have at least four essential properties :

1 Moss (1992) makes an interesting terminological distinction between 'false cognate' and 'false friend'
based on etymological origin. False cognate is used with reference to the etymological criterion and is
taken to mean the words that are similar in appearance but that are not descended from a common
ancestor. False friend, on the other hand, refers to those words that are cognates because they are
descended from a common ancestor, but are used in different senses in the two languages (having
gradually diverged in meaning over time). However, the expressions 'false cognate' and false friend' are
often used interchangeably, as is the case throughout this work.
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(i) They are always structural units,
(ii) They are words,
(iii) They may be but need not be semantically identical,
(iv) There is always some kind of formal resemblance between cognates.

She stresses, however, that none of these observations are in any way

necessary because languages can resemble one another through any of
several possible structural types (sound units, morphemes, or syntactic
units). Although Carroll's characterisation of cognates, at least from the
above four essential properties that she has suggested, does not make any

explicit reference to the phonetic and phonological dimension of the
phenomenon of cognateness, in her paper, she adopts 'the Cohort Model'
(discussed in Chapter One, Section 1.4.3) and argues that cognate-pairing in
the auditory mode is determined by acoustic-phonetic and/or phonological
properties of lexemes. She also does not include the etymological
dimension of the phenomenon of cognateness among what she regards as
'essential properties' of cognates because the aim of her paper is to define
cognates for psycholinguistic purposes, that is, based on the processes of
lexical organisation and word recognition, and, therefore, to argue 'against
traditional extensional definitions based on etymology and genetic
relatedness' (Carroll, 1992 : 93). She maintains that 'although learners
might possess etymological information about words ... this information
will normally play no role in cognate-pairing in speech interpretation or

speech production' (Carroll, 1992 : 97-8). However, it is not exactly clear
what it is that she means by 'structural units' in (i) and the term 'words' as
used in (ii) is vague (see Chapter One, Section 1.3.1 for the discussion of the
term 'word').

Finally, Boilot (1956) introduces a less transparent type of cognates which
he terms 'para-faux amis' (para-false cognates) and which he defines as
lexemes which, despite not having the same etymology or the same

orthography, express the same idea in most cases but differ in acceptability
in some other cases. He argues that it is impossible that two words,
allegedly equivalent in French and English, cover absolutely the same

range of meaning. For example, the verbs entendre and hear seem to mean

exactly the same thing at first sight. Yet a closer examination shows that
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what they share is only a 'core meaning' (sens souche) from which several
ramifications emerge, of which some correspond to each other and others
differ considerably. The following examples should clearly show that
entendre does not always mean hear and vice versa :

1. Entendre des temoins : to hear witnesses.

2. Entendez ma priere : hear my prayer.
3. Cette phrase peut s'entendre de deux fagons : this sentence can be
understood in two ways.

4. II entend le commerce : he is good at commerce.
5. II n'entend pas la plaisanterie : he does not like joking.
6. Ces deux freres s'entendent tres bien : these two brothers get along with

each other.

7. We hope our plea will be heard ('heard' means 'attended to').
Nous esperons que notre demande sera prise en compte.

8. I am glad to hear that things are better ('hear' means 'learn').
Je suis heureux d'apprendre que les choses vont mieux.

Finally, we can extend the notion of 'para-false cognates' to what may be
referred to as complexes or networks, rather than pairs, of cognates. By
isolating only pairs of cognates, we may be oversimplifying the
phenomenon of cognateness and masking the true and full problematic
nature of cognates as illustrated in the following example of a complex set
of French-English cognates : franc, franchise, franchir, affranchir,
affranchissement vs. franc, frank, frankness, franchise, enfranchise,
enfranchisement. We can analyse the relations between the two languages
by grouping the lexemes in the set into three categories according to the
lexico-semantic correspondences and contrasts between the lexemes. Our
analysis is based on the observation that all the lexemes in the set share the
common root FRANC and generates the following diagram :
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FRANC

X

1

franc/franc
(noun)

2

franc(he)/frank

3

franchir (pass over)

\t
franchise/frankness affranchir/stamp, frank,

enfranchise▲

t
franchement/frankly franchise / franchise

▲

affranchissement /enfran¬
chisement

The English lexeme franc and the French lexeme franc in category 1 share
the root FRANC and are totally similar in form and denote 'a standard
currency of France and some other countries'. The lexemes franc(he)2 and
frank derive from the same root FRANC and have the same meaning of
'honest'. Their corresponding derived nouns franchise and frankness and
adverbs franchement and frankly are semantically equivalent. The lexemes
in category 3 also share the same root FRANC and their core meanings
have to do with 'freedom, exemption, or authorisation'.

The semantic contrasts between the lexemes in the set are part of the many
difficulties involved in the use and explication of cognates. It also appears
that if one takes into consideration the concept of 'para-faux amis', then it
may turn out that the entire vocabulary of any two languages can be
viewed as a 'network of faux amis' in which no lexeme in language x is
exactly semantically equivalent to another lexeme in language y. The
common historical origin of French and English explains why their

2 Franche is the feminine form offranc in French.
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lexicons share orthographic, phonetic/phonological, and semantic
properties.

The above definitions show that the phenomenon of cognateness covers a

large ground and can be approached from different angles. Consequently, it
may not be easy to provide a definition which encompasses all the aspects
that should be treated under the rubric of cognates. The definition I
propose to use in this study applies to the area of lexis and takes account of
what I regard as three principal characteristics of cognates, namely their
etymology, form, and meaning. Thus in the area of lexis, cognates are items
which

(i) exist in two or more languages,

(ii) always present some resemblance in form (orthographically,
phonetically and/or phonologically, and morphologically),

(iii) are usually but not always etymologically related,

(iv) may but need not have similarity in meaning.

Criterion (iii) raises a theoretical problem because it states that cognates are
not always etymologically related whereas, etymologically, the word
'cognate' affirms identity of origin. This criterion does not render the
definition wrong because, for pedagogical purposes, etymology is not seen
as a relevant criterion. Anthony (1952 : 79), for instance, argues that 'for the
pedagogical linguist ... any word that has sufficient correlation in meaning
and form in the two languages with which he is concerned is a valid
cognate'. Lado (1957 : 82) also points out that 'even if two words are not
related in origin they will be called cognates if they are similar in form and
meaning. He goes on to say that if two words have the same origin but are
now so different that speakers of the two languages do not identify them as
similar, they will not be considered cognates for our purpose'. Both
researchers do, however, recognise the usual meaning of the term
'cognates', that is, 'related in origin'.

From a psycholinguistic point of view, a definition based on etymological
relatedness as an essential characterisation of cognates is inadequate.
Carroll (1992 : 94), for example, defines cognates as 'lexical items from
different languages which are identified by bilinguals as somehow being
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the same thing'. She supports this view by arguing that although learners
might possess etymological information about words, stored in the
semantic representations of the lexicon as 'encyclopaedic knowledge, such
information will normally play no role in cognate-pairing in speech
interpretation or speech production'. For this reason, the definition I have
proposed above also includes Gallegos's (1983 : 23) subcategory of
'accidental cognates', that is, words having no obvious etymological
relationship but which have a striking similarity in form, although we
must acknowledge that in any given pair of languages, 'similarities due to
chance' are limited to a few lexical items and do not recur in a fairly large
set of items (cf. Hock, 1986).

As Nickel (1971 : 223) explains, 'formal correspondence tends to more or
less automatically arouse functional-semantic hopes of equivalence' and
since this study is concerned with attesting the transferability of French-
English cognates from French to English, I have included items such as

trucage (trickery) and truckage which present a fortuitous form
resemblance in my definition of cognates for the purpose of this study
because the learners' use of cognates does not seem to depend on whether
the resemblance is etymological or accidental. But, as will be shown in
Section 2.5, this study is primarily concerned with the semantics of
cognates (rather than with visual or auditory recognition of cognates,
which is facilitated by formal similarity) because the problem with cognates
lies essentially in assessing the degree of semantic overlap and contrast
between cognate pairs.

The various definitions of cognates discussed above provide only a general
characterisation of the phenomenon of cognateness but do not deal with
the diachronic dimension as well as the synchronic dimension3 of cognates
in a detailed manner. A diachronic approach to the phenomenon would
assist in tracing the origin and the lexico-semantic development of
cognates in order to establish their etymological source and the change they
have undergone in form and meaning in the course of time. A synchronic
approach, on the other hand, would be useful in analysing the formal and

3 The terms diachronic and synchronic are used here in the Saussurean sense, that is, diachronic
linguistics is concerned with language through time and synchronic linguistics is concerned with
language as it is, or as it was, at a particular time (see de Saussure, 1960).
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semantic similarities and contrasts between cognate pairs in modern
vocabularies. These two approaches have been adopted in the following
sections as a theoretical framework for describing and classifying French-
English cognates.

2. 3 Diachronic Approach to French-English Cognates

This section looks at the notion of cognateness as essentially a historical
concept. It provides a historical background to French-English cognates by
emphasising the changes that the English vocabulary underwent following
the contact it had with French, especially after the Norman Conquest in
1066. Although some instances of formal and semantic similarities
between English and French vocabularies are attributable to the fact that
the two languages have a genetic relationship, in that they belong to the
same language family (the Indo-European language family) and share the
same ancestor, the Proto-Indo-European (see Pyles, 1971), far more French-
English cognates came about through lexical borrowing. After establishing
that French-English cognates result historically from the process of
borrowing, we shall go on to demonstrate that what we actually regard as

French-English cognates are the result of various changes (orthographic,
grammatical, phonological, morphological, and semantic) that French
loan-words have undergone after entering the English lexicon.

2. 3.1 Historical Background to French-English Cognates

If I have decided to include this section in the present analysis of French-
English cognates, it is because I believe that 'to understand a semantic
change, one often requires a thorough historical knowledge of the situation
(Anttila, 1989 : 136). By comparing the lexicons of several geographically
contiguous languages, it becomes simpler to attest cross-linguistic
influence. In English, for instance, for various historical and political
reasons, this has occurred with far-reaching effect on the nature of the
lexicon and the English lexicon now possesses an important vocabulary of
French, Latin, and Greek origins. Unless we succumb to the structuralist
bias which has dominated linguistics, especially in the first half of this
century, we cannot overlook the fact that parts of a common Indo-
European lexicon are in English split between native bases and Latinate
derivations, making English an unpromising candidate for a lexical theory
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of any generality. To explain English in terms of the other Indo-European
lexicons would seem to be much more promising.

Words have been borrowed sporadically down through the centuries as

English speakers in some numbers came in contact with other cultures and
other languages. But there have also been times when large-scale
borrowings have been made into English. This was especially the case in
the three centuries or so following the Norman Conquest (1066), when the
language of the dominant culture in England was French and again in the
sixteenth century, when, following the Renaissance, Latin became
increasingly important as the language of learning and academic life. We
can then perhaps distinguish between borrowings that have resulted from
political conquest or invasion, and those that have resulted from cultural
assimilation.

The Norman Conquest in 1066 was linguistically far the most significant
invasion and, as Banta (1981 : 134) points out, the Norman French nearly
succeeded in making their speech the language of England. This event
marked the beginning of the major period during which French exercised
the greatest influence on English. As French was substituted for English as
the language of prestige and upper class in the British Isles, a sizable
number of French words poured into the English lexicon. Some English
words were lost but many continued to exist side by side with French loans,
bearing in mind that, in most cases, the latter's meanings changed either
partially or completely in the course of time (see Section 2.3.2). It is
precisely these Germanic-Romance doublets which stand as the major
source of confusion for French speakers in contact with English because
there is no easy way of establishing clear-cut semantic boundaries between
them. Richards (1974 : 6) claims that the English language displays a

schizophrenic nature due to the existence of French loans and English
native words which are taken for synonyms when they are not.

The Middle English period (i.e., from 1066 till about 1500) witnessed the
greatest incorporation of French loans into the English lexicon (see
Burnely, 1992; Pyles, 1971). These French loans were predominantly
domain-specific and mostly related to ecclesiastical and legal matters, the
military domain, social life, art, learning, medicine, fashion, food and so
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on. Barber (1982) and Burnely (1992) provide lists of French loans and the
domains in which they belong. As a matter of fact, there are many other
words of all types and all parts of speech which entered the English
language. Apart from French words which became part of the English
lexicon during the Middle English period, the French influence was
extended into Modern English, although at a lesser degree than during the
years immediately after 1066 (see Barber, 1982; Blake, 1992; Pyles, 1971;
Strang, 1970).

Loan-words of French origin often represent equivalents for native English
words on a 'higher', more formal stylistic level (e.g., child/infant,
begin/commence, hearty/cordial, and happiness/felicity). In fact, English
vocabulary contains many pairs of words, one of whose members is of Old
English origin and belongs to the register of informality, whereas the other
member is a borrowed word and tends to be associated with more formal

contexts [e.g., pluck/courage (French), sweat/perspire (French),
guts/determination (Latin), begin/commence (French), clothes/attire
(French), book/volume (French), pride/hubris (Greek), lung/pulmonary
(Latin), and climb/ascend (Latin)]. In identifying the Anglo-Saxon words of
Modern English as typical of everyday conversation, we are implying that
they are characteristically associated with a particular stylistic level, namely
that of informality or colloquial language. Anglo-Saxon words occur more

frequently in normal daily conversation than loan-words and we associate
Anglo-Saxon origin with straightforward and direct speaking in face-to-face
interaction. But in some cases, the stylistic distinction is apparently absent
(e.g., weapons/arms and thief/robber). We find that many native English
words are used side by side with French counterparts, usually with an
assimilated morphology, which may or may not have different meanings
and usage. Most French loans of modern times were taken over without
morphological assimilation. But words from French are sometimes
recognisable from their characteristic patterns of spelling (e.g., the -ity
ending of felicity and equity, the -ant of infant, or the -our of favour).

Banta (1981 : 134) claims that even though modern English is Germanic in
structure, an estimated seventy percent of its vocabulary is Latin in origin,
often through French. It is safe, however, to say that no accurate account
exists or may even be possible, although The Encyclopaedia Americana
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(1980, volume x : 432) states that eighty percent of English vocabulary is
borrowed from Latin, and more than half of this amount through French.
Myers (1966 : 131), on the other hand, claims that well over half of the
English vocabulary comes from French or Latin sources. These percentages
should be interpreted cautiously because they are likely to be based on

counting the entries in dictionaries and not on the frequency of occurrence
of the items in actual usage. The interpretation of these percentages should
also take into consideration the distinction we make between 'word' and

'lexeme' because the term 'word is often used in many ways that obscure
linguistic inquiry, particularly the study of meaning (see Chapter One,
Section 1.3.1).

While it is true that most lexical innovation in English since the Middle
Ages has been from non-Germanic sources, it should be stressed that there
have been hybrid innovations in English, consisting of complex lexemes
formed from morphemes derived from different languages (e.g.,
politeness, oddity, television). As would be expected, the influence of
French on the English lexicon went beyond the mere process of borrowing.
It also affected the English word-formation system and we can detect many
hybrid types of composites either from a French stem and an English affix
(e.g., clear+ness, beauty+ful) or an English stem and a French affix (e.g.,
break+able, utter+ance). Unquestionably, the formation of such hybrids has
added tremendously to the stock of the English lexicon. Marchand (1969 :

130) makes the following comment :

The system of English word-formation was entirely upset by the Norman Conquest. This does
not mean that the present system is due to the Normans, but the Normans paved the way for
the non-Germanic trend that the language has since taken. It was due to the continuous
contact with France that English borrowed so many words from French which, as a matter of
course, occasioned the rise of prefixes and suffixes out of these loans. And it is due to this
Romanization, through French, of the English vocabulary that Latin words could be so
easily adopted. The language took to wholesale borrowing, a method which meant an
enormous cut-down on the traditional patterns of word-formation out of native material.
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2. 3. 2 From Borrowing to Semantic Change and from Loan-words to
Cognates4

The aim of this section is to demonstrate that the meanings of most of the
many words that English borrowed from French or Latin changed either
partially or completely in the course of time and to show how 'false
cognates' result historically from semantic change. It will be shown that
once a lexical item is present in two languages, its meaning can alter and
diverge in many various ways : it can be restricted, it can be added to, it can
become figurative rather than literal, etc., in one language and not in the
other.

Language is not static. Rather it evolves with time and so do the forms and
meanings of words. This change can be easily evidenced by carrying out a
diachronic study of how the lexicon of a given language has changed from
one point in time to another. For instance, a modern reader or user of
English would find it extremely difficult, or even impossible, to identify
the forms and sometimes the meanings that most of today's English words
had eight or so centuries ago. Not only do the forms and meanings of
words change but also new words become part of the language vocabulary
while other words fade away or become obsolete or archaic. New
expressions often replace old ones, but it has been a characteristic of English
to borrow a new word and still keep the old, or to use a borrowed word first
for a new concept and create an equivalent term from native stock.
Sometimes the one and sometimes the other has won out, sometimes they
have developed different shades of meaning, but sometimes, they can be
used interchangeably even though often with stylistic differences.

4 A distinction should be made between loan-ivord and cognate. Loan-words or borrowings result from
the process of borrowing, that is, the adoption of individual words or even large sets of vocabulary items
from another language or dialect, usually resulting from linguistic or cultural contact. For example,
English fiancee, rouge, demarche, etc., are French loan-words. Sometimes, speakers try to pronounce,
borrowings as they are pronounced in the original language. However, if a borrowed word or phrase is
widely used, most speakers will pronounce it according to the sound system of their own language.
Cognates, on the other hand, are words in one language which are similar in form and meaning to words
in another language because both languages are related. For example, French necessaire and prononcer
and English necessary and pronounce are similar both in form and meaning for the reason just mentioned.
When a word which has the same or very similar form in two languages nas a different meaning in each,
it is referred to as 'false cognate' [e.g., French ignorer (not to know) and English ignore (to pretend not to
know)]. Sometimes, words in two languages are similar in form and meaning but are borrowings and not
cognates (e.g., bistro, cafe, etc.). But as we shall see in this section, most loan-words end up becoming
cognates through semantic change in the course of time.
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We need not argue that cognates are undoubtedly an illustration of this
change par excellence. We shall see in a later section that if strict synonyms
occur in a language, whether by borrowing or for some other reason, either
a differentiation of meaning takes place and one of the words begins to be
used in contexts from which the other is excluded, perhaps by semantic
specialisation, or one of the words in a synonym pair may be stylistically
restricted, for example, the borrowed word being associated with more
formal style. A great number of cognates have turned into faux-amis as a
result of these two processes. We can presume that the majority of French-
English cognates have developed from the same root and originally shared
the same meaning. In some cases, this meaning has basically remained the
same throughout in the two languages but in some other cases, it has
dramatically changed in either language to such an extent that many
cognate pairs may appear to have totally different meanings or,

alternatively, the meaning may have shifted in a certain direction in either
French or English, hence generating the bulk of the so-called faux-amis.
The semantic history of cognates often casts an interesting light on the
cultural history of our ancestors, as do etymologies. But, as Baker (1992 : 25)
points out, once a word or expression is borrowed into a language we
cannot predict or control its development or the additional meanings it
might or might not take.

If the meanings of words before and after a change are examined, two broad
semantic effects are discernible, regardless of the cause of a semantic change
or the general type to which it belongs. The range and complexity of the
meaning of the word concerned can be restricted or narrowed or broadened
or extended to encompass other concepts. The sense development of
cognates can be reconstructed by means of authoritative information
supplied by etymologists and compiled in etymological dictionaries. In the
present study, Hoad's (1992), Klein's (1967) and Onions's (1966)
etymological dictionaries have been selected to this end. They provide
sufficient evidence for the origin of French-English cognates and their
sense development.

A close examination of French-English cognates reveals that there are three
common patterns of semantic change which have led to the creation of
French-English false cognates :
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(i) Cognates whose original meaning has been restricted or narrowed :

French (broad) English (narrow)
chanter (to sing, to chant) chant
assassiner (to murder, to assassinate) assassinate
saluer (to greet, to salute) salute

diplome (diploma, certificate, degree) diploma
professeur (teacher, lecturer, professor) professor

In these pairs of French-English cognates, the English words are

semantically specific aspects of the French concepts, although this is not
necessarily the only relationship that belongs in each pair. The English
words are hyponyms of the French superordinate terms and this seems to
be the most common pattern of semantic change in French-English cognate
pairs5.

(ii) Cognates whose original meaning has been broadened or extended :

French (narrow) English (broad)
bachelier (only bachelor in academic sense) bachelor

degre (never in the sense of academic award) degree
camera (denotes only a 'filming device') camera

reservation (only in the sense of booking) reservation

In these pairs of French-English cognates, the range of meaning of the
English term is broader than that of the French term. The English term
covers more concepts than does the French term.

(iii) Cognates which have changed their original denotation (semantic
shift) :

The semantic change known as 'semantic shift' is a process whereby a word
moves from a set of circumstances to another, that is, a word changes its
original denotation. Examples of this semantic differentiation are pork,
mutton, veal, and beef, which were borrowed into English from French
(pore, mouton, veau, and bceuf) during the medieval period, and which
were originally synonymous with the Anglo-Saxon words pig, sheep, calf,

5 See Section 2.4.2.2 for a discussion of French-English cognates as cross-linguistic hyponyms.
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and bull/cow/ox but now refer only to the meat of these animals while the
animals continue to be called by the Anglo-Saxon words. Another example
is venue which was borrowed from French and is derived from the verb

venir (to come). In French, it still has the original meaning of 'the action of
coming' but this meaning has shifted in English and venue now means 'a
meeting place' (cf. Klein, 1967; Onions, 1966).

There are other possible categories to which false cognates may be assigned
according to their semantic evolution. Some cognates have derived from
the same root but their sense has developed along parallel lines and
remained relatable to one another. For instance, the meaning of French
ignorer (not to know) and that of English ignore (to pretend not to know)
both contain the element 'not know' although the two meanings are

clearly different. In French and English, the meaning of the deverbal noun
ignorance (lack of knowledge) and the meaning of the adjective ignorant
(lacking knowledge) also confirm the common semantic relation between
the cognates ignorer and ignore.

With deverbal nouns from verbs of motion, there are general patterns to
be distinguished. It is common to have deverbal nouns which in French
tend to denote both the action and the place of the action while in English
they tend to denote either the action or the place of the action as in the
following examples :

Cognate pair Denotation in French Denotation in English
Place Action Place Action

venue/venue - + + -

siege/siege + + - +

depart/departure + + - +

entree/entr-y/ -ance + + + +

arrivee/arrival + + - +

descente/ descent + + - +

allee/alley + + + -

sortie/sortie + + - +

passage/passage + + + +
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Slightly different, fabric derives from fabriquer (to manufacture) and in
English denotes 'the result or the product of the manufacturing process,

referring specifically to any cloth made from yarn or fibres by weaving or

knitting', whereas its French cognate equivalent fabrique denotes 'the place
of the action of manufacturing'.

The semantic contrasts between actual and eventual, both adjectives
derived from near-synonymous6 nouns (act/event), and their respective
French cognates actuel and eventuel can be explained by pointing out that
each word has a temporal meaning in one language and a modal meaning
in the other as shown in the following examples :

1. (a) What is the actual cause of the accident? (modal meaning)

(b) Telle est la tendance actuelle (This is the current trend), (temporal
meaning)

2. (a) The government's eventual decision was to back down, (temporal
meaning)

(b) II est eventuel qu'il ne revienne pas (It is possible that he will not
come back), (modal meaning)

Another category of French-English cognates includes words of the same

origin which have kept the same 'basic' meaning in both languages but
differ in their frequency of use and/or register of formality. For instance,
commencer/commence, demander/demand, employer/employ,
ameliorer/ameliorate, reveler/reveal, liberte/liberty, and utiliser/utilise
have the same meaning in French and English but are less frequently used
in English than in French because in English, unlike in French, they are

mostly associated with the written language or more formal contexts.

Other French-English cognate pairs may differ not only in terms of their
denotative meanings but also in terms of their figurative meanings. For
example, tutor and spirit came from Old French and Latin and originally
meant respectively 'defender/guardian' and 'soul/breathing' before they

6 Lyons (1981b : 50) defines near-synonyms as 'expressions that are more or less similar, but not
identical in meaning'. The notion of near-synonymy is further discussed in Section 2.4.2.1.
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acquired their additional English meanings of 'lecturer/teacher' and
'liquor'. In French, however, tuteur still means 'defender/guardian' but it
also figuratively means 'a stick for supporting a growing plant', a meaning
that English tutor does not have. We can also have a figurative use of
esprit as in 'l'esprit du commerce/des affaires' (the sense of
commerce/business) but its literal equivalent '*the spirit of
commerce/business' sounds odd and is unacceptable.

Finally, reference to Latin origin may sometimes help us to show how
some French-English cognates have come to have different meanings. For
example, the English pairs estimate/esteem and experience/experiment
respectively have estimer and experience as their French equivalents. This
came to be so through the absorption of both Latin and French elements by
English. In fact, estimate is said to have originated from Latin and esteem
from French, both of them with the meaning 'to value, to appraise'. By the
same token, experience is said to have originated from French (experience)
and Latin (proof, trial) and experiment from Latin (trial, proof). This is a
sufficient explanation for the reason why we have one French word for
two different English words, the latter with two distinct meanings (estimer
for estimate/esteem and experience for experience/experiment). Another
example is that of the adjectives royal and regal both of which mean

'relating to or befitting a king/queen'. But royal has originated from French
and regal from French and Latin. A similar example is loyal which has
originated from French and Latin and means 'faithful to' and legal which
has originated from Latin and means 'relating to or founded upon law'.
However, as Myers (1966) points out, it is often impossible to tell from
which source an originally Latin word was actually borrowed; even the
direct Latin borrowings were certainly made easier by the fact many French
words were already in the language.

Lastly, to end where we should have started, there is an important category
of cognates which have kept the same or very similar meaning
throughout7 and which are often referred to as 'true cognates'. Examples of
these include such pairs as finir and finish, clair and clear, and restaurant
and restaurant.

7 I propose to call this zero semantic change.
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French has also adopted lexemes from English, especially in the twentieth
century, and such English-French borrowings also frequently display
semantic shift and grammatical modifications which may present
problems for English-speaking learners of French. For instance, English
jeans can, on the model of pantalon (trousers), be used in the singular in
French as in 'Ton jean est sale' (*Your jean is dirty); jogging and training
have acquired the additional meaning of 'track suit' in French, and tennis
denotes the court as well as the game itself.

The following section discusses morphological and grammatical
differences between French-English cognates because they too are part of
the difficulty involved in the usage of cognates in the two languages.

2. 3. 3 Morphological and Grammatical Differentiation

This section focuses on the morpho-grammatical differences observed in
the usage of French-English cognates because knowledge of these
differences is an integral part of 'knowing French-English cognates'. We
are not merely talking about such common French-English grammatical
differences as gender for nouns, pronouns, articles, and adjectives whereby
French, unlike English, distinguishes between masculine and feminine
forms. Neither are we simply referring to derivational or inflectional
affixes common or specific to French and English. As far as putative
French-English cognates are concerned, there are some important
morphological and grammatical differences worth pointing out. For
instance, if French speakers often pluralise merchandise and information,
as they do in French, this is because they assume that the two lexemes are

pluralisable as they are in French. They may also wonder why such words
as culottes and shorts are always plural nouns in English when they can
have a singular form in French.

We can perhaps here echo what Boilot (1956) calls 'para-faux amis' (see
Section 2.2) and argue that certain morpho-grammatical differences
between the vocabulary of French and that of English are responsible for
many common errors made by French speaking students of English. It
often takes a fairly long time for a French speaker to realise that such
nouns as trousers, jeans, tights, and shorts are plural forms and that the
verbs of which they are the subject must be pluralised regardless of
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whether we are referring to only one pair or several pairs of trousers, jeans,
tights, or shorts, whereas their French equivalents pantalon, jean, collant,
and culotte are singular nouns denoting one pair of each and take the s-

plural morpheme when they denote more than one pair. This is the
domain of inflectional morphology which is concerned with the processes
which yield the various inflectional forms of a lexeme from its 'lexical
forms'.

French-English cognates display far more differences when looked at
within the framework of lexical or derivational morphology which is
concerned with the processes of yielding new lexical items from roots or
bases8. Derivational processes9 play an important role in the
morphological, grammatical, and semantic differentiation of French-
English cognates. As was pointed out in the closing paragraph of Section
2.3.1, the influence of French was not only limited to the borrowing of
lexemes but it also affected the English word-formation system and this
meant an enormous cut-down on the traditional patterns of word-
formation out of native material (see Marchand, 1969). French and English
do have common derivational processes but some of them may be more

productive in one language than in the other, or else they may differ in
terms of the grammatical and semantic effect they have on the derived
forms. Since it is not possible to deal with all derivational processes in the
space here available, it is necessary to give only some illustrative examples
of the phenomenon of cross-linguistic derivational similarities and
differences between French and English cognates.

The suffix -merit is generally added to verb stems to form abstract
nominalisations in French and English, although it is also added to
adjectives to form adverbs of manner in French. Flowever, there are cases
where English can add this suffix to verb stems common to French and
English whereas if French did so, the deverbal nouns formed would be

8 A terminological distinction is often made between the terms root, base and stem. A root is a form which
is not further analysable, either in terms of derivational or inflectional morphology, that is, the part of a
word-form that remains when all derivational and inflectional affixes have Deen removed. A base is any
form to which affixes of any kind can be added. A stem is of concern only when dealing with inflectional
but not derivational morphology. This means that inflectional but not derivational affixes are added to it
: it is the part of the word-form which remains when all inflectional affixes are removed. Therefore any
root or any stem can be called a base, but the set of bases is not exhausted by the union of the set of roots
and set of stems (cf. Bauer, 1983).
9 For a detailed and comprehensive description of English word-formation, see Bauer (1983).
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unacceptable. Thus measurement, battlement, pronouncement, and
employment are nominals which have common verb stems in French and
English but do not have equivalent nominals with the same suffix in
French. Another important derivational difference between French and
English is what I propose to call cross-linguistic conversion10, applying to,
for instance, abstract deverbal nouns meaning 'the act of ...' such as

rupture, promenade, barrage, massage, sabotage, and service being used as
verbs in addition to being nouns in English when they can only be nouns
in French. In French, rupture, promenade, barrage, massage, sabotage, and
service, as the suffixes -ure, -ade, -age and, -ice suggest, are deverbal nouns
from the verbs rompre, (se) promener, barrer, masser, saboter, and servir.
The same phenomenon of cross-linguistic conversion is observed between
English spirit which is a noun but can also be a verb (e.g., to spirit away/off
: to carry off mysteriously or secretly; to spirit up : to impart animation or
determination to) whereas French esprit is always a noun. Another
example is that of English vehicle which is always a noun whereas its
French equivalent has vehicule as a noun and vehiculer as a verb.

Another important difference is what I propose to call cognate affixes
(suffixes and prefixes). For instance, there are derived French-English
cognates for which French has only one form and English has more than
one form, resulting from French having only one suffix and English more
than one suffix added to their common stems. Such cognates include, for
instance, authoritative and authoritarian, disciplinary and disciplinarian,
veterinary and veterinarian, and experience and experiment for which
morphological and semantic French equivalents are respectively
autoritaire (adjective), disciplinaire (noun and adjective), veterinaire
(noun and adjective), and experience (noun).

There are also morphographological and morphophonological rules which
determine the structure of derived French-English cognates. For example,
the choice between the suffix forms -able and -ible added to transitive verbs

to derive adjectives which mean 'that can be ...' depends on whether the
adjective is constructed according to Latin or French word-formation rules.

10 Conversion is the change in word class of a word without any corresponding change in form. That is,
a stem is derived without any change in form from one belonging to a different class (see Bauer, 1983;
Huddleston, 1988).
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Thus French responsable, discernable, defendable, and faisable are realised
in English as responsible, discernible, defensible, and feasible. Similar
examples include the differentiation between the English negative prefix
dis- and its French equivalents de- and des- as in displease, disinterested,
dismember, and disinfect of which the French equivalents are deplaire,
desinteresse, demembrer, and desinfecter. It is also worth noting that
although such words as route and private have common stems in French
and English, French has the derived form de-router (to lead astray or to
baffle) and English de-prive but there is no derived equivalent in the other
language.

It also appears that when the same lexical stem belongs to two or more

parts of speech, for instance, a noun and a verb, in French and English, it is
likely that one form will be more common than the other in either
language. For example, English uses the noun aid more than the verbs to
aid whereas the noun aide and the verb aider seem to be equally common
in French. English also uses the verb form caution more than French does
cautionner and the noun form caution seems to be used more frequently
in English than in French. Additionally, while English caution is most
commonly an uncountable noun (e.g., He treated the news with caution),
although it can be countable in certain contexts (e.g., The referee gave the
player a caution), French caution is countable (Les cautions/la caution des
eleves : pupils' deposit(s)), although it is exclusively uncountable in certain
contexts (un sujet a caution : an unreliable person). French agreer (to
agree/to accept) also appears to be a less commonly used word than English
agree and, additionally, there is a difference in their usage in that 'agreer
une demande', for instance, is better translated as 'to agree to a request' but
not "*to agree a request'.

French-English cognate verbs often differ in respect of their
complementation. For example, English demand is a transitive verb that
mostly takes a direct object (e.g., the situation demands attention; the UN
demands that the war be stopped) but French demander is most commonly
used as a ditransitive verb taking a direct object and an indirect object,
usually as 'demander quelque chose a quelqu'un' (to ask someone for
something). In another pair, although the transitive verbs accept and
accepter are clear examples of cross-linguistic synonyms in English and
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French (see Section 2.4.2.1), it should be noted that there is a difference in
their usage in the sense that 'accepter de venir', for instance, is translated as
'to agree to come' but not '*to accept to come'. In the pair mentioned
above, French agreer (to agree/to accept) is essentially transitive as in
'agreer une demande' (to agree to a request) whereas English agree accepts a

variety of complements as in 'to agree with someone', 'to agree that-
clause', 'to agree to do something', to agree on something', etc. None of
these complements would be acceptable with French agreer.

2. 4 Synchronic Approach to French-English Cognates

Whereas the diachronic approach in the previous section was essentially
concerned with the historical origin and semantic evolution of French-
English cognates, the synchronic approach in this section focuses on formal
(orthographic, phonological, and morphological) similarities and
differences as well as the semantic relations between French-English
cognates in today's French and English vocabularies. However, these two
approaches are so complementary that we shall often need to refer to the
historical evolution of French-English cognates to explain their current
differences. As a starting point of our discussion, we take up the
observation we made in Sections 1.3.1 and 1.3.2, namely that it is erroneous
to think of the meanings of words as if each of them had an independent
and separate existence. In fact, no word can be fully understood
independently of other words that are related to it and delimit its sense.
The structure of the vocabulary of a language is regarded as a large and
intricate network of lexical and sense relations. Cognates are obviously but
one part of this intricate network. There are key properties that distinguish
cognates from other categories of the lexicon of any language. With
reference to the definitions quoted earlier (e.g., Banta, 1981; Gallegos, 1983;
Carroll, 1992), we shall examine French-English cognates by identifying two
distinct but inextricably interrelated types of correspondence between them
: form (including sound), and meaning. Correspondences of this kind will
reveal that 'cognateness' is such a complex and multi-dimensional
phenomenon that one needs to look at cognates from different angles.
However, it need not be emphasised that there is a continuum of
similarity and contrast between French-English cognates on each level
(graphic, morphological, phonic, and semantic).
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2. 4.1 Form Correspondence

Nearly all attempted definitions of 'cognates' insist on 'formal similarity'
as a prerequisite condition for 'cognateness'. Form correspondence, as we
have seen, need not be perfect but it must be present. If the form of one of
two cognates has changed so much that the correspondence is no longer
recognisable, the comparison is no longer useful as an exemplification of
the phenomenon of cognateness, although it may be relevant in historical
linguistics. We are not looking for one-to-one correspondence and can go
so far as to say that misidentification of a cognate is no cause for worry
provided we are aware of this fact. There is no objective measure of form
correspondence but, as Carroll (1992 : 102) points out, cognate-pairing does
not occur when the items differ radically in form. It is reasonable to argue
that the key to the cognate puzzle lies in the equation of forms and this can

readily be explained if it is granted that the process of cognate-pairing in
comprehension is a perceptual phenomenon (see Browne, 1982; Laufer,
1988).

Visual and auditory recognition of cognates, or, indeed, cognate-pairing, is
primarily based on identification of formal similarity. And the question as
to how formal similarity in pairs of lexical cognates is established can be
answered by examining the processes of lexical activation and word
recognition and the structure of the mental lexicon (see Carroll, 1992). This
question is, however, linked with yet another still unresolved one which
continues to baffle researchers in psycholinguistics, namely the principles
of organisation of the bilingual lexicon and lexical access in bilinguals (see
Chapter One, Section 1.4.4).

French-English cognate pairs which are totally identical in the graphic
medium11 are quite many as the following examples indicate : rupture,
gourmandise, credit, route, commence, commencement, experience,
fatigue, caution, derange, resume, trouble, negligence, abandon, present,
ignore, inexcusable, recompense, entourage, theatre, grave, siege, agenda,
depose, and promenade.

11 The extreme example of total identity in the graphic medium is loan-words (e.g., fiancee, soupgon, naive,
etc.) where orthographic features of French (accents, cedillas, and diereses) are preserved in English.
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It is important to note that in the above examples we have included what
Lyons (1981b : 41-2) calls word-forms or type-tokens as opposed to word
expressions or word-types. For instance, the forms ignore, derange, resume,
and depose are not listed in any conventional French dictionary as
headwords. Huddleston (1988) describes them as base-forms of verb
lexemes. They are word-forms of the same expressions. For example, in
French, ignore, derange, resume, and depose can be used as first or third
person singular forms in present tense of the verbs ignorer, deranger,
resumer, and deposer, but in English, they are both word-expressions and
word-forms. For instance, in 'ignore him', 'I can ignore it', and 'did you

ignore them?', we have the same word-form or token of the same word
expression or type, to ignore in English versus ignorer in French. These are
also examples of lexemes which have become assimilated to the
inflectional morphology of English after they were borrowed from French.
It is important to note that all the four open classes (verbs, nouns,

adjectives, and adverbs) have paradigms which differ according to a
selection or a combination of their inflectional and derivational forms (see
Huddleston, 1988 : 27-32).

Many French-English cognates do not have the same spelling and
morphological structure because their original forms have been partially or

completely assimilated into the word structure system or lexical
morphology of English to the extent that some are only partially similar in
form and others have become virtually unrecognisable or

indistinguishable from native English words. It is also important to note
that a sizable number of French-English cognates are modern versions of
the earliest borrowings from Norman French and that early French, like
English, existed in a number of dialects and underwent noticeable
morphological and orthographic changes in the course of time. This
assimilation process involves adaptation to the morphology and syntax of
English as well as its phonology and graphology. In other words, there are

complex morphophonological, morphosyntactic and morphographological
rules that determine the structure of such cognates. For instance, the
French suffixes -ien, -fier, -ique, and -if as in electricien, modifier,
electrique, and collectif are realised in English as -ian, -fy, -ic(al), and -ive as
in electrician, modify, electric(al), and collective. These are lexemes with
cognate suffixes but there are also French-English cognates with non-

81



Chapter Two Linguistic Description of French-English Cognates

cognate affixes which present regular derivational patterns worth
exploring. For instance, a common pattern is observed among many
French verbs ending in -er the English cognate equivalents of which have
characteristically the ending -ate as in assassin-er and assassin-ate, termin¬
er and termin-ate, amelior-er and amelior-ate, and devast-er and devast¬
ate. Another example would be that of French adverbs of manner which
normally end in -ment and have English cognate equivalents ending in -ly
as in profonde-ment and profound-ly, patie-(m)ment and patient-ly, and
terrible-ment and terrib-ly.

As already pointed out, there is no 'objective measure' of formal similarity
that can be applied in mathematical terms. In any case, orthographic and
morphological differences between the members of the above cognate pairs
are such that they still allow anyone who has a reasonably sufficient
knowledge of French and English to identify, or at least guess, the common
stem shared by the two members.

Criterion (ii) of our definition of cognates (see Section 2.2) treats phonetic
and phonological similarity as part of formal similarity12. We can therefore
extend our discussion of formal similarity to sound correspondences
between French-English cognates. There are sounds in French that are

physically similar to those in English, that structure similarly, and that are
similarly distributed. On the other hand, one finds French sounds that are
no part of the sound system of English, that structure differently, and that
are differently distributed. This is, of course, true of any two languages.

Although the distribution and quality of acoustic-phonetic and
phonological elements in French are quite different from those of English,
we must accept that in the auditory mode, French-English cognate-pairing
also relies on phonetic and phonological resemblance. Cognate-pairing on
the basis of sound correspondence has been strongly argued for by Banta
(1981) and Carroll (1992). Just as with orthographic correspondence, the
criterion of sound correspondence does not require that sounds be totally
identical. One of the characteristics of language change is that a given

12 In psycholinguistic experiments, however, formal similarity is associated with visual recognition of
cognates whereas phonetic and phonological similarity is associated with auditory recognition of
cognates (see Carroll, 1992). Browne's (1982) study also suggests that cognates are more readily
recognised than non-cognate words in written form than in oral form lending support to the claim that
different representations are involved in the two models of language processing.
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sound develops in the same way in the same environment in the same

language. Environment here refers to the position of the sound in a word
in relation to other sounds.

Historically related languages, say, French and English, show astonishingly
dependable sound correspondences, a knowledge of which can help us to
recognise many hundreds of English words from their already familiar
French cognates. However, they are not without exceptions, some apparent
and some real, but they are sufficiently numerous and reliable that we
should be aware of them. A French speaking learner of English can

recognise that a given input is not in fact acoustically related to a French
form, and, indeed, knows that the French and English forms must be
different words in that they belong to different languages, at the same time
that the French word is activated by the English form. For instance, French
speaking students of English perceive librairie (bookshop) and assister (to
attend, to assist) as acoustically quite different from library and assist but in
the learners' interlanguage, hearing the English signals can activate the
French signals although the two signals are perhaps not being matched in
any direct way. Additionally, it cannot be the case that the rules of
adjustment which operate within a given language to account for the
differences between a word spoken in isolation and the same word in
connected speech operate in the same way, since the acoustic-phonetic and
phonological elements in both languages are quite different.

Examples of French-English cognates that have exactly the same

pronunciation are quite rare. Cognate pairs with the same spelling do not
necessarily have the same pronunciation because the phonetic and
phonological rules of each of the two languages will determine its correct
pronunciation. What is not obvious is how English speakers pronounce
French loan-words although standards are established with time.
Pronunciation of recent borrowings is partially adjusted to English speech
habits, and the less French the individual English speaker knows, the more
he will conform to his native patterns. This also raises the question of
differentiating between cognates and common loan-words, when and
through what process loan-words may become cognates (see Section 2.3.2,
footnote 4). In fact, it may not always be easy to tell exactly where the
borderline between cognate items and loan-words is, especially with
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lexemes involving semantic contrasts of some sort. Presumably, English
items such as demarche, unique, fiancee, and venue are loan-words in that
they have retained French orthographic or phonological or (inflectional or
derivational) morphological features (or a combination or a selection of
these). Loan-words like elite, debut, and role have lost their accents and so

are orthographically assimilated to the English system.

I claim that phonological correspondence plays a less important role in the
pairing of French-English cognates than visual (orthographic)
correspondence and that the language user is likely to see a resemblance
rather than to hear one. Even such apparently obvious borrowings as

espionage, route, fatigue, and entourage, which would seem to be
phonetically and phonologically realised in the same way in French and
English, present some subtle phonetic and phonological differences, as a
result of phonetic and phonological assimilation.

2. 4. 2 Semantic Correspondence

Cognate pairs are more interesting when looked at from a semantic angle
and it is quite clear that cognate-pairing can take place even when the items
differ radically in their meaning. There is much to be said about the
semantics of cognates and rarely do cognate pairs mean the same thing and
even in the most carefully chosen examples, the meanings of cognates do
not always match. Thody and Evans (1985 : 7) warn us that 'If you see two
words that look the same in French and English, then watch out. They
almost certainly mean different things'. Koessler and Derocquigny (1975 :

12) give the same caution : 'Nous nous tiendrons en garde contre les
ressemblances verbales : l'identite du vocabulaire n'implique pas l'identite
des conceptions'. It is therefore significant that the name that has been used
to refer to such words is 'false friends' or 'faux-amis'. Colignan and
Berthier (1979 : 57) define 'faux amis' as 'des mots qui pretent a equivoque
en raison de la diversite de leurs acceptions possibles, parfois
contradictoires entre elles, ou des mots a propos desquels une confusion est
souvent a craindre'. More precisely, 'false friends' are words in a foreign
language which look or sound like words in one's own language but have
different meanings (Hill, 1981). The common ground of these definitions is
that they all emphasise the semantic discrepancies between cognates.
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These semantic contrasts between cognates are expected in any two
languages because, as Fries (1945 : 39) comments, 'practically no two words
in one language, except highly technical words, ever cover the same areas
of meaning and use as those of another language'. This issue of intra- and
inter-linguistic non-equivalence is thoroughly dealt with in Baker (1992)
and Larson (1984) whose course books are devoted to the problems of
interchangeability and translatability of linguistic forms.

This section looks at the various lexico-semantic relations holding between
French-English cognates. In other words, the notion of 'cross-linguistic
lexico-semantic relations' is here adopted as a further exploratory device, in
addition to the etymological criterion, to identify ways in which cognates
are similar and different in meaning. If the etymological criterion in the
diachronic approach has thrown light on various ways in which false
cognates come about as a result of semantic change, the lexico-semantic
relations approach to the phenomenon of cognateness is a synchronic
device which aims to show the various ways in which French-English
cognates are similar or differ in modern usage. It will be shown that the
latter present themselves under different lexico-semantic properties and
guises and that the phenomenon of cognateness can be examined from a
wide range of cross-linguistic lexical and semantic relations. In particular,
the discussion is centred on the extent to which cognates can be regarded as

cross-linguistic synonyms, hyponyms, homonyms, and polysemes.

2. 4. 2.1 Synonymous French-English Cognates

Synonymy has been a much discussed sense-relation. However, in spite of
its apparent simplicity, our full understanding of it remains a distant goal.
This observation was made about two decades ago by Tutescu (1975) well
before more recent publications in the field (see Cruse, 1986; Hurford and
Heasley, 1983; Lyons, 1977; Palmer, 1976/1981):

La synonymie est la relation semantique qui a fait couler beaucoup d'encre, relation que le
sens commun estime claire, mais que les logiciens ne cessent de proclamer crucifiante (Tutescu,
1975 : 108).

Synonymy exists as a phenomenon in everyday communication and in
every language. Tze (1983) mentions two important functions that
synonyms serve. First, they add flexibility to language by enabling its users
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to express the same meaning by different means. Second, they add variety
and expressiveness to the language by enabling its users to exercise stylistic
choices in conveying the same message. These two functions justify an

investigation of synonymy as an intra-linguistic sense relation. The
question we need to answer in connection with the first aim of this study
(see Introduction, Section 0.1) is the following : Can French-English true
cognates be described as synonyms, and to what extent? This discussion
covers three stages. First, we define synonymy as a continuum with a view
to demonstrating that 'strict' or 'absolute' synonymy is a rare phenomenon
in language. Second, we discuss the arguments put forward by semanticists
against strict synonymy. Third, we examine a sample of French-English
true cognates to attest cross-linguistic synonymy and to identify which
criteria are useful for measuring synonymy.

We take as the starting point of our discussion two semantic intuitions.
The first is that certain pairs or sets of lexical items bear a special sort of
semantic resemblance to one another. It is customary to call items having
this special similarity synonyms. The second intuition is that some pairs or
sets of synonyms are more synonymous than others. In the introduction to
Webster's New Dictionary of Synonyms (1968), it is made clear that,
because there are too many factors involved in the selection of synonyms
to make for absolute certainty or perfect accuracy in their choice,
lexicographers do not always agree in their choice of synonyms. It is
suggested that the only satisfactory test of synonymy is their agreement or
likeness in denotation, even if this agreement is seldom so perfect as to
make the words absolutely similar in meaning. There is, unfortunately, no
neat way of characterising synonyms. It is obvious that synonyms must
have a significant degree of semantic overlap, as evidenced by common
semantic traits. However, it does not follow that the more semantic traits a

pair of words share, the more synonymous they are. The assessment of
synonymy rests on the nature of the differentiating characteristics because
synonyms must not only manifest a high degree of semantic overlap, they
must also have a low degree of implicit contrastiveness. In this respect,
synonyms are lexical items whose senses are identical with regard to
'central' traits, but differ, if at all, only in respect of what we may describe as
'minor' or peripheral traits. This view seems to point to something like a
scale of synonymy.
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It is a widely-held view that there are few, if any, 'real' synonyms in
natural languages. To quote Ullmann (1957 : 108-9), 'it is a truism that total
synonymy is an extremely rare occurrence, a luxury that language can ill
afford'. He argues that this view rests upon two distinct criteria : 'Only
those words can be described as synonymous which can replace each other
in any given context without the slightest change in cognitive or emotive
import'. In other words, the two conditions for total synonymy are (i)
interchangeability in all contexts and (ii) identity in both cognitive and
emotive import. It follows that as a relation between lexemes in natural
languages, total synonymy is extremely rare. Tze (1983 : 84) makes an

interesting characterisation of interchangeability by distinguishing between
judgement interchangeability (which takes place at the level of
competence) and performance interchangeability (which takes place at the
level of performance). He argues that 'for A and B to be synonymous in a
sentence, it is necessary either that they are loosely judgement
interchangeable in that sentence or that they are performance
interchangeable in that sentence; it is not necessary that they are strictly
judgement interchangeable'.

Lyons (1981b) proposes a scheme of classification which allows three
possible kinds of synonymy :

(i) Full synonymy : synonyms are fully synonymous if, and only if, all
their meanings are identical.

(ii) Total synonymy : synonyms are totally synonymous if, and only if,
they are synonymous in all contexts.

(iii) Complete synonymy : synonyms are completely synonymous if,
and only if, they are identical on all (relevant) dimensions of
meaning.

According to Lyons's definitions, absolute synonyms are expressions that
are fully, totally, and completely synonymous, whereas partial synonyms
are synonymous but not absolutely so. Partial synonymy, which should not
be confused with near-synonymy, meets the criterion of identity of
meaning and is distinguished from absolute synonymy in terms of the
failure of synonymous expressions to satisfy one or more of the conditions
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in (i), (ii), and (iii). He stresses that absolute synonymy, full synonymy, total
synonymy, and complete synonymy (not to mention exact synonymy) are

frequently employed as synonyms, whether absolute or partial, in standard
works, usually without definition. In general, it is complete and total
synonymy that most semanticists have in mind when they talk of 'real' or
'absolute' synonymy but, in fact, it is true that there are very few such
synonyms in language. The conclusion to draw from Lyons's discussion of
the scale of synonymy is that some pairs or sets of synonyms are more

synonymous than others. In common parlance, however, we tend to
regard synonymy as a non-gradable concept. Although the meanings of
words may be the same or nearly so, there are three characteristics of words
that rarely coincide : frequency, distribution, and connotation.

Jackson (1988) presents two arguments against strict synonymy. One is
economic, the other historical. Firstly, the economy of a language will not
tolerate, except perhaps for a short period, the existence of two words with
exactly the same range of contexts of use; and it certainly will not tolerate a

proliferation of them. Secondly, historically, it has been noted that if strict
synonyms occur in the language, whether by borrowing or for some other
reason, then one of two phenomena tends to happen. The first
phenomenon is that a differentiation of meaning takes place and one of
the words begins to be used in contexts from which the other is excluded,
perhaps through semantic specialisation. For example, Jackson (1988 : 66)
points out that when mouton was borrowed into English from French,
during the medieval period, it was absolutely synonymous with the Anglo-
Saxon word sheep. Today, it still exists in the vocabulary of English as

mutton, but with a specialised meaning referring to the meat of the animal
consumed as food, while the animal is still called sheep. In fact, as we saw

earlier, origins may explain how the English vocabulary came to contain so

many pairs of synonyms and give some idea of the semantic adjustments
that must have taken place in the course of the language's history, but they
do not explain how the synonyms relate to each other and are
differentiated in the language now on the principle of economy discussed
above. The second phenomenon is that one of the words in a synonym

pair may be stylistically restricted. As far as borrowings into English from
French are concerned, the borrowed word is usually associated with more
formal style. It is a well known fact that synonyms often differ in their
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etymological origin and stylistic use. Ullmann (1962 : 145-6) argues for this
point in the following lines :

... There are in English countless pairs of synonyms where a native term is opposed to one
borrowed from French, Latin, or Greek. In most cases the native word is more spontaneous,
more informal and unpretentious, whereas the foreign one often has a learned, abstract, or
even abstruse air. There may also be emotive differences : the 'Saxon' is apt to be warmer
and homelier than its foreign counterpart... There are many exceptions to this pattern; yet it
recurs so persistently that it is fundamental to the structure of the language ...

Formality is but one dimension along which French-English cognates
differ as near-synonyms. And formality itself is far from being an all-or-
none phenomenon but should rather be conceived as a 'cline' with
various degrees of formality. Tze (1983), for instance, identifies six levels of
formality : VERY FORMAL, FORMAL, BARELY FORMAL, BARELY INFORMAL,
INFORMAL, and VERY INFORMAL. The same author offers a description of
many other dimensions along which synonyms differ, lending support to
the common view that strict synonymy is a rare phenomenon in human
language and that potential and actual differences between words
commonly regarded as synonyms lead us to talk about near-synonymy
instead. His taxonomy of the dimensions of difference between synonyms
is largely consistent with Leech's (1974 : 9-23) 'seven types of meaning'.

Finally, strict synonymy can also be countered by one of the words falling
out of use or becoming obsolete or highly restricted, leaving the other as
the sole lexeme with that meaning. For example, the word enemy was
introduced into English from Norman French, but English already had the
word foe with the same meaning. Although foe is still employed in some

contexts, mainly of a literary nature, enemy is much more used in most
contexts.

There is another dimension invoked by many semanticists in their
discussion of synonymy, the distinction between 'cognitive' and 'emotive'
or 'affective' synonymy. This dimension of synonymy is directly related to
Lyons's (1968, 1977, 1981a, b) distinction between 'descriptive meaning'
(alternative terms : propositional, cognitive, referential meaning) and
'non-descriptive meaning' (alternative terms : affective, emotive,
attitudinal meaning), also closely related to Leech's (1974) distinction
between 'conceptual' or 'denotative' meaning and 'expressive' meaning.
The former refers to the logical, cognitive, or denotative content of a word
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and the latter refers to what is communicated of the feelings and attitudes
of the speaker/writer. In the actual use of language, it is true that one word
may be preferred to the other because of its emotive or evocative
associations. However, the extent to which this is of importance varies
considerably from one style or situation to another. For instance, the pairs
liberty/freedom and hide/conceal are cited by Ullmann (1957) as examples
of English words which are cognitively, but not emotively, synonymous.
Although there are occasions when a speaker or writer might deliberately
use one rather than the other of these synonyms, and make his choice on
the basis of the 'connotations' that the words are likely to evoke, there are
also many contexts in which either one or the other might be used without
any noticeable difference of effect. Therefore we should not assume that the
emotive connotations of a word are always relevant to its use. The truth is
that in all cases, it is 'cognitive' synonymy which is defined first and no
one ever talks of words as being 'emotively', but not 'cognitively',
synonymous.

There are other factors which may influence the selection of synonyms on

particular occasions and in particular contexts. For instance, many people
refrain from using the same word more than once in the same utterance, if
they can avoid it. Others commonly or unconsciously choose a short word
in preference to a longer word, a more everyday word rather than a
'learned' word, an Anglo-Saxon word instead of a Latin, Greek, or
Romance word, to name but a few. There are, indeed, factors which,

though they might be described as 'semantic', have to do with the
situational acceptability of particular forms rather than their sense or
reference. And since linguistic competence and behaviour vary from
individual to individual and since there are many 'dimensions' of
acceptability, it may well be that for some speakers some expressions are

synonymous and for some others they are not, and for a third group the
situation is unclear. This alone can be a sufficient explanation for the
unreadiness of Burundian university students of English to use French-
English cognate pairs which are synonymous interchangeably or treat them
on an equal footing.

Thus when we talk of synonymy, we do not generally have 'strict' or
'absolute' synonymy in mind. We are thinking much rather of pairs of
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words that can substitute for each other in a wide range of contexts but not
necessarily absolutely, or that we think of as having the same general
denotation such as freedom/liberty, income/revenue, threat/menace,
understand/comprehend, help/aid, big/large, seldom/rarely, and
often/frequently. This kind of synonymy may be contrasted with strict
synonymy by calling it 'near-synonymy' (Lyons, 1981b) or 'loose synonymy'
with varying degrees of looseness (Jackson, 1988). In this sense, synonymy
is a sense relation that holds between a great number of pairs or sets of
English lexical items as illustrated by the following pairs/sets of examples :

start/begin(ning)/commence(ment), free/liberate, spying/espionage,
kill/murder/assassinate, imp rove/ameliorate, tiredness/fatigue,
involve/implicate, goods/merchandise, refund/pay back/reimburse, and
deeply/profoundly.

Since the description of meaning in a dictionary is an indication of the
meaning potential of a word (only in a linguistic and situational context is
the meaning actualised), synonymy also needs to be defined in terms of
contexts of use : two words are synonymous if they can be used
interchangeably in all sentence contexts. The pairs discover/find,
retain/keep, and occupied/busy are commonly thought of as synonyms.
Yet discover and find are synonymous in a sentence like 'We
discovered/found the thieves hiding in a car park', but find could not
substitute for discover in 'Sir Alexander Fleming discovered/*found
penicillin in 1928'. Similarly, retain and keep are synonymous in the
sentence 'Retain/keep your ticket for further inspection', but retain could
not substitute for keep in the sentence 'Keep/*retain the door shut all the
time'. The same observation applies to occupied and busy in the sentences
'The Prime Minister is occupied/busy at the moment' and 'The seat is
occupied/*busy'.

All the examples of synonyms in the above two paragraphs illustrate a

point made earlier, that the English vocabulary contains pairs of synonyms,
one of which is a cognate French-derived (or simply borrowed) lexeme,
usually a formal term, and the other a non-cognate English-derived
lexeme, usually a non-formal or neutral term. However, as pointed out at
the beginning of this section, the aim of this discussion is to demonstrate
that synonymy can be attested cross-linguistically, using French-English
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cognates. We need now to answer is the question we posed in the
introduction to this section : Can French-English cognates be described as

synonyms, and to what extent?

To answer this twofold question, we need to show that certain French-
English cognates have a significant degree of semantic overlap, evidenced
by common semantic traits, and that following the various degrees and
types of synonymy discussed above, some pairs of French-English cognates
are more synonymous than others. The real problem lies in establishing
some objective measure of the semantic overlap between cognate pairs.

On the one hand, some of the definitions and types of synonymy discussed
above make it impracticable to prove that two items are synonymous. First,
Lyons's definition of 'total synonyms' as those which are synonymous in
all contexts would require checking the relations between synonymous
items in all conceivable contexts, which would be theoretically and
practically impossible. Second, his definition of 'complete synonyms' as
those which are 'identical on all relevant dimensions of meaning' leaves
open the question of how many dimensions there are, and how to
determine whether the words are identical on any particular dimension.
Different analysts (semanticists) would not automatically agree on those
two issues. Third, Lyons's definition of 'full synonyms' in terms of 'all
their meanings being identical' poses a problem of knowing how many

meanings each of the synonyms has. Fourth, it is not precisely clear where
his category of 'near-synonyms', defined as those which are 'more or less
similar, but not identical in meaning', would start and end because the
phrase 'more or less' used in the definition is vague. Lastly, although he
insists that near-synonymy is not the same as 'partial synonymy', he does
not suggest a clear-cut criterion for differentiating between the two, and by
his definition, near-synonyms qualify as incomplete synonyms, and,
therefore, as partial synonyms.

On the other hand, there are further difficulties to be contended with to

attest synonymy and establish degrees of cross-linguistic synonymy. The
first difficulty stems from the principles of the Sapir-Whorf Hypothesis,
namely that language determines the way we think - linguistic
determinism - and that the distinctions encoded in one language are not
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found in any other language - linguistic relativity - (cf. Mandelbaum, 1949);
Carroll, 1956). Without going into the complex issue of what these
principles imply, it is expected that the meanings of words in two
languages rarely coincide totally, except highly technical words. Cognates
make no exception to this rule. The second difficulty has to do with
restrictions in the usage and distribution of cognates in two languages.
Cognate lexemes may be more frequent, grammatically marked,
sociolinguistically and collocationally restricted in one language than in
the other.

With these observations in mind, let us now examine an illustrative

sample of French-English cognates to see where they belong on the scale of
synonymy in accordance with the various criteria discussed above. The
following examples will serve : comm en c er / c o mm en c e,
restaurant/restaurant, inaugurer/inaugurate, succeder/succeed,
terrible/terrible, brillant/brilliant, marchandise/merchandise, and

sabotage/sabotage. We shall use the symbols N for normal, LN for less
normal and AB for abnormal.

I. Commencer vs commence

a. L'annee academique/ commence/ en Octobre. (N)
b. The academic year/ commences/ in October. (N)

c. Le match/commence/ dans une heure de temps. (N)
d. The match/ commences / in an hour's time. (N)

e. II commence/ a comprendre. (N)
f. He commences / to understand. (LN)

g. II commence/ a pleuvoir. (N)
h. It commences/ to rain. (LN)

In these pairs of sentences, the cognates commencer and commence are
used synonymously but as we go down the list, we start getting a 'less
normal' use of English commence whereas the use of French commencer
is normal in all the four sentences. We have here an example of French-
English cognates which share a common denotative and cognitive
meaning but differ according to the register of formality, English
commence, unlike French commencer, being mostly used in formal
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contexts. Therefore commencer and commence are not total synonyms
because they are not synonymous in all contexts. They are partial
synonyms. Additionally, there is a grammatical point to be made, namely
that English commence rarely occurs with a non-finite clausal complement
and that, when it does, the non-finite verb tends to be in the present
participle form rather than the infinitive (e.g., They commenced eating).
Commence seems to be mainly restricted to taking NPs as subject and
object (e.g., The ceremony commenced/They commenced the ceremony).

II. Restaurant vs restaurant

a. Nous allons/ manger/ dans un restaurant.(N)
b. We are going/ to eat/ in a restaurant. (N)

c. Ce restaurant/ est/ cher. (N)
d. This restaurant/ is/ expensive. (N)

e. lis aiment/ les restaurants frangais. (N)
f. They like/ French restaurants. (N)

The cognate pair restaurant/restaurant has exactly the same meaning in all
the three pairs of sentences and one cannot think of any context in which
or any dimension on which they have different meanings. They satisfy the
criteria for full synonymy, total synonymy, and complete synonymy and
are therefore absolutely synonymous cognates.

III. Inaugurer vs inaugurate

a. *Le President Clinton/ a ete inaugure/ le 20 Janvier 1993. (AN)
b. President Clinton/ was inaugurated/ on January 20th 1993. (N)

c. Le Premier Ministre/ inaugurera/ le Palais du Parlement. (N)
d. The Prime Minister/ will inaugurate/ the Parliament Building. (N)

In English you can inaugurate things as well as people but in French you
can inaugurate things but not people. In French, when talking about 'the
inauguration of people' the terms investir (to invest) and investiture
(investiture) are used. Thus inaugurer and inaugurate fail the test of total
synonymy because they are not synonymous in all contexts. They are

partially synonymous cognates.
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IV. Succeder vs succeed

a. Qui/ va succeder/ a la reine? (N)
b. Who/ will succeed/ the queen?(N)

c. He/ has succeeded/ in his business. (N)
d. *11/ a succede/ dans ses affaires. (AN)

French succeder does not have the meaning that English succeed has in (c),
that is, 'to achieve the intended result or goal'. French uses a different
lexeme reussir to express this meaning. Therefore succeder and succeed are
not synonymous in all contexts and all their meanings are not identical.
They are not totally or fully synonymous. Nor are they completely
synonymous because they are not identical on all relevant dimensions of
meaning in that succeder in (d) does not have the denotative meaning that
succeed has in (c). We cannot call them partial synonyms because they do
not satisfy any of the criteria for full, total, and complete synonymy. We
cannot call them near-synonyms because there is a meaning they do not
share in (c) and (d). It is here that Lyons's distinction between partial
synonymy and near-synonymy poses a problem. The cognates succeder and
succeed share some but not all denotative meanings. They are synonyms of
some kind. I propose to call them incomplete synonyms in
contradistinction to Lyons's partial synonymy but incomplete synonymy is
not the opposite of complete synonymy. Incomplete synonymy here refers
to synonyms which differ by at least one denotative meaning. There are

many other pairs of this type such as histoire which means both 'history'
and 'story' and history which never means 'story' and siege which means

'siege, seat, and headquarters' and siege which does not have the last two
meanings.

V. Terrible vs terrible

a. Quel/ terrible /accident! (N)
b. What/ a terrible/ accident! (N)

c. Tous les Marseillais/ regardaient/ la Television/ quand/ leur equipe/ a
l'emporte/ la Coupe d'Europe. Le match/ etait/ terrible. (N)

d. All people from Marseille/ were watching/ Television/ when their
team/ won/the European Cup. The match/ was/ terrible. (AN)
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French terrible in (c) has an emotive meaning of 'great/terrific' which
English terrible does not have in (d). This meaning is expressed by terrific
in English. English terrible also has an emotive meaning which can be the
opposite to the French meaning as in 'Le film etait terrible' (the film was

terrific) and 'The film was terrible'. In these examples, the item terrible can
be viewed as an isolated example of cross-linguistic antonymy.

VI. Brillant vs brilliant

a. C'est/ un etudiant brillant. (N)
b. He is/ a brilliant student. (N)

c. Elle/ a/ une carriere brillante. (N)
d. She/ has/ a brilliant career. (N)

e. "Comment/ etait/ votre conge? C'etait/ brillant. (AN)
f. How/ was/ your holiday? It was/ brilliant. (N)

In (f) English brilliant has an emotive meaning of 'fantastic' which French
brillant does not have in (e). I propose to call the pairs terrible/terrible and
brillant/brilliant incomplete synonyms because they share their cognitive
meaning but not their emotive meaning.

VII. Marchandise vs merchandise l3a

a. Cette marchandise/ est chere. (N)
b. This merchandise/ is expensive.(N)

c. Ces marchandises/ sont/ cheres.(N)
d. "These merchandises are expensive.(AN)

The use of merchandise in (d) is abnormal because merchandise is an

uncountable noun, unlike French marchandise, which is a countable
noun. We have here a pair of French-English cognates which differ in their
grammatical meaning. They are partial synonyms because although their
denotative meaning is identical (we can therefore call them full

13a & 13b jhg items marchandises/merchandise and sabotage /sabotage belong to a separate category of
cross-linguistic synonyms from the preceding types because the English and French forms differ only in
grammar. Furthermore, these items do not collocate syntagmatically with the same range of other lexemes
and so are not synonymous in all contexts. On the one hand, French marchandise is a countable noun but
English merchandise is not. On the other hand, the pair sabotage/sabotage is only synonymous insofar as
they belong to the same word class. In English, the noun sabotage and the verb sabotage are the same
orthographic word but are separate lexemes because they belong to different word classes.
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synonyms), they are not synonymous in all contexts because of their
'count/uncount differentiation.

VIII. Sabotage vs sabotage 13b

a. lis/ veulent/saboter (*sabotage)/ les Jeux Olympiques. (N)
b. They/ want/ to sabotage/ the Olympic Games. (N)

c. Le sabotage des negociations/ va/ continuer. (N)
d. The sabotage of the negotiations/ will/ continue. (N)

Owing to the phenomenon of conversion (see Section 2.3.3), English
sabotage functions as both a verb and a noun whereas French sabotage is a
deverbal noun from the verb saboter (to sabotage). Therefore French
sabotage and English sabotage are not synonymous in all contexts and so
are not total synonyms; they are not full synonyms because all their
meanings are not identical and they are not complete synonyms because
they are not identical on the dimension of their grammatical meaning
(synonyms must belong to the same word class). They are not partial
synonyms. They are incomplete synonyms because of their word class
differentiation.

The above discussion has demonstrated that it is erroneous to think of

synonymy as a monolithic phenomenon. Synonymy covers so many
dimensions and types of semantic equivalence that its measurement is
more complex than it appears to be. It has also been shown that synonymy
is an important cross-linguistic sense relation between French-English true
cognates. However, as is the case with intra-linguistic synonyms, many

French-English true cognates are 'partial' or 'incomplete' synonyms and
only a few of them qualify as 'strict' or 'absolute' synonyms. From the
sample of cognates discussed above, it can be concluded that 'agreement' or
'likeness' in denotation is the most useful criterion for measuring cross-

linguistic synonymy. Most French-English true cognates share their
denotative meaning but tend to differ in terms of formality, emotive
meaning, and grammatical traits and it is these dimensions that run
counter to the criterion of 'absolute semantic equivalence'.
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2. 4. 2. 2 Hyponymous French-English Cognates

Hyponymy refers to the sense relation of inclusion whereby the meaning
of a more general lexeme (the superordinate) is included in that of a more

specific lexeme (the hyponym). Hyponymy serves two functions. First, like
synonymy, it adds flexibility to language, by enabling its users to avoid
repetitions and to define and describe concepts with more ease. Second,
hyponymy facilitates communication by allowing a tolerable degree of
vagueness and imprecision through the substitution of the superordinate
for the hyponym. Like synonymy, hyponymy is a sense relation which
applies to lexemes in the same language. I am therefore borrowing the
notion of hyponymy, as I did for synonymy, to clarify cross-linguistic sense
relations between French-English cognates.

Relevant to the notion of hyponymy is Lyons's (1981b) distinction between
'basic' and 'non-basic' expressions. He uses 'basic' in two senses. The more
obvious sense of basic depends upon the frequency of occurrence in
everyday, non-technical, usage. In this respect, basic lexemes are more

frequent in everyday language use than 'non-basic' ones. In the second
sense, 'basic' lexemes are those that can be used to construct more elegant
and systematic sets of interconnected definitions. It is this second sense of
'basic' that has been dominant in a good deal of recent theorising in
linguistics, particularly in the treatment of hyponymy.

Hyponymy is often important in displaying the semantic relations between
items within a lexical field. The relation of hyponymy is exemplified by
such pairs as 'dog' and 'animal', where the former is a hyponym of the
latter. The sense of 'dog' includes that of 'animal'. Similarly, we can say
that 'cow' is a hyponym of 'animal', 'rose' is a hyponym of 'flower', and so
on, and further, that 'rose', and 'tulip', etc. are each a hyponym of 'flower'
or co-hyponyms of the same lexeme. Inclusion is here a matter of class
membership in the real world and there is a distinction between class-
inclusion (in the real world) and sense-inclusion (in the language). For
example, the class of men is included in the class of human beings but the
sense of human being is included in the sense of man. Hyponymy is thus a

linguistic, not a real-world, classification and languages differ in their
superordinate terms, and in the hyponyms they can hold under such
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terms. The fact that lexemes, in most languages at least, fall into a number
of distinct parts of speech would of itself preclude the hierarchical ordering
of the vocabulary in terms of hyponymy under a single lexeme because a
lexeme belonging to one part of speech cannot be a hyponym of a lexeme
belonging to another part of speech. Cruse (1986) defines hyponymy using
the crucial criterion of unilateral entailment, which is what distinguishes
hyponymy from synonymy. In the following examples of unilateral
entailment, the sentence containing the hyponym (in italics) unilaterally
entails the sentence containing the superordinate (in bold).

Sentence containing
the hyponym

Sentence Containing
the superordinate

1. He was assassinated He was murdered

2. This is a rose

entails
This is a flower but not vice-versa

3. They were chanting They were singing

The definition of hyponymy in terms of unilateral implications enables
synonymy to be defined synonymy as bilateral, or symmetrical hyponymy,
that is, if x is a hyponym of y and y is a hyponym of x, then x and y are

synonyms. If hyponymy is defined as non-symmetrical (as it must be if
synonymy is treated as symmetrical hyponymy), then proper hyponymy
may be distinguished from synonymy as being asymmetrical. Hyponymy is
a transitive relation. If x is a hyponym of y and y is a hyponym of z, then x
is a hyponym of z. For example, 'cow' is a hyponym of 'mammal' and
'mammal' is a hyponym of 'animal'; therefore 'cow' is a hyponym of
'animal'.

Hyponymy is a paradigmatic relation of sense which rests upon the
encapsulation in the hyponym of some syntactic modification of the sense
of the superordinate term. When the relation of hyponymy holds between
nouns, it is possible to insert syntactically appropriate expressions
containing them in the place of x and y in the formula 'x is a kind of y'
(where x is a hyponym of y). Once again, it must be stressed that there is no
lexeme which is a superordinate to all abstract nouns, or all concrete
nouns, or all the members of any of the major sub-classes of nouns that are
customarily recognised for English. Verbs, adjectives, adverbs, and other
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parts of speech cannot be inserted into the formula 'x is a kind of y'
without prior nominalisation, and even then the resultant sentence is
generally rather unnatural, if not unacceptable (e.g., 'Buying is a kind of
getting'). Of course, there are other words and phrases which serve to
structure the vocabulary in terms of hyponymy for other parts of speech, as
'what kind of ..." does for nouns. For instance, we say that 'to buy is to get
something in a certain way', 'to be friendly to someone is to be nice to
someone in a certain way'. But it would be tedious, even if it were feasible,
to describe all the ways in which hyponymy is manifest for the different
parts of speech, and sub-classes of them.

Componential analysis may help us to understand the sense relation of
hyponymy. Included meanings (hyponyms) will share the same semantic
component of more general meanings (superordinates), while the latter
will not have the specific components of the included terms (hyponyms).
For example, the meanings of 'man', 'woman', 'boy', and 'girl' include the
meaning of 'human being'. They share with it the semantic component
[+FIUMAN] but it does not share the components [+/-ADULT] and [+/-
MALE], needed to discriminate between them. Similarly, the meanings of
'man' and 'woman' include the meaning of 'adult', the shared component
is [+ADULT], and the meanings of 'boy' and 'girl' include the meaning of
'child' with the shared component [-ADULT], 'Boy' and 'girl' are then
hyponyms of 'child', 'man' and 'woman' are hyponyms of 'adult'; and
'child' and 'adult' are, in turn, hyponyms of 'human being'. Therefore it
stands to reason that any propositional meaning carried by a superordinate
or general term is, by necessity, part of the meaning of each of its hyponyms
but not vice-versa.

Let us now look at French-English cognates as cross-linguistic hyponyms.
In other words, which of the French-English terms in cognate pairs tend to
be the hyponyms and which ones tend to be the superordinates? In order to
establish a hyponymic relation between French-English cognates, we need
to show which of the two terms is narrower or more general than the
other. Manczak (1985) puts forward the rule that borrowings have fewer
meanings in the new language than in the old one and this is precisely
because borrowings are less frequently used in the new language than in
the old. As far as French-English cognates are concerned, I argue that
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French chanter (sing, chant), assassiner (murder, assassinate), saluer, (greet,
salute), diplome (award, diploma, certificate), and professeur (teacher,
lecturer, professor) are more general than English chant, assassinate, salute,
diploma, and professor. In other words, English chant is a hyponym of
French chanter (as well as of English sing), assassinate is a hyponym of
assassiner (as well as of murder), salute is a hyponym of saluer (as well as
of greet), diploma is a hyponym of diplome, and professor is a hyponym of
professeur. This is to say that chant means a particular type of
chanter / singing, assassinate means a particular type of
assassiner/murdering, salute means a particular type of saluer/greeting,
diploma means a particular type of dipldme, and professor means a

particular type of professeur.

There are, of course, cases where the pattern is reversed, the English term
being the superordinate and the French term the hyponym. For instance,
English camera, which denotes 'a piece of equipment used for taking
photographs' or 'a piece of equipment used for filming', is more general
than French camera, which denotes only 'a filming device'. We can
conclude that a good number of French-English cognates are in a

hyponymous relation.

There is also a noticeable difference in the frequency of occurrence of
French-English cognates in the vocabulary of French and that of English.
Partly because French-English cognates tend to be highly formal or very
specialised in their use in English (Jackson, 1988; Ullmann, 1962), and
partly because people are likely to know superordinate terms (which,
according to the above examples, are predominantly French-derived) and
their full meanings but do not necessarily know the full meanings of their
corresponding hyponyms although they perceive a certain semantic link
between them (Lyons, 1977), the frequency of occurrence of such cognate
terms as chanter/chant, assassiner/assassinate, saluer/salute,

dipldme/diploma, and professeur/professor is higher in French than in
English. In French, unlike in English, these are common and basic words
which frequently occur in everyday use. In a later chapter, I shall argue that
these could be some of the factors that inhibit learners from using the
French-derived members - an intuition that the 'native English' word is
safer because of its greater extension.
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It also appears that, based on the above examples, and as said above, we can
claim that hyponymy can be regarded as a component of synonymy, more
precisely, hyponymy can be thought of as an instance of partial, near, or
loose synonymy. Finally, as we saw earlier, there are problems attaching to
the definition of hyponymy in terms of the logic of classes because it is
unclear whether we should say that a hyponym is included in its
superordinate or a superordinate in its hyponym(s). In terms of the
extension of lexemes, it appears that the superordinate is more inclusive
whereas as far as the intension of lexemes is concerned, the hyponym is
more inclusive (for instance, 'professor' has all the defining properties of
'professeur' and certain additional properties which distinguish him from
'teacher, lecturer', etc.).

2. 4. 2. 3 Polysemous and Homonymous French-English Cognates

Many French-English cognates, especially those in common use, have
more than one meaning in either one of the two or both languages and
these meanings do not have to coincide. This accounts for one of the
reasons why many French-English cognates fail the test of cross-linguistic
synonymy (see Section 2.4.2.1). Lexemes which have multiple meanings are

commonly called polysemous and the property they manifest is called
polysemy.

However, polysemy must not be confused with homonymy, a term used
for the relation holding between words which are spelt and pronounced
the same but have clearly different meanings. Such words are called
homonyms. The difference between polysemy and homonymy is not easy
to define in terms of objective and operationally satisfactory criteria. Tests
carried out by Lehrer (1974) suggest that native speakers are generally in
agreement over a fair range of examples of homonymy and polysemy, but
there is a considerable number of borderline cases.

There are two major criteria that linguists and lexicographers apply to
come to a differentiation between homonymous and polysemous lexemes
(Lyons, 1977). The first criterion is the historical derivation of lexemes
which is made explicit in the etymology information appended to many

dictionary entries. It is generally believed that a sufficient, though not
necessary, condition of homonymy is that the lexemes in question should
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be known to have developed from what were formally distinct lexemes in
some earlier stage of the language. For instance, it is by virtue of the
etymological criterion that 'ear1' (the organ of hearing) and 'ear2' (part of
such cereal plants as 'wheat' and 'barley') are treated as homonymous
lexemes. According to this etymological criterion, if the meanings of an
item can be shown to be derived from a common origin, this is treated as

polysemy, even if resultant meanings diverge considerably.

There are two main reasons why the etymological criterion is not always
decisive. Firstly, even in languages which have written records going back
hundreds of years, say, English, there are words about whose historical
derivation we are uncertain. Secondly, there is no prescribed limit as to
how far etymologists should go in seeking evidence for tracing the history
of words. Furthermore, the information available about the origins and
history of particular words may be irrelevant in the synchronic analysis of
languages. For example, a native speaker is generally unaware of the
etymology of the words that he uses and his interpretation of them is
unaffected by whatever knowledge of their historical derivation he may

possess, unless he is being pedantic or exploiting certain aspects of the
words' etymology for stylistic purposes. Thus, as said earlier, we should not
fall into what Lyons (1977 : 224) calls 'the etymological fallacy' or the belief
that the meanings of words can be determined by investigating their
origins.

The second major criterion applied by linguists and lexicographers in
drawing the distinction between polysemy and homonymy is
unrelatedness versus relatedness of meaning. Certain meanings of words
are connected and others are not. Homonyms such as 'ear1' (organ of
hearing) and 'ear2' (part of a cereal plant) are unrelated in meaning and
have different etymologies. Therefore they need separate entries in
dictionaries and constitute two separate headwords. On the other hand,
words such as 'foot' (projection of the leg) and 'foot' (bottom part of a page,
mountain, etc.) are polysemes because the second represents an extension
of the first, and so they are entered as variants of the same headword.
Waldron (1967) underlines that a certain tendency is noticeable in the
history of language to eliminate polysemy when meanings diverge beyond
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a certain degree, by assigning different meanings to different forms of the
same word.

However, there is a theoretical problem in the application of the criterion
of relatedness and/or unrelatedness of the meanings of words. First,
dictionary meanings are the sole means of determining identity, similarity
and dissimilarity of word meanings. Yet dictionary definitions of words
must be viewed as provisional, as representing the potential meaning of a

word, waiting for actualisation in a context. Even if we were to rely on
native speakers' intuitions about the relatedness of meanings, it may turn
out that some native speakers will claim to see a connection between an
ear of corn and the part of the body that is denoted by the noun 'ear'
whereas other native speakers will deny the existence of such a connection.
The question is whether the descriptive semanticist should take into
account the native speakers' intuitions about the relatedness of meaning
in deciding between polysemy and homonymy. Faced with this kind of
theoretical indeterminacy, the linguist finds himself in some difficulty and
might well decide that it is preferable, as Lyons (1977 : 552) suggests, to leave
the theoretical status of the distinction between polysemy and homonymy
unresolved.

Nonetheless, it is sufficient to note that we can usually identify one

meaning of a word as being more central than the others. Furthermore, it
is characteristic of words that a single lexical item may have several
meanings other than that which most readily comes to mind. Larson (1984)
calls these meanings secondary meanings or secondary senses as opposed to
primary meanings or primary senses. The primary sense, he argues, is the
meaning suggested when a word is used alone, the meaning or usage that a
word suggests to most people when in isolation, the meaning learned early
in life and which is likely to have a reference to a physical situation. But
the same word may have a different meaning when used in context with
other words. It goes without saying that the process of discovering the
various senses of words is rather complicated but can be crucial for
differentiating between polysemy and homonymy.

Let us try to simplify things by admitting that formal identity is involved
in any way whether we set out to maximise polysemy or homonymy.
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Formal identity is a particularly important criterion involved in the
definition of homonymy. There are two levels to be considered. First, two
word-tokens are formally identical in the phonic medium if they have the
same phonological representation. Secondly, they are formally identical in
the graphic medium if they have the same orthographic representation. It
is customary to call these two categories of homonyms respectively
homophones and homographs. Homonymy normally applies only to
lexemes within the same language. In this study, I am borrowing the
notion of homonymy, as I did for synonymy and hyponymy, to clarify
cross-linguistic relations between potential cognates. The items comment,
dot, son and ton which, in French, respectively mean 'how, dowry, sound
and tone', are clear examples of French-English homographs but also near-

homophones. On the other hand, dose (measure/quantity) vs doze (a short
sleep), and trucage (trickery) vs truckage (conveyance of cargo by truck) are

examples of French-English near-homographs and near-homophones.
These items belong to the category of 'accidental cognates' described in
Section 2.2 and do not seem to present major problems in language
teaching.

In addition to formal identity, syntactic equivalence is another necessary,
but not sufficient, condition for homonymy. For instance, Lyons (1977 : 560-
1) argues that in traditional treatments of homonymy, no two lexemes can
be absolutely homonymous if they are members of different parts of
speech. If it is true that homonyms must belong to the same word class,
then French comment which functions as either an adverb or conjunction
cannot be the homonym of English comment, which functions as either a
verb or a noun. Thus homonymy is relative to a certain syntactic analysis
of the language system because the notion of syntactic equivalence is itself
relative to a particular set of rules. Presumably, under a very

comprehensive sub-classification of lexemes, much of what is traditionally
considered to be homonymy is only partial homonymy with respect to the
criterion of syntactic equivalence.

The above theoretical considerations should hopefully help us to decide on
the polysemous or homonymous character of French-English cognates.
Three criteria for homonymy have been identified : homonyms must not
be etymologically and semantically related and they must belong to the
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same word class. According to the first two criteria, very few French-
English cognates qualify as cross-linguistic homonyms because, by
definition, genuine cognates are historically and semantically related. In
this respect, many pairs of what Kays (1981) describes as 'the common

French-English homonyms14 fail the test of homonymy because they are

historically and semantically related. The only cognates that would qualify
as cross-linguistic homonyms are the ones we have called 'accidental
cognates', which are not etymologically related but present a striking
formal similarity (see Section 2.2). But, as was acknowledged earlier, these
must be very limited in number and in this sense homonymy turns out to
be a less common cross-linguistic phenomenon between French-English
cognates.

Regarding polysemy, dictionary definitions are the sole easily accessible
means of determining identity, similarity, or dissimilarity of the meanings
of the words, it is on the basis of these same definitions that the

polysemous character of French-English cognates can be systematically
evidenced. However, the whole enterprise rests on the selection of a good
sample dictionary, one which, in addition to its word definitions, provides
etymological information about word entries because, as said above, the
latter should confirm or disconfirm polysemy by showing that the
meanings of an item have or have not derived from a common origin,
hence polysemy or homonymy. Of course, the number of meanings listed
in dictionaries for each word will by and large depend on the size and scope
of dictionaries. Unabridged dictionaries will naturally contain more words
and provide more meanings and definitions than abridged ones.

Many French-English cognates have more than one meaning in French
and English and so may be described as cross-linguistic polysemes.
Moreover, French-English cognates are not equally polysemous, some will
be more polysemous in one language than in the other and rarely should
we expect a matching number of meanings between French-English
cognate pairs. For instance, marque and mark are polysemous but marque
can mean 'brand' in the sense of 'the make of a product made by a

14 Her examples of the most common French-English homonyms include abuser/abuse, actuel/actual,
confidence/confidence, demander/demand, eventuellement/eventually, genial/genial, ignorer/ignore,
labour/labour, physicien/physician, resumer/resume, decevoir/deceive, and succeder/succeed.
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particular manufacturer' whereas mark does not have this meaning. On
the other hand, mark can mean 'a point given for a correct answer or for
doing something well in an exam or competition', a meaning that French
marque does not have. There is also a figurative meaning of marque as in
'hotes de marque' (distinguished guests) that mark does not have. But the
two share some meanings such as 'a written or printed symbol or sign' and
'stain'. Another example is franchise which in French and English means
'the right to vote in an election', 'an authority that is given by a company
to someone allowing them to sell its goods or services, etc.', but it also
means 'frankness' in French, a meaning that English does not have.
Therefore polysemy is attested both intra-linguistically and cross-

linguistically.

2. 5 Two Categories of French-English Cognates Selected for this Study

It appears from the foregoing discussion that the lexical category known as

'French-English cognates' is such a huge and multidimensional network
that to tackle it altogether within the confines of the present study would
be neither desirable nor feasible. Thus, for the purposes of this study, it is
imperative to select a manageable class of cognates that can satisfactorily
attest the transferability of French-English cognates from French to English.
Since the major problem inherent in the use of cognates lies essentially in
the assessment of their semantic overlap or semantic difference between
language x and language y, it is relevant that this study concentrates on the
semantics of French-English cognates and does not deal with their
morphology. Nevertheless, even the semantics of French-English cognates
remains too broad a topic to be dealt with at a time. Accordingly, two types
of categories have been selected.

The first category includes French-English cognates whose meanings are
the same or similar in French and English (true cognates) and which are in
a relation of either synonymy with non-cognate English lexemes (e.g.,
commence, begin, start; espionage, spying) or hyponymy (e.g., assassinate,
murder, kill). In this study, it will be shown that synonymy and hyponymy
are important sense relations which underlie the avoidance strategy
adopted by Burundian university students of English in their use of
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French-English true cognates (See Hypothesis 1 in Chapter Five, Section
5.2)

The second, and perhaps most problematic category, includes French-
English cognates whose meanings differ in the two languages (e.g. venue,
siege, tutor). This is the classic category of lexemes that most theoreticians,
especially those whose work has pedagogical aims, usually have in mind
when they talk of false cognates. This category includes what, according to
Gallegos's (1983) typology of cognates, was earlier described as deceptive
cognates (whose meanings or ranges of meaning only partially overlap),
false cognates (whose meanings or ranges of meaning do not overlap), and
accidental cognates (which have no obvious etymological relationship but
do have a striking similarity in form). In this study, it will be shown that
this is by far the most difficult and treacherous class of cognates in the sense
that learners tend to anticipate a semantic similarity where they see a
formal one (see Hypothesis 2 in Chapter Five, Section 5.2) .

In order to minimise extraneous factors that can further obscure the

phenomenon of cognateness, it is important that we limit our study to
simple cognates and leave out complex cognates such as derivatives and
compounds as far as possible. The latter may indeed involve different
kinds of knowledge and their acquisition may therefore appear to be more

complex than that of simple cognates. Although a few derivative cognates
which are commonly acknowledged as classic examples of French-English
cognates such as actually and eventually will be included in our data, word-
formation and derivational morphology are not directly the concern of this
study.

The words of interest for the purposes of this study are predominantly
those French-English cognates that are mostly found in formal English and
likely to be unfamiliar for that reason, but which are still transparent in
their structure, though not necessarily so in their meaning, to those who
are aware of their constituent roots and the meanings of those roots. From
an experimental point of view, only cognates with total or partial form
similarity are significantly useful in testing the transferability of French-
English cognates because we assume that the learners will easily spot the
formal resemblances in cognate pairs. Cognates whose form has changed so
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much that the formal correspondence is no longer recognisable have been
excluded from our data as far as possible because they are presumed to be of
little experimental value, if any at all, in the present study. In fact, I believe
that learners would not recognise them.

2. 6 Summary

The aim of this chapter has been to clarify the phenomenon of lexical
cognateness with particular reference to French-English cognates. It has
been emphasised that it is not easy to formulate a definition of cognates
which encompasses all aspects that should be treated under this topic.
However, there are key properties that any attempted definition should
take into account, namely, the cognates' etymological origin, their form,
sound, and meaning correspondences and contrasts. The etymological
criterion is useful for reconstructing the semantic evolution and sense

development of cognates and for showing how false cognates come about
as a result of semantic change. The criterion of orthographic similarity has
been described as a prerequisite for cognateness and cognate-pairing does
not occur when the items differ radically in form. In the auditory mode,
however, cognate-pairing relies on phonetic and phonological
resemblance, but just as with orthographic correspondence, the criterion of
sound correspondence does not require that the sound be totally identical
between cognate pairs.

Cognates are more interesting when looked at from a semantic angle
because the key to the cognate puzzle lies essentially in assessing the degree
of semantic overlap and difference between cognate pairs. Of course,

cognate-pairing can take place even when the items differ radically in their
meaning and rarely do the meanings of cognates coincide. This chapter has
also concentrated on the various lexico-semantic relations holding between
cognate pairs and it has been shown that different categories of cognates in
general and French-English cognates in particular can be semantically
described as cross-linguistic synonyms or hyponyms. Two categories of
cognates have been selected for this study : (i) cognates whose meanings are
the same or similar in French and English (true cognates) and which are in
a relation of synonymy or hyponymy with non-cognate English lexemes,
and (ii) cognates whose meanings differ in French and English (false
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cognates). The following table summarises our linguistic description of
French-English cognates and classifies them according to the various
linguistic properties and lexico-semantic relations discussed in this chapter.
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Table 0. 1 : Summary of the Description and Classification of French-
English Cognates

Defining Criteria Semantic Change Cross-linguistic Lexico-semantic Relations
1. Common Etymology
(except accidental cognates]

1. Zero Change
e.g. restaurant/
restaurant, finir/
finish, arriver/
arrive

1. Synonymy
a. Full Synonymy

(all meanings identical)
e.g. commencer/commence,
finir/finish, clair/clear

b. Total Synonymy
(synonymous in all contexts)
e.g. restaurant/restaurant,
necessaire/necessary
table/table

c. Complete Synonymy
(identical on all relevant
dimensions of meaning)
e.g. marchandise/merchandise,

d. Absolute Synonymy
(satisfies criteria for full, total, and
complete synonymy)
e.g. restaurant/restaurant, important/
important, finir/finish

e. Partial Synonymy
(satisfies some not all criteria for full,
total, and complete synonymy)
e.g. sabotage/sabotage,

f. Incomplete Synonymy
(difference in denotative or
emotive meaning)
e.g. succeder/succeed, brillant/brilliant,
terrible/terrible

2. Formal Similarity
a. Orthographic
b. Phonetic/phonological
c. Morphological

2. Extension

e.g. bachelier/
bachelor, degre/
degree, camera/
camera

3. Semantic Relatedness
a. Same or similar meaning

(true cognates)
b. Partially or completely
differentmeaning
(false cognates)

3. Narrowing
e.g. assassiner/
assassinate,
chanter/chant,
saluer/salute

4. Grammatical Criteria
a. Usually the same

word class
b. Not necessarily the

same grammatical traits

4. Semantic Shift

e.g. porc/pork,
boeuf/beef,
veau/veal,
venue/venue

5. Figurative Use
e.g. tuteur/tutor

2. Hyponymy
e.g. chanter/chant, saluer/salute,
assassiner/assassinate, professeur/
professor, diplome/diploma

3. Homonymy
(only accidental cognates)
e.g. trucage/truckage, file/file

4. Polysemy
(applies to most cognates)
e.g. franchise/franchise, marque/mark
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CHAPTER THREE

LANGUAGE TRANSFER IN SECOND LANGUAGE

ACQUISITION RESEARCH

3.1 Introduction

Chapter Two was devoted to describing and clarifying French-English
cognates according to varied aspects of the phenomenon of lexical
cognateness, which is the first aim of this study as stated in the
Introduction. As a preliminary to the second aim of the study, which is to
assess the transferability of French-English cognates from French (L2) to
English (L3), we need to look at the concept of language transfer and specify
the conditions under which transfer takes place in second/foreign language
acquisition. Thus this chapter presents the debate surrounding the theory
of transfer in language learning, that is, language transfer accounted for by
such approaches as the Contrastive Analysis Hypothesis, the Ignorance
Hypothesis, the Creative Construction Hypothesis, and the Psychotypology
Hypothesis. Although each of these approaches explains language transfer
in its own way, the phenomenon of transfer is best understood as the result
of complex factors (linguistic, non-linguistic, psycholinguistic, etc.) which
interact in a variety of ways. This chapter also describes the various types of
transfer identified in SLA literature and examines the issue of L2-L3

transfer, which is the direct concern of this study. Since it is almost
impossible to discuss language transfer without referring to the notion of
interlanguage, we need to introduce and define this concept as a starting
point of our discussion of language transfer.

3. 2 The Notion of Interlanguage and Other Related Concepts

Interlanguage is a construct proposed by Selinker (1969, 1972) in order to
emphasise the significance and the structural anatomy of the various
developmental stages of L2 acquisition. Since the early 1970s, one meets the
term interlanguage in a great deal of SLA literature. In order to better
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understand the history of this notion, one must go back to Corder (1967)
who introduces the concept of transitional competence and later develops
the idea of idiosyncratic dialect (Corder, 1971a, b). In the meantime, Nemser
(1971) advances a closely related notion called approximative system.

Selinker (1969 : 71) states that 'interlanguage may be linguistically described
as using as data observable output resulting from a speaker's attempt to
produce a foreign norm, i.e., both his errors and non-errors'. He stresses
that language transfer work must treat interlanguage 'as a system' rather
than 'an isolated collection of errors'. Three years later, Selinker (1972)
elaborates on the concept of interlanguage by suggesting five processes
central to second language learning which seem to be the determinants of
the existence of an interlanguage of any language learner, viz., language
transfer, transfer of training, strategies of second language learning,
strategies of second language communication and overgeneralisation of TL
(target language) material.

The process of acquiring a second language is seen as a successive chain of
interlanguages whose grammatical structure is determined partly by the
features of the learner's mother tongue or any other foreign language
previously learned (see Section 3.8) and partly by the features of the L2.
However, a cognitive explanation of interlanguage is one which views
language learning as some sort of data-processing and hypothesis-forming
activity. Hypothesis-forming is the foundation of IL and, indeed, of the
whole field of second language acquisition. According to this model, L2
learners' idiosyncratic and deviant constructions are signs of false
hypotheses, which, when more data is available and processed, either by
direct observation or by statements by the teacher, enable the learner to
reformulate hypotheses more in accordance with the facts of the target
language.

Nemser's (1971 : 55) 'approximative system' is defined as the deviant
system employed by the learner in his attempt to utilise the target
language; the character of approximative systems varies in accordance with
proficiency level, learning experience, communication function, and
learner's personal characteristics, etc. Corder (1971a : 158), on the other
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hand, maintains that an 'idiosyncratic dialect' is unstable and does not
constitute a 'langue' in that its conventions are not shared by a social
group. He points out that some of its sentences present problems of
interpretation to native speakers of the target dialect.

Selinker's interlanguage, Corder's idiosyncratic dialect and Nemser's
approximative system are closely related and basically refer to the same

phenomenon in that they all attempt to define and characterise the
learner's state of competence in the target language. Although each of the
three scholars has his own point of view and each term reveals a particular
approach, the three concepts have in common the presupposition that
there should be something like a grammar that the L2 learner develops
cognitively, a system of rules through which he operates whenever he
wants to say something in the target language. The underlying assumption
is that although the L2 learner's competence is continually developing,
there is, at any stage of his L2 developmental continuum, an underlying
system which Corder (1971b : 63) calls un etat de langue and of which he
later says 'the learner possesses a certain body of knowledge which we hope
is continually developing, which underlies the utterances he makes and
which it is the task of applied linguists to investigate' (Corder, 1976 : 21).

There has been some speculation as to which of the three terminologies is
more advantageous and more valid than the others. Richards (1974 : 30),
for instance, seems to prefer Nemser's approximative system on the
grounds that it has the advantage of implying the developmental nature of
language learning, since the learner's system is continually being modified
throughout the learning process. However, Selinker's interlanguage
proves to have appealed to many researchers far more than the other labels
and is indeed the most widely used in SLA research. The term
interlanguage is more illuminating in that it suggests that the learner's
underlying competence is a system built from different 'states of language'
and that his interlanguage is not a completely deviant system as implied in
Nemser's definition of approximative system. Corder (1975, 1976) himself
eventually opts for the term interlanguage. Many contemporary
researchers such as Bialystok and Sharwood Smith (1985), Ellis (1982),
Knibbeler (1979), Tarone (1983), and Vogel and Vogel (1986) have since
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then used the term interlanguage or its French translation 'interlangue' to
refer to the underlying competence of an L2 learner who has not yet
achieved native-like competence in the L2.

As said above, one of the constituents of an interlanguage is the learner's
LI and other foreign languages he has previously learned. Since the
present study aims to assess the transferability of French-English cognates
from French (L2) to English (L3) by Burundian university students of
English, we need, as another preliminary to our discussion, to introduce
and define the notion of language transfer.

3. 3 The Concept of Language Transfer

Language transfer has always been acknowledged in SLA studies and is
indeed well-known to applied linguists as a general phenomenon. It is
important, nonetheless, to note that some writers, though not many (cf.
Burt and Dulay, 1980; Dulay and Burt, 1972, 1973, 1974, 1975; Dulay et al.,
1982; Felix, 1980; Ghadessy, 1980), have at times regarded language transfer
as unimportant, a view they would hardly hold today in the light of the
spate of recent research on the topic. There is overwhelming and
compelling evidence that language transfer is a real and central
phenomenon that should not be overlooked in second language (L2)
acquisition. Not only does language transfer play a substantial part in the
process and outcome of L2 acquisition, but there is also general agreement
among SLA researchers that it constitutes an important area of research
(see the following collections : Dechert and Raupach, 1989; Gass and
Selinker, 1983; Kellerman and Sharwood Smith, 1986; Odlin, 1989).

Nonetheless, the extent of our information about this phenomenon and,
hence, our understanding of it, is quite limited and uneven. In common

parlance, language transfer seems to be a readily understandable expression
to both expert and layman. Yet there are important and equally difficult
questions which have not yet been adequately treated in a scientific
manner and which, in fact, constitute the central issue of research on

language transfer. Selinker's (1969 : 67) questions as to what language
transfer consists of, what actually is transferred, how language transfer
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occurs and what types of transfer occur are still being asked in much of the
current research on language transfer (Gass and Selinker, 1983 : 5). Kohn
(1986 : 21-2) summarises the above questions under the labels transfer
potential, transfer pattern and transfer process. Gass (1983) adds two more

important questions to the list : (i) what evidence is necessary in order to
attribute a form to the influence of the native language? and (ii) what is the
relationship of transfer to language universals?

It follows from these raised questions that language transfer must be put
into a broader perspective than what has traditionally been a narrow

approach by both theoreticians and language teachers. Language transfer
was indeed originally associated with behaviourist psychology : transfer,
whatever form it assumed, referred to the influence of already established
linguistic habits on the learning of new habits (cf. Osgood, 1953; Jakobovits,
1969). Since behaviourist theory has no room for notions like cognitive
control, consciousness or intentionality, language transfer was

conceptualised as an automatic activation of habitualised linguistic
behaviour. According to Meisel (1983 : 12), studies of language transfer
should specify the situational variables which might favour the occurrence
of transfer in L2 acquisition and use, the structural conditions which must
be met for transfer to occur, whether some learners are more likely to
transfer than others, how transfer can be described and explained as a
mental activity, how transfer can affect the development of L2 knowledge,
and how the use of transfer can be empirically demonstrated.

There has been a renewed interest in transfer in the last two decades or so.

Although its existence has never been denied, hypotheses such as those put
forward by Kellerman (1977) and Jordens (1977) are an important step in
the re-evaluation of the role and nature of transfer. The study of transfer
has consequently re-emerged in interlanguage and second language
acquisition studies. Gass (1984 : 117) observes that "... there has been a

resurgence of interest in the phenomenon of transfer not as a mechanical
transference of first language structures but as a cognitive mechanism
involving many factors'. Transfer errors are important and significant
features of interlanguages. Yet transfer can only be validly assessed when it
is differentially studied on the dimensions of knowledge organisation and
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knowledge retrieval in the production of interlanguage output (Kohn, 1986
: 32).

There is now a sizable collection of research findings concerning the
influence that the organisation of one's native language exerts upon the
forms produced in another language. Studies have moved away from
straightforward comparisons of L2 learners' interlanguage and native
language with respect to some strictly surface features and have instead
begun investigating the possibility of more subtle influences of the LI on
the shape of the interlanguage1.

When and where the concept of 'language transfer' entered the literature
of applied linguistics is not a subject that most researchers seem to dwell
on. It is often recognised, however, that relevant discussion of the transfer
of linguistic entities from one language to another has appeared in the
literature of two fields of endeavour : bilingual studies, usually associated
with Weinreich (1953), and applied linguistics, where Fries's (1945) and
Lado's (1957) works, among others, were a major catalyst for subsequent
research on cross-linguistic influence. Odlin (1989 : 6) argues that
discussions of transfer often begin with the work of American linguists in
the 1940s and 1950s (see Section 3.4.1) although he also stresses that serious
thinking about cross-linguistic influence dates back to the historical
linguistics era of the nineteenth century. It is worth noting that over a
hundred years ago, Whitney (1881) used the term 'transfer' to refer to cross-

linguistic influences long before any contemporary linguists thought of
exploring the concept.

There is a case for limiting the use of the term 'transfer', or, at least,
defining its use more carefully since it is a technical cover term for a
number of unspecified processes which lead to LI-like behaviour in the L2.
It does appear, in fact, that many researchers are not happy about the term
'transfer' in SLA literature as it carries behaviouristic connotations. Thus

1 We can group the various studies on language transfer according to specific areas of language
acquisition as follows : lexico-semantic transfer : Adjemian (1983), Gass (1980), Hyltenstam (1977),
Snow (1976); phonological transfer : Eckman (1981), Tarone (1980); syntactic transfer : Huebner (1983),
Jordens (1983), Mazurkewich (1984), Rutherford (1984), White (1985); discourse and pragmatic transfer
: Olshtain (1983), Scarcella (1983), Schachter and Rutherford (1979); transfer of abstract generalisations
: Zobl (1984); and processing transfer : Bates and MacWhinney (1981), Harrington (1987), Sajavaara
(1986), Xia-Chun (1981), Zobl (1983).
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other labels such as 'LI influence' (Gundel and Tarone, 1983), 'cross-

linguistic generalisation' (Zobl, 1984), 'mother tongue influence' (Corder,
1983), and 'cross-linguistic influence' (Kellerman, 1984; Kellerman and
Sharwood Smith, 1986; Odlin, 1989; Sharwood Smith, 1983) have been
suggested to replace 'language transfer'. Some scholars such as Corder
(1983) and Kellerman and Sharwood Smith (1986) have gone further to
plead for the abandonment of the term 'transfer' or advocated using it only
in highly restricted ways. This scholarly debate does not matter very much
because it relates to the same fundamental phenomenon.

We obviously accept the nuances that each scholar points out. 'Cross-
linguistic influence' seems to be more widely accepted than any other label
in current SLA literature. Kellerman (1984) claims that it is a theoretically
neutral term that suitably covers all the phenomena related to transfer.
Transfer can take many forms, not only from LI to L2, but also from L2 to
LI, as well as from any language x (Lx) to any language y (Ly) or through
avoidance strategies, etc., and this is why the term 'cross-linguistic
influence' is more appropriate. Throughout this work, the expression
'lexical transfer' or the 'transferability of lexical properties' will be used
because it is a simpler wording and points more straightforwardly to the
subject matter of the present research than 'lexical cross-linguistic
influence'.

There are many theoretical and practical problems that attend the study of
transfer and in the terminology of second language research, the term
'transfer' is as problematic as any. The word 'transfer' has many meanings
and is used technically in several fields of endeavour. The undefinable
nature of transfer of linguistic entities from one language to another stems
from the adoption of the psychologist's concept of 'transfer of training' (see
Section 3.5.5) whether defined narrowly as 'the effect of a preceding activity
upon the learning of a given task' (Osgood, 1953 : 520), or broadly as 'the
impact of prior experience upon current learning' (Ausubel, 1963 : 28).

Sajavaara (1986 : 86) stresses that what is reflected at the surface as instances
of transfer may actually be due to different phenomena (linguistic, non-
linguistic, cognitive, etc.) and that research has so far arrived at no far-
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reaching conclusions on how these phenomena interact. In the process of
learning a new language, we assume that the learner cannot switch off the
linguistic knowledge and skills he already possesses to avoid interference
effects. Rather this previous knowledge remains alive and serves as a
foundation upon which new linguistic knowledge must be built.

The L2 learner does not come to the new language as an 'organism initially
uninformed as to its general character' (Chomsky, 1965 : 58). He is not a

hypothetical blank-slate infant. Bley-Vroman (1989 : 52) argues that 'in
some respects, learners may even know more than children with a general
Universal Grammar'. For instance, they have an idea of what language is
like and what it can be used for whereas an LI learner acquires this
knowledge of 'first time round' (Berman, 1984 : 21). They will know that
there will likely be words for concepts such as the moon, the earth, mother,
father, bodily parts and colours, and that there will probably be styles,
registers and regional and social dialects. Additionally, they will expect that
the second language will have some form of syntax, semantics, lexicon,
morphology, and phonology. Of course, universals of this sort are available
to L2 learners by observing and not necessarily consciously. Yet, L2 learners
often make a naive assumption that the second language is not an utterly
different sort of thing from their native language or any other language
previously acquired.

Several definitions of language transfer have been offered by various
writers but none of them seems to encompass all the phenomena that
researchers usually treat under this heading. Some of the proposed
definitions are based on such controversial assumptions that they are often
subject to serious critiques. Krashen (1983 : 148), for instance, claims that

transfer ... can still be regarded as padding, or else the result of falling back on old
knowledge, the LI rule, when new knowledge ... is lacking. Its cause may simply be having to
talk before 'ready', before the necessary rule has been acquired.

Yet transfer is not simply a falling back on the native language partly
because groups with different native languages have different head starts
in coming to a new language and partly because LI influences can interact
with other influences so that it is sometimes difficult to find

correspondences between LI patterns and the learners' interlanguage
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constructions (Odlin, 1989 : 26-7). Krashen's (1983 : 148) extension of his
definition that transfer of an LI rule to L2 may be merely a production
strategy that cannot help acquisition fails to account for the role of transfer
in listening or reading comprehension.

Odlin (1989 : 27) defines transfer with reference to the target language and
any other language known to the learner as :

The influence resulting from similarities and differences between the target language and
any other language that has been previously (and perhaps imperfectly) acquired.

He stresses, however, that this is only a working definition and that it
contains some problematic terms. The word 'influence' is vague and it is
necessary to make clear how it works exactly. The term 'acquired' also
raises some problems insofar as some researchers do not seem to agree on a
definite model among the various models of second language acquisition
(cf. Ellis, 1985). He therefore concludes that a full definition of language
transfer requires adequate definitions of other terms such as strategy,
process and simplification.

The following operational definition is proposed :

Language transfer is a psycholinguistic process and strategy2 whereby second/foreign
language learners consciously or unconsciously use their prior linguistic knowledge and
learning experience (from their LI or any other language known to them) to build up their
interlanguage knowledge and to encode or decode spoken or written messages in the target
language.

However, transfer processes and strategies are only visible and describable
in terms of what they produce, i.e., in the transfer patterns. Therefore
information about the learner's linguistic, developmental, attitudinal
predisposition, along with a careful analysis of transfer patterns, constitute
the empirical basis on which insights into transfer processes and strategies
are found. Further details on the conditions of occurrence of transfer as

accounted for by various theories in SLA research are provided in the

^ There is a difference between the terms process and strategy in the sense that 'process' suggests 'a
natural activity and development leading to an end result' whilst 'strategy' suggests 'a plan adopted to
overcome a problem when it arises'
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following sections which present the debate surrounding language transfer
in SLA research.

3. 4 Language Transfer as a Controversy in SLA Research

As was mentioned in Section 3.3, most researchers acknowledge some role
for transfer in second language acquisition. Yet the extent to which L2
learners transfer to the target language elements from their native
language or other previously learned languages is a subject of controversy.
The identification of transfer instances is in itself a problem which still
awaits a satisfactory solution. Although substantial studies concerned with
L2 acquisition report on various cases of transfer, there is no total
agreement among SLA researchers on the conditions of occurrence of
transfer in L2 learning. The crucial problem is that there are no well-
established criteria by which it can be decided in a unique and principled
way which linguistic forms and constructions are demonstrably instances
of transfer. Structural similarities between LI features and attempted L2
constructions do not automatically justify the assumption that transfer is
the cause of those similarities.

The strong claim of the theory of transfer is that the process of second
language learning is seen as a successive chain of interlanguages whose
structural features are partly determined by those of the learner's mother
tongue. However, the crucial question is which structural features are

prone to being transferred from the source language and why only these
and not others. Although transfer seems to be regarded as a natural and
inevitable phenomenon in L2 acquisition, recent research is geared to
studying and specifying the conditions under which it typically occurs or
does not occur. The factors responsible for language transfer involve a wide
range of very complex and interacting phenomena such as the learner's
level of proficiency, the degree of relatedness and the learner's perceived
distance between the languages involved, the learner's cognitive maturity,
the linguistic areas being considered, and the principles of Universal
Grammar. The aim of this section is to review the main assumptions and
theorisations associated with language transfer.
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3. 4.1 Language Transfer and the Contrastive Analysis Hypothesis

The Contrastive Analysis Hypothesis (CAH), deeply rooted in
behaviourism and structuralism, claimed that the principal barrier to
second language acquisition is the interference of the first language with
the second language and that a systematic contrastive analysis of the two
languages in question would unveil a taxonomy of linguistic contrasts,
which, in turn, would enable the linguist to predict the difficulties an L2
learner would encounter. The idea that interference from first language is
the major obstacle to adult second language learning was dominant (at
least in American applied linguistics) from the 1940s throughout the late
1960s. Fries (1957 : v), in his foreword to Lado's contrastive analysis
textbook, makes a classic statement of the position :

The basic problems of foreign language learning arise not out of any essential difficulty in
the features of the new language themselves, but primarily out of the special 'sets' created
by first language habits.

The CAH held that where structures in the LI differed from those in the

L2, errors that reflected the structures of the LI would be produced. Such
errors were said to be due to the influence of the learner's LI habits on L2

production. This was called negative transfer. Positive transfer was

regarded as an automatic use of the LI structures in L2 performance when
the structures in both languages were the same, resulting in correct
constructions. However, this study will demonstrate that similarity
between source language and target language features does not necessarily
lead to transfer, learners may instead prefer to avoid using the features.

The CAH coincided with what Sharwood Smith (1979 : 66-7) describes as

the first era of transfer which was linguistically structural and
psychologically behaviourist. A large part of the rationale for the CAH was
drawn from the principles of behaviourist psychology that were the
accepted learning patterns at that time but which were later shown
inadequate to explain language learning (Brown, 1974; Chomsky, 1959;
Fodor et al., 1974). In behaviourist learning, transfer in its most general
form refers to the hypothesis that the learning of task A will affect the
subsequent learning of task B (Jakobovits, 1969 : 55). Behaviourist
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psychologists who first defined transfer technically used it to refer to a

process described as the automatic, uncontrolled, and subconscious use of
past learned behaviours in the attempt to produce new responses. In this
sense, transfer may be of two types : negative and positive. Negative
transfer referred to those instances of transfer which resulted in errors

because old habitual behaviour was different from the new behaviour that

was being learned whereas positive transfer resulted in correct
performance because the new behaviour was the same as the old.

Lado (1957) makes three suggestions for comparing vocabularies which are

particularly relevant to cognate lexis which is the concern of this study. The
first step is the comparison of form which will provide two kinds of words
: those that are different in form and those that are similar in form (of
which cognates form a major part). The second step is the comparison of
meanings of words that show similarity in form in the two languages. If
the meanings are reasonably similar (they seldom coincide exactly), the
words are [true] cognates, and if the meanings are clearly different, the
words are deceptive [or false] cognates. The third step is to compare the
distribution and connotation of words. Words whose class, geographic
distribution and connotation do not coincide in both languages are said to
be problematic. Our linguistic description and classification of French-
English cognates in Chapter Two were essentially based on the comparison
of the forms and meanings of cognate pairs.

Nonetheless, at the level of performance, the CAH has emerged as a weak
predictor of learner performance, accounting only for a small portion of L2
performance data. One major criticism launched against the CAH by SLA
researchers is that it equates L2 learner's difficulties with the number of
differences between his LI and L2. While the comparison between the
source and target languages is crucial in predicting the areas of difficulty
that an L2 learner will have, the CAH should incorporate certain aspects of
typological universals, particularly the notion of markedness3 which

3 In simple terms, markedness means departure from the usual neutral form in one way or another. The
more something departs from the central core or the neutral expected form of human language, the more it
is marked and the more difficult it is to learn. However, beyond this consensus among scholars, there is a
considerable uncertainty about how markedness is best defined (cf. Moravcsik and Wirth, 1986).
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attempts to account for degrees of difficulty, learnability and transferability
(Eckman, 1977; 1985). Eckman argues that the CAH as propounded by Lado
(1957) is insufficiently rich to predict the degree and direction of difficulty.

For example, to argue that 'a Spanish speaker has more difficulty learning
English than she does French, and that a Dutch has less' (Schachter, 1988 :

225) suggests that language relatedness is a non-negligible factor of
learnability hierarchies. Learners from different linguistic backgrounds
may perceive language x as more marked or unmarked (more difficult or
easier) vis-a-vis language y than language x vis-a-vis language z. There is a
continuum of language markedness which captures degrees of language
relatedness and, accordingly, degrees of difficulty/learnability.

Markedness is associated with two different linguistically-based approaches
to universals in second language acquisition, one of them is essentially
data-driven and has led to the formulation of typological universals
(Greenberg, 1966), the other is driven by the theory of generative grammar
and has resulted in proposals for the principles of Universal Grammar.
The model which Eckman (1977, 1985) proposes - the Markedness
Differential Hypothesis (MDH) - is derived from the typological approach,
hence typological markedness. The MDH, which is a revised version of the
traditional CAH, suggests that the areas of difficulty that a language learner
will have can be predicted on the basis of a systematic comparison of not
only the source and target languages (as advocated by the strong version of
the CAH), but also the markedness relations pertaining to language
universals :

(i) Those areas of the target language which differ from the native
language and are more marked than the native language will be
difficult.

(ii) The relative degree of difficulty of areas of the target language which
are more marked than the native language will correspond to the
degree of markedness.
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(iii) Those areas of the target language which are different from the
native language, but are not more marked, will not be difficult.

For instance, Kellerman's studies, of which more will be said in connection
with the psychotypology hypothesis in Section 3.4.4, and Jordens and
Kellerman's (1981) three experiments were conducted within the MDH
framework and suggest that L2 learners refrain from transferring marked
features from their LI into the target language. However, the MDH poses
its own problems. Kellerman (1979a) makes two relevant criticisms on its
validity. First, the MDH acknowledges learning problems only where there
are markedness relations while the range of target language elements to
which markedness can apply is quite limited, depending, of course, on the
degree to which the target language and the source language are

typologically related. We can assume that the more typologically related the
two languages are, the fewer marked areas there will be between them.
Second, it is not clear whether linguistic difference equals difficulty,
whether error equals difficulty or whether markedness can predict
difficulty, or else whether difficulty is something experienced by the learner
or may be something hypothetically attributed to him when he makes a
mistake or avoids using certain forms. Furthermore, although the MDH
can predict difficulty hierarchies, it does not explicitly characterise the
transferability of marked forms.

Another approach to language transfer was proposed in the 1960s under
the label of 'the Ignorance Hypothesis'. This is discussed in the following
section.

3. 4. 2 Language Transfer and the Ignorance Hypothesis

To assume that beginning L2 learners rely more heavily on their native
language and produce more transfer errors than they will at advanced
stages and that their reliance on the LI decreases as they learn more about
the target language (Taylor, 1975; Adiv, 1984) is somewhat to back what has
been called 'the Ignorance Hypothesis'. Ignorance is the state the learner
finds himself in every time he tries to express more than his target
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language knowledge allows him. Newmark and Reibel (1968 : 159-60)
provide the following rationale for the Ignorance Hypothesis :

The adult... can want to say what he does not yet know to say, and he uses whatever means
he has at his disposal. It is easy to see how the phenomenon of interference can result from
his attempts to do more than he has yet learned to do in the new language. This seems
sufficient explanation of how interference comes about, without the unnecessary
hypostasization of competing linguistic systems, getting in each other's way or taking pot
shots at one another ... What can the learner do other than use what he already knows to
make up for what he does not know? ... from the learner's point of view, all he is doing is
the best he can : to fill in his gaps of training he refers for help to what he already knows.

We must, however, be careful not to regard ignorance as synonymous with
transfer because ignorance need not lead to transfer at all. Conversely,
transfer does not always presuppose or imply ignorance. The learner is, of
course, adjudged ignorant by observation, i.e., on the basis of his
performance. As James (1971 : 66) points out

if extrapolation from LI is disastrous, one can say that the learner is ignorant of the L2 form
required ... Where the extrapolation from the LI is successful, there is no interference and
apparently no ignorance either; yet L2-wise the learner is equally ignorant of the L2 form
whether his performance is successful or calamitous.

There is another aspect that needs to be considered. If the learner believes
he knows how to produce the appropriate L2 form but fails to do so while
performing, he is not ignorant in his own eyes, although observers who
judge his faulty performance are often inclined to regard him as ignorant.
It follows that ignorance is an unsatisfactory term as it does not seem to be
more than a blanket term to cover the appearance of mistakes. It seems

appropriate, in fact, to distinguish between two types of ignorance :

'ignorance by self-evaluation' whereby a learner does admit his lack of
knowledge of an L2 rule or form, and 'ignorance by observation' whereby a
learner is not ignorant in his own eyes but is judged to be so by those who
observe his faulty performance (Kellerman, 1977).

The Ignorance Hypothesis was originally proposed by Newmark in the
1960s (Newmark, 1966; Newmark and Reibel, 1968) as a way of accounting
for transfer phenomena that was not dependent on discredited
behaviourist notions. It explained such phenomena in terms of learners'
finding themselves in particular situations incapable of expressing their
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intended message through the target language and resorting, therefore, to
other linguistic resources to try to get the message across. Learners faced
with such a problem may seek other solutions to their ignorance such as

paraphrase, change of intention, or even silence. They may also adjust
their message in such a way that it is encodable in target language forms
that they can use with confidence. This avoidance strategy has been
documented by, among others, Kleinmann (1978) and Schachter (1974),
who argue that LI influence may be at work, too, operating in this case as a
kind of preproductive filter, allowing through only those forms that are
not sufficiently divergent from LI counterparts to present major difficulties
(see also Singleton, 1981).

More research studies have revived the Ignorance Hypothesis. Among
other champions of the IH are Corder (1978, 1983) and Krashen (1981, 1983),
whose respective approaches differ at least in one major respect. Corder
(1983 : 92) links the 'Ignorance Hypothesis' to the process of 'borrowing'
which 'refers to the use of items from a second language, typically the
mother tongue, particularly syntactic and lexical, to make good the
deficiencies of the interlanguage ... What is happening is that the speaker is
using certain aspects of his mother tongue to express his meaning because
his interlanguage lacks the means to do it'4. Corder (1983) sees borrowing as
a performance phenomenon, not a learning process. It is a communication
strategy. He maintains that the question of learning only arises when
successfully borrowed forms are eventually incorporated into the
interlanguage grammar, both the correct and the incorrect. He sees

borrowing as the mechanism whereby transfer takes place, structural
transfer being defined as operating between the two mental structures of
the mother tongue and the developing interlanguage.

While Corder (1983 : 95, 1985 : 17-8) holds that LI knowledge can act as a
heuristic tool in the discovery of the formal properties of the new

language, facilitating especially the learning of those features which
resemble features of the mother tongue, Krashen (1981 : 67-9) claims that
where LI knowledge is deployed, it has a delaying rather than a facilitating
effect. Krashen's argument about LI influence is that there are no

4 See Section 3.5.2 for an extended discussion of borrowing as a type of language transfer.
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deficiencies in the acquired system, the LI may substitute for the acquired
L2 as an utterance initiator, the monitor being used to add some

morphology and repair word order where it differs from the LI. He also
suggests that ignorance is not a sufficient condition for the occurrence of
first language influence. Yet Krashen (1983 : 148) largely regards LI
influence solely as 'padding or the result of falling back on old knowledge
when new knowledge is lacking'.

Krashen (1983) states that Newmark's (1966) Ignorance Hypothesis is both
tenable (although somewhat too strong : cf. Zobl, 1980a, b) and consistent
with his Monitor Theory in accounting for transfer errors. According to
Krashen, the Monitor can repair errors caused by the use of LI in cases
where the rule is learned but not yet acquired. The Monitor may also play a
role in avoidance, that is, when a rule has been learned but has not yet
been acquired, the performer may avoid the structure rather than go to the
trouble of repairing it with the Monitor. Krashen's fundamental
hypothesis is that ignorance means lack of acquisition and LI interference
in the syntactic domain is the use of a rule of the LI in place of some
transitional form or mature of the L2 when the acquirer has not yet
acquired some ti +15 and substitutes LI rule for it.

In many respects, the Ignorance Hypothesis is also consistent with Kean's
(1986 : 87) approach to transfer. She identifies two possible causes of
transfer. In the first case, which she refers to as 'blind transfer', a learner

may simply fail to take cognisance of some relevant property of the target
language which is at variance with the native language, and is therefore
only capable of exploiting native knowledge when the linguistic exigencies
require exploitation of that property. In other words, the learner's L2
resources are exceeded by linguistic demands and blind transfer becomes
inevitable to compensate for L2 limitations. Alternatively, the L2 learner
may be unable to make the necessary distinction between the native
realisation of the property and the target one. The learner is not blind but
somewhat 'short-sighted'.

^ tj means the acquirer's current stage and tj+1 means the acquirer's next stage.
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In the final analysis, it would be naive and incautious to suggest that the
Ignorance Hypothesis should be either discarded or overvalued at the
expense of other theories and hypotheses. If we regard ignorance as

synonymous with lack of acquisition, then the L2 learner somewhat
remains ignorant all along the L2 developmental continuum till he has
achieved a native-like level of competence because at each stage of L2
development, there are a number of things a person has not yet learned to
do. However, Politzer (1965 : 7) claims that it is probable that good learners
remain within the boundaries of the target language in their creation of
new utterances and avoid having recourse to their mother tongue.

Nevertheless, ignorance is not a sufficient condition for transfer to occur.
As Selinker (1972 : 219) stresses, 'strategies for handling TL linguistic
material evolve when the learner realises, either consciously or

unconsciously, that he has no linguistic competence as regards some aspect
of the TL'. The task set for researchers is to identify what the learner's
problem is, whether it is genuine ignorance or whether he has merely
failed to retrieve or apply correctly a rule that he already knows, and the
strategies used to overcome the situation since 'strategies can only be
applied when something is acknowledged as problematic' (Jordens, 1977 :

14-5).

The native language may be used as a desperation measure, but more often
it is used on the basis of a reasoned approach to the problem of continued
communication. The Ignorance Hypothesis alone cannot therefore be a

satisfactory explanation for the occurrence of transfer since it cannot
account for the fact that this lack of knowledge persists even when there is
more exposure to the target language. Furthermore, by merely assuming
ignorance, one cannot account for the non-occurrence of theoretically
possible transfer (for instance, through the avoidance strategy). The
Ignorance Hypothesis is only one of the possible explanations for transfer
errors and in the experimental part of this study, the Ignorance Hypothesis
is one of the explanations proposed to account for the subjects' incorrect
use and avoidance of French-English cognates (see Chapter Seven, Section
7.2).

129



Chapter Three Language Transfer in SLA Research

The Ignorance Hypothesis is closely related to another approach to
language transfer known as the Creative Construction Hypothesis. The
latter is discussed in the following section.

3. 4. 3 Language Transfer and the Creative Construction Hypothesis

Up to recently, transfer has largely remained unaccounted for in the
cognitive models of L2 development. One reason for this belated close
investigation of the cognitive aspect of language transfer has been the long¬
standing behaviourist view that transfer is a mechanical process rather
than a mental activity. Recent research endeavours have suggested that
transfer from LI is not a mechanical or automatic operation (Adiv, 1984 :

126). During the second era of language transfer, i.e., from the late sixties
onwards (see Sharwood Smith, 1979 : 67), a general attempt was made to
look at transfer in a cognitivist model, allowing for mentalist hypotheses
about underlying and unobservable processes related to human knowledge
and human behaviour. This move was initiated by Chomsky's (1959)
vigorous attack on Skinner's behaviourist approach to language learning
which regarded transfer as an automatic process and claimed that the
negative effects could only be overcome or suppressed by the acquisition of
new stronger habits.

Consistent with the Ignorance Hypothesis, the Creative Construction
approach characterises transfer as a problem-solving procedure, or a

'strategy', utilising LI knowledge in order to solve a learning or
communication problem in L2 (see Jordens, 1977; Kellerman, 1977;
Schachter, 1974; Sharwood Smith, 1979). Transfer is seen here as a decision¬
making procedure. Schachter (1974 : 212) argues that if the constructions are
similar in the learner's mind, he will be inclined to transfer his LI strategy
to the target language, whereas if they are radically different, he will either
reject the new construction or use it cautiously. Kellerman (1979b) also
states that within a cognitive approach what learners seem to be doing is to
construct hypotheses about the target language on the basis of the
knowledge they already have about their LI or any other language they
have previously learned. Thus both the Ignorance Hypothesis and the
Creative Construction Hypothesis assume that transfer is incompatible
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with natural acquisition processes. Whenever problems have to be solved,
strategies are used to solve the problems as quickly as possible. When
language users experience problems in establishing or executing a speech
plan because the relevant linguistic means are either unavailable or

currently inaccessible, they will attempt to solve the problem by means of a
communication strategy (Faerch and Kasper, 1983 : 36; Vogel and Vogel,
1986 : 55). In interlanguage use, one possible solution is to activate
declarative knowledge from LI. Faerch and Kasper (1986 : 57) call this type
of transfer 'strategic transfer'.

Recent research into the components of an interlanguage suggests that
interlanguage is rather complex (see Davies et al., 1984)) and, as Robertson
(1991) points out, the latter should be understood as the result of the
interaction of highly differentiated modular cognitive faculties. Several
other researchers have stressed the position that L2 learning and language
transfer involve a complex interaction of skills at different levels of
cognitive control (see Faerch and Kasper, 1986 , 1987a, b; McDonough, 1981;
McLaughlin, 1987; O' Malley and Chamot, 1989; Wode, 1986). This position
opens up the possibility that transfer can be conceived as the creative
activation of LI knowledge at different levels of consciousness and the
activation of highly automatized LI knowledge in the absence of conscious
control (James, 1977; Kellerman, 1978; Sharwood Smith, 1979). Transfer has
traditionally been seen as a transference of surface items from one language
to another, mostly from the mother tongue to the language to be learned.
This viewpoint is too narrow because the interactive models make it
possible to hypothesise that there is not only one process called transfer.
What is reflected at the surface as items transferred from one language to
another may actually be due to several different phenomena (linguistic,
non-linguistic, cognitive, etc.) which relate to the processing of
information in the human mind (Faerch and Kasper, 1987a, b).

Dulay and Burt (1972, 1973, 1974, 1975), who are often cited as

demonstrating the untenability of Contrastive Analysis in the form Lado
(1957) expresses it, were led to overstate their case by emphasising creativity
in second language learning, the creative construction hypothesis, while by
implication withholding it from LI transfer aspects. The creative
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construction hypothesis was a general attempt to view second language
learning with special emphasis on processes that are common to second
language learners and first language acquirers. According to this view, L2
acquisition is a creative process by which a learner reconstructs the second
language in different ways.

There are parallels in transfer processes with the distinction made by
researchers in SLA and related fields between declarative and procedural
knowledge (see Anderson, 1976, 1980; Bialystok, 1990; Faerch and Kasper,
1987b; O' Malley and Chamot, 1989). Declarative knowledge or the
'knowledge necessary to a skill' comprises the language user's knowledge
of linguistic rules and elements, including pragmatic and discourse
knowledge in one or more language. Procedural knowledge or the
knowledge of how to perform the skill', on the other hand, consists of the
things we know how to do and underlies the execution of all complex
cognitive skills, including mental activities such as problem-solving,
language production and reception and using learning strategies. The
purpose of procedural knowledge is to activate declarative knowledge and
to increase it through learning. Thus consistent with prevailing notions in
cognitive theory, declarative knowledge tends to be static while procedural
knowledge takes an active role. While linguistic knowledge in either LI or
L2 is represented as declarative knowledge, the transfer process by which
rules and elements from LI are combined with L2 knowledge in L2
production and comprehension may be described more accurately as

procedural, although a difference must be made between transfer at the
competence level and transfer at the performance level (see Sharwood
Smith, 1986).

Bialystok and Ryan (1985) make a further distinction between analysed and
unanalysed knowledge which has also some relevance to the transfer
theory. Analysed knowledge is structurally transparent to the language
user and comprises subsystems of rules and elements which are
transferable to new contexts and is thus a prerequisite for language use.

Unanalysed knowledge is holistic and comprises chunks, routinized forms
or prefabricated patterns whose internal structure is not apparent to the
language user, and which cannot consequently be internally modified.
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Unanalysed knowledge cannot therefore be used creatively or transferred
to new contexts.

Clearly, language transfer can be viewed as a cognitive strategy which
involves the mental activation and adaptation of learners' source language
knowledge and skills in order to enhance the acquisition, retention,
retrieval, and processing of L2 rules and systems.

Another approach to language transfer insists on the degree of relatedness
and the distance perceived by the learner between the source language and
the target language. This approach known as the psychotypology
hypothesis is discussed in the following section.

3. 4. 4 Language Transfer and the Psychotypology Hypothesis

There are a number of reasons that account for SLA researchers' hesitation

to equate child first language acquisition with adult second language
learning. Schachter (1988) outlines four major differences which
undermine the foundations for the assumption that the underlying
process is the same in first and second language acquisition : completeness,
equipotentiality, previous experience, and fossilisation. This section
concentrates on one major source of non-equipotentiality, namely the
degree of relatedness and similarity between learners' LI and L2 and their
perceived distance between the source and target languages.

Equipotentiality means that first language learners acquire any natural
language x in the same amount of time and with the same degree of ease as
the time and effort required to acquire a completely different language y. It
has been observed, however, that L2 learners are clearly not equipotential
for any natural language, some learners having more difficulties learning
some language than others learning either the same language or a different
one. It is recognised that native speakers of one language often believe that
they will find certain other languages especially hard or easy to learn.
Although little research has been done to demonstrate the validity of this
belief, some relevant evidence does exist, such as the lengths of language
courses offered to students of the same language background. For instance,
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the Foreign Service Institute (FSI : 1985) of the US State Department,
quoted in (Odlin, 1989 : 39), provides an interesting study data that shows
the maximum lengths of intensive language courses for students who are
native speakers of English. According to that data, students need to spend
44 weeks to achieve the same proficiency in Arabic, Bulgarian, Chinese,
Japanese, Russian, Flebrew, and Finnish where they spend 20 weeks
studying French, German, Italian, and Spanish. The most straightforward
explanation for these varying FSI language course lengths is that the
languages themselves are of varying difficulty for students who are native
speakers of English. The least difficult languages, as determined by course

lengths, are mainly Germanic and Romance languages, which are similar
to English in many respects (Odlin ,1989 : 38-41). Such differences in course

length have occasionally been noted, but only in a few discussions (e.g.,
James, 1971; Ringbom, 1987) has there been much attention given to this
issue of time.

The notion of language distance is clearly relevant to the differences shown
in the FSI survey. Intuition suggests that some languages are more closely
related than others. For example, English seems more closely related to
French than to Russian and Spanish seems more closely related to French
than to English. While such resemblances often arise from various
historical relationships (e.g., English and French), there are clear
resemblances between languages which are not necessarily historically
related (e.g., Japanese and Korean). Objective measures of the distance
between languages can be established through careful comparisons of
structural similarities.

The approach that explains language transfer according to the learners'
perceived distance and the degree of relatedness and similarity between the
source language and the target language has been called the psychotypology
hypothesis6. From 1977 onwards, Kellerman has regarded psychotypology
as a constrainer or trigger of transfer and therefore suggested that general

The name often associated with the psyclwtypology hypothesis is that of Kellerman who has argued for
the hypothesis in a series of papers (see Kellerman, 1977, 1978, 1979a, b, 1983, 1984, 1986) and more
recently in his thesis (Kellerman, 1987). Other researchers who have supported the approach include
Corder (1979), Mackey (1971), Ringbom (1978, 1982, 1983, 1986, 1987).
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typological closeness of LI and L2 would be capitalised on by learners as the
result of immediate opportunity to identify cognate forms and structures in
the two languages. There is wide agreement among SLA researchers whose
work is centred on cross-linguistic influence that transfer (both positive
and negative) is more likely to take place from a language which is related
to the new foreign language being learned (see Corder, 1979; James, 1977;
Kellerman, 1987; Lightbown and Libben, 1984; Nababan, 1971; Ringbom,
1978,1986,1987; Sweet, 1964; Vildomec, 1963).

The relevance of the learner's prior linguistic knowledge to the learning of
a new language is largely determined by the degree of formal similarity and
the learner's perceived distance between LI and L2. The more similar the
LI and the L2, the smaller the L2 learner's perceived distance between
them and the more relevant his prior linguistic knowledge to his learning
of the L2. If the new language is closely related to the learner's mother
tongue, his intuitive LI knowledge does not require much restructuring
for the L2 since the basic categories are the same. It is also interesting to
note how quickly the learner of a related language notices examples of
formal and semantic identity or near-identity between grammatical
structures and lexical items in two related languages. Thus Corder (1979) is
right to argue that it is a task of smaller magnitude to learn a related rather
than an unrelated language. He contends that where the mother tongue is
formally similar to the target language, the learner will pass more rapidly
along the developmental continuum (or some parts of it) whereas in the
case of unrelated (distant) languages the speed will be slower because of the
differences along the continuum. On a cognitive level, elements which are
similar or the same in LI and L2 can be more easily assimilated into already
existing cognitive structures, whereas if LI and L2 differ considerably, the
assimilation process is bound to be more complicated.

This view is shared by teachers of English in Burundi whose common
observation is that Burundian students of English capitalise on their
knowledge of French to build their competence in English, especially in the
area of lexis. However, overgeneralisation of similarity between French
and English lexical items often leads to errors by assuming semantic
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similarity where they see formal similarity between French-English
cognates (see Part Three of this study).

It is not only relevant whether LI and L2 actually differ or are structurally
identical at a particular point or not but also whether the learner perceives
and believes this to be the case. It is the learner's attitude and expectation
that determine transfer on generalisation within L2. What matters is not
only structural similarity as a result of the linguist's analysis but also
similarity as perceived by the learner (James, 1977 : 12; Meisel, 1983 : 19). If
the L2 is perceived as close to the LI, this will boost the likelihood of
transfer, whereas if it is perceived as distant, this will depress it. Kellerman
(1983, 1986) refines this hypothesis as he states that learners may develop a
notion of typological distance between languages, i.e., they perceive the
target language as more or less distant from the native language. This
perceived distance between learner's LI and L2 together with his
fragmentary knowledge about a specific structural domain of L2 will allow
the learner to make a prediction of the transferability of a native language
feature (Kellerman, 1979b : 40). Where two languages differ and the learner
does not anticipate or perceive that difference (or tends not to perceive it in
certain circumstances), errors will persist. Conversely, if the learner does
anticipate or perceive a difference (regardless of whether the difference
exists or not), he will avoid one-to-one correspondences.

Kellerman (1983) introduces a factor of transferability in connection with
psychotypology that he calls psycholinguistic markedness, suggesting that
adult native speakers have a sense of what is marked in their LI which
they will normally avoid transferring to L2. A feature is marked if it is
perceived as infrequent, irregular, semantically or structurally opaque. The
degree of markedness of an LI feature - its transferability - is an important
factor in determining whether the feature is considered language-specific
(e.g., idioms, catch-phrases), and thus non-transferable, or language-
neutral, and thus transferable (Kellerman, 1977 : 101-2)7. Among other
researchers who argue that an L2 learner is less likely to transfer marked
forms from LI to L2 are Adjemian and Liceras (1984), Hyltenstam (1984),
and Rutherford (1982). Hyltenstam (1984 : 43), for instance, claims that

7 This is yet another definition of 'markedness' in addition to the one provided earlier in Section 3.4.1.
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'marked structures are seldom transferred, at least in initial stages, and if
they are transferred, they are much more easily eradicated from the
interlanguage'. Rutherford (1982 : 91) argues also that 'the more marked
the item the less likely the transfer'. Jordens and Kellerman's (1981) three
experiments show that Dutch speakers are less willing to transfer lexis if
this is semantically marked. The perception of what is a neutral or specific
feature might vary with different learners. Additionally, the assessment of
language neutrality or specificity correlates with the learner's L2 experience
as well as his metalinguistic awareness.

It is believed that as learners are learning what can be transferred from LI
to L2, they are also learning what cannot. When they are faced with the
problem of having to invent the target language, they may consider an LI
feature to be untransferable, because the TL, as they perceive it, would not
allow such a feature. The learner's metalingual awareness of language
distance between LI and L2 (psychotypology) can account for the overall
differences in transfer behaviour as a general criterion (Kellerman, 1983).
In his discussion of 'typological distance', Rutherford (1982 : 90) also
suggests that if perceived distance is small, the learner will be more
inclined to transfer while interference will be in a negligible number with
languages perceived as genetically and typologically unrelated. Studies by
Ringbom (1978, 1986) and Sjoholm (1976) confirm this hypothesis with
evidence that Finns who are bilingual in Swedish and Finnish make more

attempts at transferring to English from Swedish (their L2) than from
Finnish (their LI) because they perceive Swedish and English as less distant
and more related than Finnish and English.

The view that psychotypology plays an important role in language transfer
was also supported by Ahukana et al. (1981) study. They drew evidence
from the results of a grammaticality judgement test of French sentences
administered to Igbo students. The judgements the students gave indicate
that English can have a considerable influence on the acquisition of
French. Although the results also indicate that knowledge of Igbo, the
native language of the students, influenced some of their judgements,
knowledge of English, the students' L2, influenced many more

judgements. The study indicates that the greater typological similarity
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between English and French seems to have been an exceptionally strong
influence on the learners' judgements. Singleton's (1987) study of Philip's
transfer errors (Philip was a native speaker of English with a very high
degree of communicative efficiency in French, despite that he had had no
formal instruction in French) also confirms that psychotypological factors
have a role in language transfer. The present study has exactly the same
aim, that is, to demonstrate that, as far as Burundian university learners of
English are concerned, their knowledge of French (L2) influences their use
of English (L3), especially in the area of cognate lexis, which is the concern
of this work, more than Kirundi (LI) does, precisely because of the
typological similarity between French and English. More studies based on

psychotypology are presented in Section 3.8, which deals with L2-L3
transfer.

In conclusion, it seems reasonable to argue that interlanguage
development is affected in subtle ways by the typological organisations of
the learner's LI and L2 and that the interlanguages of learners whose
mother tongue and target language contrast typologically will display
unique characteristics that are attributable to typological dissimilarities and
distance (Rutherford, 1983). Depending upon a number of factors including
the linguistic and cultural relatedness of the languages and the context of
learning, there are very varying degrees of interlingual interference from
both the first and second languages to the third language, especially if the
second and third languages are closely related or the learner is attempting a
third language shortly after beginning a second language.

The above sections have shown that language transfer is a
multidimensional phenomenon and that there are many approaches8 to it.
This implies that transfer instances result from a variety of factors and are
of many types. The following section thus discusses the typology and
taxonomy of language transfer identified in SLA literature.

8 There is another approach to language transfer which stems from the Chomskyan theory of generative
grammar and which has culminated into what has been called Universal Grammar (UG). We will not
discuss the UG Hypothesis in this study because it is an approach which pertains to the domain of syntax
(see Schachter, 1988, 1989; White, 1985, 1987) rather than to the area of lexis, with which this study is
concerned.
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3. 5 Typology and Taxonomy of Language Transfer

3. 5. 1 Negative, Positive, and Neutral Transfer

Much of SLA literature commonly distinguishes between two types of
language transfer : positive transfer and negative transfer, which have
already been discussed in connection with the CAH in Section 3.4.1 (cf.
Brown, 1980; Dulay et al., 1982; James, 1977; Sajavaara, 1986; Selinker, 1969,
1983). While negative transfer may be relatively easy to pin down, the
identification of positive transfer may appear to be problematic. As already
pointed out, it is difficult to know whether the learner has produced correct
constructions as a result of deliberate and informed activation of structures

which are similar in LI and L2 or whether his correct performance is
accidental despite that the structures employed by the learner are the same
in his LI and L2. In other words, one must not presume that there has to be
positive transfer whenever a rule or item is the same in LI and L2. This is
evidenced in Chapters Six and Seven of this study. The learner may also be
totally unaware of that similarity but may still produce correct
constructions. Furthermore, rules and items which are different in LI and
L2 need not lead to negative transfer and constructions that analysts regard
as instances of negative transfer may not involve any carry over, conscious
or unconscious, of a particular LI rule or item in his L2 performance.

Selinker (1969 : 91; 1983 : 50-1) introduces a somewhat useful
characterisation of positive and negative transfer. He argues that positive
and negative transfer should be validated by 'a statistically significant
predominance in the native language of one of two alternative entities,
which is ... paralleled by such predominance in analysis in the attempted
production of a foreign language'. According to this view, assessment of
transfer must be based on frequency analysis which shows that there is a

statistically significant trend in the L2 learner's LI features to appear in his
interlanguage output. If such a significant trend fails to appear, transfer has
to be identified as nonsignificant in the interlanguage. More precisely,
when there is no statistically significant predominance of linguistic entities
in the learner's LI which appear in his interlanguage, the process is called
'neutral language transfer'.
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Investigators of language transfer are thus faced with the crucial problem of
the absence of well-established criteria by which they can decide in a unique
and principled way that interlanguage constructions are demonstrably
instances of transfer. It is quite insufficient to identify as language transfer
any ungrammatical construction or wrongly used item that bears some
resemblance to some structural properties or forms of the learner's LI
(Felix, 1980 : 94).

3. 5. 2 Borrowing

The notion of borrowing has already been discussed in connection with the
Ignorance Hypothesis in Section 3.4.2 [see Corder's (1983) definition].
Borrowing roughly refers to the process of using a linguistic item from one

language in the performance of another. Second language learners often
use lexical and syntactic items from an LI to make up for the deficiencies of
their interlanguage. Corder (1983) contends that it is totally inappropriate to
call the process of borrowing transfer 'since nothing is being transferred
from anywhere to anywhere'. The speaker is simply using certain aspects of
his LI to express his meaning because his interlanguage lacks the means to
do it. However, it must be borne in mind that Corder's plea was to abandon
using the term 'transfer' as it carries behaviouristic connotations with it (cf.
Section 3.3). In my opinion, linguistic borrowing in the learner's
interlanguage is a form of language transfer because it involves use of
linguistic entities and patterns he has already learned in one language in
another language. Interlanguage borrowing affects the language of the
learner, not the language he is learning (Haugen, 1953).

According to Faerch and Kasper (1987b), borrowing refers to the
incorporation of lexical items from the learner's LI into an interlanguage
plan without any adaptation to the interlanguage system. Yet borrowing
from source language to target language does not take place willy-nilly.
There must be interacting factors which control the borrowability of
particular features, namely factors related to the psychotypology hypothesis
(see Section 3.4.4). It is claimed that where languages are only moderately
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similar, we should expect the heaviest incidence of borrowing errors

(Ringbom and Palmberg, 1976).

It should be stressed that the source of borrowing behaviour need not be
the learner's mother tongue. The learner may borrow from any other
languages known to him and research studies have shown that borrowing
will be preferred from languages that are formally more closely related to
the target language rather than from the learner's mother tongue (Khaldi,
1981). The present study also aims to investigate the transferability of
French-English cognates not from LI to L2, but from L2 (French) to L3
(English) with Burundian university students of English whose LI is a
Bantu language (Kirundi).

Borrowing, in its most extreme form, is indistinguishable from the process
of relexification (Zobl, 1980a), which consists of the replacement of lexical
items in one language by those in another, leaving the syntactic structure
unaffected, i.e., using the target language lexicon but retaining the mother
tongue syntax, especially in the early stages of L2 development and
pidginization (Bickerton, 1977). Borrowing does not necessarily lead to
incorrect utterances, but correct or incorrect utterances may result in
successful communication. Borrowed forms (correct and incorrect) will
continue to be incorporated into the interlanguage along the L2
developmental continuum but incorrect forms will be gradually
eliminated in the course of further learning while correct forms will be
filtered and incorporated into the permanent structure of the
interlanguage.

There is a possible confusion over what 'borrowing transfer' means in
bilingual contexts and L2 learning contexts. In bilingual contexts,
borrowing transfer refers to the influences that a second language has on a

previously acquired language, typically one's mother tongue. In L2
learning contexts, linguistic features and items are borrowed from the
learners' LI and used in L2 performance. The term 'substratum transfer'
has been used to refer to this type of transfer involving the influence of a
source language, typically the learner's mother tongue, on the acquisition
of a target language, the second language, regardless of how many
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languages the learner already knows (Odlin, 1989; Thomason and
Kaufman, 1988).

3. 5. 3 Automatic, Strategic, and Subsidiary Transfer

Faerch and Kasper (1987b : 128-30) describe three other types of transfer
which they term 'automatic', 'strategic', and 'subsidiary'. Automatic
transfer 'involves the activation of automatized subroutines from a

secondary area of declarative knowledge, in situations in which attention is
focused on something else'. Strategic transfer refers to the activation of
declarative knowledge from LI knowledge in interlanguage use as a

possible solution to deal with a problematic situation in which the learner
lacks the relevant means to execute a speech plan. Subsidiary transfer refers
to sub-plans in interlanguage production which are in subsidiary attention,
as opposed to focal attention, at the moment of their production. These
three types of transfer characterise transfer in terms of degrees of attention
and automatization during interlanguage production. It need not be
emphasised, however, that focal and subsidiary attention and degree of
automatization are inherently difficult to quantify and, therefore,
measurement of automatic, strategic, and subsidiary transfer can hardly be
objective and accurate.

3. 5. 4 Direct, Indirect, Actual, and Psychological Transfer

Merio (1978 : 30-3) introduces further types of transfer, namely direct,
indirect, actual, and psychological interference. Interference is here used
synonymously with transfer. Direct interference refers to the use of a

structure, meaning, and model in the target language which is traceable to
the direct influence of the source language while indirect interference
refers to internal confusion in the target language alone resulting from
non-symmetrical translation equivalents.

Actual linguistic interference includes the combination of interlinguistic
and intralinguistic interference, the interference between two languages
occurring in the direct application of a unit, a meaning or a model in a
manner conflicting with a norm, in the indirect confusion of
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corresponding units of the target language, and in the internal confusion
brought about by the lack of a grammatical class in the source or primary
language. Finally, psychological interference concerns words or forms in
the target language which resemble one another or are easily confused
because the primary language lacks the same opposition in pronunciation
or semantics.

Merio's typology of transfer is simply an attempt to outline various forms
of interlingual and intralingual errors but it is a bit confusing because it
mixes up interlingual and intralingual errors. This approach suggests that
interference may be understood to refer to both the influence of the source

language grammatical system on the target language in violation of the
latter's normative grammar, as well as the learner's errors within the L2
grammar resulting from confusion or incomplete mastery of it. Politzer
(1965 : 171) also argues that intralingual errors constitute a form of
language transfer as he states that

les processus de transfert fonctionnent egalement a l'interieur d' une seule langue, maternelle
ou etrangere, dans la creation de nouvelles phrases ... sur la base d'elements ou de phrases
connues.

Since intralingual errors are mainly due to learners' overgeneralisation of
rules within the target language itself, then, it appears wrong to treat them
as transfer errors in the strict sense of cross-linguistic influence. However,
in some cases, errors may be interpreted as either interlingual or

intralingual, or perhaps as both. For example, one may argue that a French
speaking learner of English who says *many informations or *the
merchandises are cheap does so either because he is influenced by the fact
that information and marchandise are countable nouns in French (which
is a case of transfer) or because he is applying the general rule of
pluralisation in English to exceptional cases (which a case of intralingual
error).

3. 5. 5 Transfer of Training

There is a general consensus among SLA researchers that some transfer
instances arise from the learner's training, i.e., how and what a learner has
been taught. This type of transfer has been referred to as 'transfer of
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training' (McDonough, 1985; Odlin, 1989; Politzer, 1965). Transfer of
training is inevitably part of the learning process itself. On the one hand,
we do not learn all possible utterances in either our LI or L2; speaking any

language involves quite naturally some sort of transfer process which
allows to transfer known elements from familiar situations to new ones

or to create new utterances from familiar ones. On the other hand,

language learners' interlanguages will reflect the characteristics of the
input they have been exposed to such as the teacher's linguistic and
pedagogic know-how, the inadequacies of the textbooks and course books
used, and the type of syllabus and methodology implemented. In this
sense, transfer of training refers to the effect of teaching procedures (Abbot,
1981). In Sections 4.5 and 6.5.3, I argue that transfer of training is one of
the factors which account French-based interlingual forms and errors
observed in the performance of Burundian university students of English.

In the final analysis, SLA researchers have come up with a variety of
explanations and characterisations for language transfer. Given that
language transfer is a blanket term for a large number of phenomena and,
consequently, that it is by no means a monolithic process, it is not
surprising that various researchers have endeavoured to concentrate on
different aspects of the phenomenon and yielded different explanations for
language transfer. It appears therefore that a satisfactory interpretation of
transfer instances is one which is based on a selection or a combination of

the above outlined factors and it is the task of the researcher to decide

which factors are at work in particular research contexts.

3. 6 Interlanguage Lexis

Now that we have defined the concept of interlanguage and described the
various conditions under which transfer takes place, we can go on to look
at the essential characteristics of interlanguage lexis, which is part of the
problem that the present study investigates. L2 acquisition consists of both
a developmental and restructuring continuum of the interlanguage as the
learner continues to get new input data (see Corder, 1976; 1981). Along the
interlanguage continuum, some rules are dropped, others modified or
reconfirmed and new rules are formulated and incorporated into the
learner's interlanguage system. When the child begins to use identifiable
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words, he certainly does not know their full adult meaning, he has only
partial meaning in his lexicon and his semantic knowledge will
subsequently consist of adding further usage information to the lexical
entry of the word until the child's usage and understanding of the word
corresponds to the adult's. Eventually, the child's lexical entries would
have all the details filled in and so be comparable to those of an adult.

Analogously, vocabulary knowledge development in a foreign language is
a continuum along which the learner moves towards close approximation
of native speakers' lexical competence (Ijaz, 1986 : 401). The acquisition of
word meaning is a process of 'semantisation', a continuing process which
consists first of getting acquainted with the forms and senses of words and
eventually becoming able to activate the words automatically for
productive purposes (Beheydt, 1987; Palmberg, 1987).

There is a clear link between L2 learner vocabulary development and
maturation, on the one hand, and cognitive development, on the other. In
the early stages of learning a new language, the learner seeks to reduce his
learning task by looking for similarities to his LI whenever possible
(Ringbom, 1983). As far as the acquisition of L2 word meanings is
concerned, some research studies hold that L2 learners initially approach
the learning of words as a translation (or transfer) process. Most L2 learners
probably begin by assuming that for every word in the LI there is a single
translation in the L2 as a working hypothesis (equivalence hypothesis : see
Blum-Kulka and Levenston, 1978/1983; Judd, 1978; Schumann, 1982;
Twaddell, 1972). By so doing, they go on to think in the LI and word-for-
word translation is often the only way a learner begins to communicate in
an L2. The L2 development subsequently consists of the gradual
abandonment of the equivalence hypothesis, the internalisation of the
semantic relations in the L2, independently of LI equivalents, and the
ability to think in the L2. Strick's (1980) comparative study of adult
semantic structure among native English speakers and Iranian speakers of
English shows that semantic development in a second language is a

gradual process of transition from native to second language structures and
a function of the changing cultural orientation of the learner. This
transition is initially marked by the learners' salient reliance upon
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perception-based dimensions and later by increasingly salient reliance
upon abstract culturally relative dimensions in the second language (see
also Ijaz, 1986).

A number of studies with bilinguals (cf. Kellerman, 1978, 1979a, 1983;
Schachter, 1974) suggest that native language conceptual structures may
also exert influence on target language structures. This influence may not
necessarily result in overt transfer of LI structures but instead, it may result
in the avoidance or underepresentation of L2 structures. Bates and
McWhinney (1981) and d'Anglejan and Tucker (1973) also stress that LI
constraints may influence conceptual patterns and semantic, pragmatic,
and perceptual strategies in the L2 without becoming conspicuously
apparent in linguistic usage.

L2 vocabulary acquisition does not merely consist of matching new labels
with familiar conceptual entities. Each language imposes register,
collocational, contextual, and idiosyncratic constraints upon the use of
individual lexical items. This makes it clear that 'learning vocabulary is
not learning a fixed meaning for a specific form' but is rather 'acquiring a

process of meaning' (Beheydt, 1987 : 61). Mere translations of lexical items
from the source language to the target language will often result in
semantic approximations or simply inappropriate semantic equivalents.

While describing what is known as 'non-isomorphism' of meaning in LI
and L2, Laufer (1986 : 30) highlights L2 learners' naive but common

assumption that all languages have vocabulary systems in which each
word in one language has an exact equivalent in other languages, words
being regarded as labels for things. Languages do certainly share a common
lexical ground which results from the universality of human experience.
However, different speech communities classify areas of experience
differently and 'each language divides up the world, or reality, in its own

way' (Lyons, 1981b : 68). Words play a paramount part in this classification
and it can be argued that the more similar the classification in two
languages, the easier it will be for the speakers of one of the languages to
learn the other.

A substantial number of research studies have been carried out on

learners' lexical errors, which, as Meara (1984) points out, constitute the
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classic research tool in the study of lexical interlanguage. Such studies
include Blum-Kulka and Levenston (1978, 1979, 1983), Duskova (1969),
Kellerman (1983), Laufer (1986), Lightbown and Libben (1984), Myint Su
(1971), Ringbom (1978, 1982, 1983, 1986), Zimmerman (1987), to name but a
few. Meara (1984) comments that most of them are useful descriptive
studies which nonetheless have little predictive or explanatory power.

Considerable effort has particularly been devoted to analysing lexical
transfer errors. Ringbom's (1978, 1982, 1983, 1986) work, a detailed
discussion of which will be provided in Section 3.8, assesses the impact of
lexical transfer from languages other than the LI on L2 learning, thus
confirming Kellerman's famous psychotypology hypothesis already
discussed in Section 3.4.4. Blum-Kulka and Levenston (1978, 1979, 1983)
investigate the phenomenon of lexical simplification. Their research
suggests that where lexical gaps and semantic voids exist,
overgeneralisation of hyponymic, antonymic, and synonymic relations,
neutralisation of register and collocational restrictions, transfer,
circumlocution, paraphrase, and avoidance are the common processes of
lexical simplification employed by learners in L2 acquisition and
performance.

Meara (1978, 1982, 1984) investigates the semantic structure of the L2
learner's lexicon in comparison to that of native speakers. Meara (1984 :

234) argues that the learner's lexicon 'is more loosely organised and the
semantic factors are frequently overriden by extraneous phonological
factors, such as the chance of resemblance between a form in the LI and
another in the L2. In another paper, Meara and Ingle (1986) analyse errors
made by English speaking learners of French and find that learners seem to
be good at learning certain parts of words, and much less effective at
acquiring other parts. They conclude that the acquisition of the forms of the
L2 words and their phonological representation is not a straightforward
process as it has sometimes been assumed to be.

At any stage of the L2 lexical developmental continuum, one can easily
detect mismatches, however slight they may be, between L2 learners' usage
of words and that of native speakers. The discrepancies between L2
learners' and native speakers' vocabulary knowledge present themselves
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in many forms. L2 learners often appear to grasp the basic meaning of
words but do not know their collocations. L2 learners, even the most

advanced ones, make insufficient generalisations and know, for instance,
pretty girl but do not know that pretty also collocates with bird, flower,
landscape, view, picture, etc. (Channell, 1981 : 115-6). Other lexical errors
are due to language interference : the learner may assume that the
distribution is the same as that of the translation equivalent. On other
occasions, L2 learners overuse some items they are sure of and underuse or
avoid using those they are hesitant about. Avoidance is yet another form of
transfer that often emerges from learners' interlanguages and, in this
study, the avoidance strategy is one of the explanations proposed for the
use of French-English cognates by Burundian university students of
English. The result of all these strategies is a flat and uninteresting style or
a failure to express the variety of ideas they want to communicate. Such
infelicities and deficiencies can be detected by native speakers but rarely
hamper intelligibility. Lexical gaps exist in L2 interlanguages but it must be
emphasised that L2 learners need not know all L2 words and their full
meanings (even native speakers do not at all !) in order to operate
successfully in the target language.

3. 7 Transferability of Lexical Properties

Throughout this study, lexical transfer refers to a learning or
communication strategy^ by which an L2 learner or user attributes a lexical
item (or part of a lexical item) some or all functions, i.e., referential and
conceptual meaning, connotation, collocability, and register restrictions, of
its assumed LI translation equivalent. Lexical influence from one language
to another can manifest itself in many ways. What is here called 'lexical
transfer' involves more than complete take-overs or associations
stemming merely from form similarities between individual items. The
transferability of lexical properties is perhaps better treated in conjunction
with the notion of lexical relatedness. From the language learning point of

^ A learning strategy is one which contributes to developing an IL by incorporating new input into the
learner's IL and a communication strategy is one which is used in performing in L2 drawing from the
learner's IL.
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view, the lexicon's contribution to linguistic creativity becomes clear if one
explores Jackendoff's (1975 : 641) statement:

What it means to capture a native speaker's intuition of lexical relatedness. It makes sense
to say that two lexical items are related if knowing one of them makes it easier to learn the
other, i.e., if the two items contain less independent information than two unrelated items
do.

The degree of lexical relatedness may indeed boost or undermine the
likelihood of lexical transfer. Lexical relatedness manifests itself through
several types of lexical rules including the word-formation rules that
perform derivational morphology and compound-rules (Roeper and
Siegel, 1978; Jackendoff, 1975). In the words of one current researcher,
lexical transfer may be accounted for as follows :

In the task of acquiring lexical knowledge in the target language, the learner may compare
the lexical relatedness possibilities expressed in the LI lexicon with the incoming target
language lexical data, exploring any that appear to match. This means that whatever it
appears to fit, the learner may transfer a lexical rule or lexical feature from LI into the
learner-grammar lexicon. If this is the case, it should be possible to find in the learner's
performance, or better still, in the learner's intuitions in the TL, evidence of LI lexical
properties (Adjemian, 1983 : 254) .

According to this view, lexical relatedness is an important condition for
lexical transfer to occur. However, it is not a sufficient condition because all
cases of lexical relatedness do not necessarily lead to transfer. Conversely,
all instances of transfer do not presuppose lexical relatedness between
individual items. The notion of lexical relatedness relates to two other

abstract linguistic properties, namely form similarity and semantic
similarity. Lexical transfer is caused above all by form similarities between
lexical items, though sometimes individual items, especially function
words, which need not be formally similar to any L2 item, can be taken
over into L2 in unmodified form. The crucial problem is that formal
similarity does not always correspond with semantic similarity. For
obvious historical reasons (see Chapter Two, Section 2.3), for example, a
substantial number of English words have counterparts in French, which
partially or entirely resemble them in form, but whose meaning may be
slightly or completely different. This is precisely part of the problem that
the present study aims to investigate through an assessment of the
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transferability of French-English cognates from French to English by
Burundian university students of English.

Williams (1981 : 245) points out that 'two lexical items are related if they
share some morphemes, and if they share some elements of meaning1.
Cross-linguistic lexical relatedness may manifest itself in two forms :

through what is commonly referred to as cognate words or through
morphological realisations. In Chapter Two, we saw that a cognate is a
word in one language which is similar in form or sound and in meaning
(true cognate) to another word in another language, usually because both
languages are related. A false cognate, on the other hand, is a word which
has the same or very similar form in two languages but which has a
different meaning in each. While 'true cognates' pose less problems to L2
learners (although they do not necessarily lead to positive transfer as it is
commonly assumed : see Part Three of this study), 'false cognates' or
'deceptive cognates' constitute a special group very high on a scale of
difficulty (Lado, 1957; 1972).

Despite the advantages of a large lexicon common to two languages, there
are pitfalls in the form of 'false cognates' which are notorious to many

language teachers and learners. False friends come in many guises. One of
the most common problems in L2 acquisition is when there is only a

partial semantic similarity of cognates. For example, the translation of the
English word succeed into French as succeder will be acceptable in some
contexts but not in others because succeed can also be translated into

French as reussir (to achieve success). The second guise of false cognates
refers to some pairs of words which may seem to be reliable as signals of a
cognate relation, in the sense of true cognate, which, in reality, does not
exist. The French-English pair resumer 'to summarise' and resume (in
French reprendre) is an instance of deceptive cognates for English speaking
learners of French and French speaking learners of English. The third
category of cognate forms includes pairs of words which are formally
and/or morphologically similar but whose semantic content is different.
For example, the French words actuellement 'nowadays' and
eventuellement 'possibly' present obvious formal and morphological
similarities with the English words actually and eventually while their
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meaning is not the same. These are commonly referred to as 'false
cognates' (see Chapter Two, Section 2.3.2).

Finally, a pair of cognates may be semantically similar but there may be
grammatical restrictions in one language and not in the other. For
example, all common nouns in French are gender-marked as either
+masculine or +feminine, which is not the case in English. If an English
speaking learner of French uses masculine article such as un or le with a
feminine noun such as repuhlique 'republic', he will not incur any
breakdown in communication; nor will a French speaking learner of
English who says 'He could not get *many informations'or '*These
merchandises are expensive'. Yet they will be speaking French, English,
only a non-native approximation in each case (see Chapter Two, Section
2.3.3).

Morphological realisations, especially derivational morphemes, may also
be indicators of lexical relatedness. We have already seen in Chapter Two
that the influence of French on English went beyond the mere process of
borrowing to affect the English word-formation system. The result of this
influence is that the two languages share many common derivational
morphemes (prefixes and suffixes) which may serve as clues to the learner
of either language in identifying the part of speech and the meaning of
particular individual words. For example, it will be a relatively easy task for
a speaker of French to tell the meaning of the English word govern-ment-
al-ly by matching each of its constituent morphemes with its French
equivalent from the word gouverne-ment-al-ement (see Chapter Two,
Section 2.3.3). While there may be constraints on the transfer of bound
morphemes in production, there are probably fewer constraints on transfer
in comprehension processes. The similarity of bound morphemes in two
languages may facilitate reading and listening in the same way as the
similarity of free morphemes does.

So far we have discussed language transfer in general, without specific
reference to the number of languages known to the learner. In other words,
the discussion of language transfer presupposed situations involving an LI
and an L2. The following section takes a step further and examines
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language transfer in 'trilingual' settings and looks at the influence of an L2
on the acquisition of an L3. Its aim is to show that although most studies
on language transfer generally assume a strictly 'bilingual' situation
involving the learning of one foreign language (L2) by monolingual LI
speakers, it is now acknowledged that in 'trilingual' and other
multilingual situations other languages known to the learner may, and, in
fact, do, influence the acquisition of an additional foreign language. Thus
the next section presents the evidence for L2-L3 transfer from general and
empirical studies and discusses the various factors which determine the
degree of influence of an L2 on an L3.

3. 8 L2-L3 Transfer : Influence of Languages Other than the LI

3. 8.1 The L1-L2 Route Bias in Language Transfer Studies

This study investigates transfer not from LI to L2 but from L2 (French) to
L3 (English). The subjects involved in this study are Burundian university
students of English, Kirundi (a Bantu language) is their LI, French their L2
and English their L3. The phenomenon of language transfer in language
learning has largely been investigated with reference to Lis (first languages)
and L2s (second languages). The high frequency of the use of 'LI' and 'L2'
in SLA literature can attest the L1-L2 route bias in studies on language
transfer, although LI can sometimes be used conventionally to mean 'any
source language' other than the learner's first language or mother tongue
and L2 'any target language' other than the first foreign language learned
after the acquisition of the mother tongue. The bias becomes even more

apparent when the phrase 'a learner's native language' is used in the place
of 'a learner's LI or source language' (see Odlin, 1989).

It appears that most research dealing with interference and transfer
generally assumes a strictly 'bilingual' situation involving second language
learning, that is, the learning of one foreign language (L2) by monolingual
LI speakers. In strict 'bilingual' settings, the interference role of the mother
tongue is either quite obvious or easy to demonstrate, because observed
interlingual errors in L2 acquisition would generally have one source (the
mother tongue). If most discussions on transfer have focused on 'bilingual'
situations in which influence from the native language has important
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consequences for the acquisition of a second language, this emphasis on

bilingual situations reflects the preponderance of situations described in
research and perhaps the preponderance of actual cases of language contact.

It should be noted, however, that it is not uncommon that individuals

learning a new language may already know two, three, or even more

languages and that, therefore, no study of transfer can ignore the
importance and relevance of trilingual and other multilingual situations.
It is erroneous to equate transfer with native language influence because
when individuals know two languages, knowledge of both may affect the
acquisition of a third and most probably, knowledge of three or more

languages can lead to three or more different kinds of source of language
influence. Vogel and Vogel (1986 : 48) stress that the constituents of an
interlanguage come from three distinct sources : the learner's LI, foreign
languages he has previously learned and the target language. Chumbow
(1981 : 42) contends that 'the mother tongue hypothesis is particularly
vulnerable and even breaks down in a multilingual (as opposed to a strict
'bilingual') setting'. Magiste (1984 : 420) also argues that it appears that a

potential for interference increases with the number of languages a student
knows. There are obvious problems, however, in seeking verification of
the exact influences in multilingual situations.

It is unlikely that a monolingual individual who comes in contact with a
first foreign language learns it exactly in the same way as another
individual who, in addition to his native language, has already successfully
learned at least one foreign language. Not only has the second individual,
unlike the first, already gone through the routine of learning a language
and got an idea of what is involved in learning a language and what makes
up a language, but he also consciously or unconsciously makes use of this
experience during the task of learning a new foreign language. Opinions
vary greatly about the role of linguistic awareness and metalinguistic
knowledge, especially as to how helpful they are (see Krashen, 1981;
McLaughlin et al., 1983), but whatever the exact nature of the role that they
play, they are nonstructural factors that interact with cross-linguistic
influences.

153



Chapter Three Language Transfer in SLA Research

Groups of learners with different linguistic characteristics, say

monolingual, bilingual, and multilingual, have different 'head starts' at
the time they begin to learn a same foreign language and will presumably
experience different types of cross-linguistic influences. But if we assume
that L2-L3 influence is a reality, why is it, then, that learners should be
more ready to transfer from their L2 rather than from their LI? This is the
fundamental question that the following sections attempt to answer.

3. 8. 2 Anecdotal Evidence for L2-L3 Transfer

There are large numbers of trilingual and multilingual individuals and
communities throughout the world and it is commonplace to hear them
quote from their own experience of how their foreign languages interfere
with each other. The author himself should be excused for adding his
personal anecdote that English (his L3) was and, in fact, may still be,
influenced by French (his L2) and claims that he experienced, or may still
experience, very limited influence from Kirundi (his LI), especially in the
area of lexis. His decision to research on such a topic stems precisely from
his own language learning experience which is entirely similar to that of
the subjects selected for this study in that he shares the same language
background and language learning experience with them.

Anecdotal evidence abounds even among renowned researchers. Selinker
(1966 : 4), in his introduction to his thesis, provides an example of
anecdotal evidence for L2-L3 transfer as he describes how his wife's L2

(French) rather than her LI (English) interfered in the early stages of her
learning of Hebrew by emphasising that 'she was consistently observed
placing French lexical items and French gender concord into her Hebrew
utterances'. Another writer, Sweet (1964 : 196), hypothesises that if an

Englishman went to Egypt and began Arabic there after learning to speak
Welsh fluently, he would be constantly substituting Welsh for Arabic
words in his attempt at conversation. A third writer, Nababan (1971),
mentions the case of Indonesian learners of English who transfer from
their previously learned Dutch, both in the areas of lexis and grammar, but
he too quotes no empirical evidence.
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There are several other researchers writing on language transfer in general
(e.g., Corder, 1979) who, without giving concrete examples, cite 'other
languages' learned as constituting a possible source of influence on the
acquisition of a new foreign language. Such unproved general observations
have led Ringbom (1978 : 96; 1986 : 156), one of the best-known researchers
on L2-L3 transfer, to conclude that the influence from languages other than
the LI tends to be anecdotal and that the extent to which languages other
than the LI influence the learning of an additional language has not yet
been substantially investigated. He underlines, however, that it is
sometimes claimed that when one speaks an L3 or L4, influence from other
foreign languages is much more apparent than LI influence.

3. 8. 3 Empirical Evidence for L2-L3 Transfer

We have just seen that the extent to which the learner's languages other
than his LI influence the acquisition of another foreign language has not
yet captured the attention of most researchers working on language
transfer. This issue has so far been discussed in a few scattered articles such

as Ahukana et al. (1981), Chumbow (1981), LoCoco (1976), Ringbom (1978,
1986) and Ulijn et al. (1981) and unpublished theses and dissertations such
as Bentahila (1975), Tenjoh-Okwen (1985), and Wickstrom (1980), which
are generally confined to exploring cross-linguistic influence in the area of
lexis, usually between two related languages.

The best-known work in the area of lexis is that carried out in Finland with

a bilingual Finnish-Swedish population. The prominent name often
associated with this research in this region is that of Ringbom (1978, 1982,
1983, 1986, 1987) whose analysis shows that the Finnish-Swedish learners of
English as a foreign language significantly make more errors which are
attributable to Swedish than Finnish, irrespective of whether their LI is
Swedish or Finnish. He argues that Finnish learners of English rarely
'borrow' from Finnish; they prefer to 'borrow' from Swedish although
they may resort to Finnish rather than Swedish when it is a question of a
word's 'semantic field'. This is so because, according to their
psychotypology, they perceive English and Swedish as more similar than
English and Finnish and, consequently, assess, not necessarily consciously,
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transfer as being potentially successful in the first, but not in the second
case.

Other studies appear to refute Ringbom's view that influence from
languages other than the LI seems to be insignificant in the area of
grammar and non-existent in phonology. In the area of syntax, for
example, Khaldi (1982), in a study of acceptability judgement tasks on
relative clauses and idioms by Algerian learners of English, compares
learners from a bilingual setting with learners from an Arabic setting and
finds that the bilingual learners transfer from their L2 (French) rather than
from their LI (Arabic) whenever they perceive the structure as language-
neutral. He also notes that bilinguals perform better on the relative clause
task because French rules are closer to English than Arabic ones. In a more
or less similar study, Schachter et al. (1976) find that Arabic learners who
are bilingual in French reject non-native-like relative clauses (in English)
which resemble Arabic but not French, pointing to a case of positive
transfer resulting from the application of L2 knowledge. White (1987), on
the other hand, compares English-speaking learners of French and learners
of French with other mother tongues but with previous knowledge of
English and finds that the latter are more likely to accept preposition
stranding in French. She argues that this might be due to transfer from
English. In the area of phonology, Singh and Carroll (1979) show that their
Indian informants are influenced by English rather than by their Indian Lis
in their pronunciation of French. There is, however, a case of counter-
evidence attested by Haggis (1973), who finds that Ghanaian Twi-speakers
show far more evidence of Twi (LI) than English (L2) influence in their
pronunciation of French. Perhaps most studies suggest that L2-L3 influence
is attested at all levels of language.

Chumbow (1981) presents three different studies on the acquisition of
English and French in multilingual settings of Africa (Cameroon and
Nigeria) all of which consistently show that the interference role of the
mother tongue is considerably inferior (and in one case negligible) to the
role of one or the other background languages. The first study that he
describes concerns the acquisition of French by anglophone Cameroonians
with a background of Ngemba, pidgin-English, and English. He finds that
English interference is substantial, self-evident, and significant while
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Ngemba (mother tongue) interference is considerably low. The second case

study that he describes, citing Tenjoh-Okwen (1974), involves francophone
Cameroonians with a background of Bulu (mother tongue) and French (L2)
acquiring English. Once again, the study shows that French interference
dominates the number of interferential errors and that Bulu interference is

negligible. The third study concerns the acquisition of French by
anglophone Nigerians with a background of Yoruba, pidgin-English, and
English. Chumbow again reports that English, but not Yoruba, appears to be
the major source of interference. We shall come back to the explanation he
gives for this pattern of interference later in Section 3.8.6. Further evidence
for L2-L3 transfer comes from Tenjoh-Okwen's (1985) analysis of the
interlanguages of francophone Cameroonian learners of English which
suggests that 44% of the deviant forms from the corpus analysed are
attributable to French (L2), and not to the learners' mother tongues.

These studies show that L2-L3 transfer is increasingly becoming an

important area of research. Evidence for L2 influence on L3 appears to be
vast but more studies should be carried out to confirm other cases of L2-L3,
or even L3-L4, influence before this research area can gain more ground. As
already stated in the Introduction, one of the aims of the present study is to
provide further evidence for L2-L3 transfer through an investigation of the
use of French-English cognates by Burundian university students of
English.

3. 8. 4 Why Should L3 or L4 Learning be Easier than L2 Learning ?

As already mentioned, the way a learner with previous knowledge of
another language acquires a new language will differ in some ways from
that of monolingual learners in the same learning situation, with the same
mother tongue and the same socio-psychological characteristics. Bilinguals
are commonly thought to have a facility for learning a third language (see
Albert and Obler, 1978; Jacobsen and Imhoof, 1974; Lerea and Kohut, 1961;
Thomas, 1988). Thomas's (1988) study, for instance, suggests that bilinguals
learning a third language seem to have developed a sensitivity to language
as a system which helps them to perform better in those activities usually
associated with formal language learning than monolinguals learning a

foreign language for the first time. She argues that bilinguals who have
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formally acquired an L2 have developed a conscious awareness of language
as a system that provides them with additional advantages over

monolinguals and that their metalinguistic awareness may increase the
potential advantage of knowing two languages when learning a third. Her
findings also show that bilingual students learning a third language
outperform monolingual students learning a second language. Similarly,
Bley-Vroman (1989) suggests that learners of third or fourth languages may
be presumed to have a richer chance of building an adequate surrogate
universal grammar and that a third or fourth language should often be
seen as less difficult than a second language.

However, Magiste's (1984) study findings somewhat contradict a common
notion in the literature that people who become bilingual at an early stage
will later have greater facility in picking up a third language. She admits
that this is certainly the case at certain metalinguistic levels, but not
automatically at the elementary level of language learning. Her study
suggests that passive bilingualism seems to facilitate learning a third
language, while active bilingualism might delay it. Her argument is that a

language that is known only passively does not give rise to interference in
the same sense. On the contrary, passive command of a language means
that the student has acquired the technique of learning another language,
which obviously improves the learning of additional languages.

Corder (1979 : 33) stresses that the more languages one knows the easier the
acquisition of yet another language appears to be because in such a case,
"the learner has a large number of 'ready-made' hypotheses to test in
processing the data in the new language". However, Thomas (1988)
emphasises that bilingual students who have acquired two language
systems in a natural setting do not necessarily develop the skills called
upon to perform the kind of linguistic gymnastics required of them in
foreign language learning classrooms. Bilinguals learning a third language
may need formal training to exploit fully the potential advantage of
knowing a language related to the target language. In other words, explicit
formal instruction may be necessary to encourage students to be aware of
language as a system before they can develop a facility for learning a third
language. As pointed out earlier, an individual who has already
successfully learned at least one foreign language, unlike one has not yet
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done so, has already gone through the routine of learning a language and
got an idea of what makes up a language, but he also consciously or

unconsciously makes use of this experience during the task of learning a
new foreign language.

3. 8. 5 Reasons for L2-L3 Transfer

The notion of psychotypological distance described in Section 3.4.4 is the
most accredited in the literature and would seem to provide an intuitively
satisfying explanation for L2-L3 transfer. The Cameroonian or Nigerian
learner, for instance (see Chumbow, 1981), is more aware of the similarities
than the differences between English and French, and so tends to transfer
from either language to the other. However, the same learner is more
aware of the differences than the similarities between English or French
and his native tongue, and so is not inclined to transfer from the LI. The
same applies to the Finnish learner who is more aware of the similarities
than the differences between English and Swedish and tends to transfer
from Swedish to English, while, at the same time, he is more aware of the
differences than the similarities between Finnish (his native language) and
English, and so does not attempt to transfer from Finnish to English (see
Ringbom, 1978, 1982, 1983, 1986, 1987).

Corder (1979 : 33) points out that 'other languages known to the learner,
however imperfectly, may, in the degree to which they resemble the target
language, have a facilitating effect'. He concludes that the magnitude of the
task of learning an L2 which is related to one's LI is much smaller than
that of learning an unrelated language. Citing the example of Indonesian
learners of English who transfer from their previously learned Dutch, in
the areas of lexis and grammar, Nababan (1971) also claims that L2-L3
influence is common when the two languages are cognates.

Transfer of linguistic structures from the language which has greater
resemblance to the target language among those known to a multilingual
learner, rather than from his LI, has been referred to as 'the base language
hypothesis' (Chandrasekhar, 1978). He maintains that if a learner is
multilingual, it is not always the mother tongue which interferes with the
learning process but it may be another language. He contends that if the
new language has greater resemblance to one of the languages known to
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the learner other than the mother tongue, it is from that language that
transfer takes place and the possibilities of errors have to be determined by
a contrastive analysis of this language and the new foreign language. This
language from which transfer takes place, he calls 'the base language'.

Magiste (1984) argues that in related languages, the learner is able to
recognise and understand familiar concepts, which facilitates learning, at
least at initial and intermediate stages. She maintains that a non-Indo-
European language like Finnish, which linguistically differs completely
from Germanic languages, considerably augments the organisational
problems in learning English.

However, the notion of similarity is also a subject of controversy. On the
one hand, some researchers (e.g., Corder, 1979; Magiste, 1984; Ringbom,
1978) seem to stress its facilitative value. We have already seen that Corder
(1979) argues that the magnitude of the task of learning a target language
which is related to the source language is smaller than that of learning an
unrelated language and that the learner will pass more rapidly along the
developmental continuum in the first situation than in the second.
Ringbom (1978 : 22) presents a view similar to Corder's :

Because so much of his mother tongue knowledge (grammar and vocabulary) is relevant for
the learning of another language, it can be argued that the Swede has an intuitive
knowledge of English automated in his mind even before learning starts.

Nonetheless, he admits that although this facilitation of learning is useful
for achieving a fairly low level of communicative competence fairly
quickly, it could stand as a long-term obstacle to complete mastery of the
foreign language.

Other writers (e.g., Kellerman, 1983; Lee, 1968; Nickel, 1971), on the other
hand, emphasise the detrimental effect of the similarity between the source

language and the target language. Lee (1968) objects to the contrastive
analysis view that the bigger the difference between the two languages, the
more difficult it is to learn the foreign one. He argues that very great
dissimilarity may help to lift the learner clear of his previous language
configuration and his customary way of looking at the world through
language, and may place him in a fresh orbit. He refers to his own

experience of learning Chinese and Italian when he had previously learned
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Spanish and reports that he eventually gave up Italian because of the
difficulty he had in differentiating between Italian and Spanish.

Nickel (1971 : 223) also maintains that 'since formal correspondence tends
to more or less automatically arouse functional-semantic hopes of
equivalence, relationship may be quite dangerous'. By way of example, he
mentions the difficulties that learners of Romance languages will have
when learning a second Romance language. Kellerman (1983) also believes
that interference is resistant to eradication where the differences between

the source language and the target language are minimal. Therefore the
similarity between the source language and the target language seems to
have both an advantageous and a detrimental effect on the learning of the
target language. Even if it facilitates the learning task, especially for
beginners, it also impedes thorough mastery of the target language at an
advanced stage of its learning.

Although L2-L3 similarity is widely argued for in the literature as the cause
for L2-L3 transfer, it should be noted that it is not the only cause. L2-L3
influence seems to be an interplay of a number of factors of different
nature. Sweet (1964), Bentahila (1975), and Rivers (1979) argue for 'recency'
as a possible factor. This implies that whichever foreign language was
learned last will interfere with the next-learned one. Sweet (1964 : 196)
provides the following explanation for the recency factor :

This influence of the language last learnt implies not only that the language last learnt has
been recently acquired, but also that it has been acquired with an effort, so that the resulting
associations are strongly impressed on the mind in such a way as to be easily called forth by
the slightest external stimulus ...

Rivers (1979), in her diary study about her learning of Spanish in South
America, reports that it is German, the most recently learned of her two
weakest languages, which interferes more than Italian, her other weak
language. She adds, however, that both seem to interfere less than French,
the foreign language she is most fluent in. Recency may therefore be a

possible explanation, but not the only one, for L2-L3 transfer, and may

explain why Burundian university students of English transfer from
French (L2) rather than from Kirundi (LI).
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Meisel (1983), on the other hand, posits a 'storage and retrieval' factor and
suggests that L2-L3 influence could result from the possibility that the way

foreign languages are stored and processed in the brain may be different
from the way first languages are stored and processed, irrespective of
whether they are related or not. Reporting on transfer from English lexis
and syntax into French among German learners, he claims that 'it is not at
all obvious that the conditions on the application of transfer strategies
from LI or a foreign language are identical' (Meisel, 1983 : 18). Meisel's

o

hypothesis, however, fails to explain the findings compiled in the Abo area
in Finland, where virtually none of the errors made by Swedish LI learners
of English displayed the influence of Finnish, their L2. According to
Meisel's hypothesis, we would expect to find Swedes making as many
Finnish-based errors as Finns making Swedish-based errors. Perhaps we

may say that the hypothesis is true for some aspects of language and not for
others.

A third factor pointed out by Vildomec (1963) is the learning style and
setting (hence 'psychological similarity'). Vildomec suggests that if two
languages are learned in a similar way by a similar method or in a similar
situation, and if there is a similar emotional involvement with the milieu,

they may influence each other10 . Another researcher, Nickel (1971 : 225)
argues for 'general foreignness' as an explanation for L2-L3 transfer :

Undoubtedly difficulties arise also from the fact that more than one target language is being
acquired. In some cases, especially at a beginner's level, this interference may be even
stronger than the interference between mother tongue and first target language. In trying to
get away from his mother tongue, a learner will, often subconsciously, decide to choose an
item from another target language rather than fall back upon his mother tongue. There seem
to be situations in which the opposition is mother tongue on the one hand and target
languages on the other. This attitude towards target languages as a kind of pool has to be
considered when judging errors made by learners with more than one target language,
especially when the target languages are related among themselves.

Nickel's explanation is consistent with Rivers's (1979) account of her
personal experience, as she claims that interference occurred from all the
foreign languages she had previously studied, German and Italian, in

10 One of the reasons why Burundian university students of English transfer from French rather than
from Kirundi is the fact that the teaching of both French and English in Burundi is characterised by a
typically structural syllabus and a similar assessment scheme, so that the students make use of their
experience got from learning French in their new task of learning English.
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which she was less proficient, and French, in which she was more

proficient and which was typologically close to Spanish.

A further factor is described by Singh and Carroll (1979) who postulate a
socio-cultural reason by suggesting that L3 learners may identify more

strongly with an L2 than with their LI, which could result in L2
influencing their learning of an additional foreign language. They report
that their Indian informants transfer from English (L2) into French (L3)
rather than their LI, because of the strong position of English as the
language of the government, administration, and education. In this
particular case, the reasons are sociocultural and sociolinguistic.

A final explanation for L2-L3 transfer is put forward in by Stedge (1977). He
reports of Finns studying German at Stockholm University and finds
influence from Swedish (their L2) rather than Finnish (their LI) on the
learning of German. He attributes this influence not to similarities between
the two foreign languages, but to Finns having greater contact with
Swedish while living in Sweden. He supports his claim by arguing that
transfer from Swedish is insignificant in Finns newly arrived in Stokholm.

Chumbow (1981), in connection with the three studies carried out in
Cameroon and Nigeria that we referred to earlier, argues that the
determinants of interference in a multilingual setting involve a set of
interwoven linguistic and extra-linguistic variables among which he
describes the following11 :

(i) The functional role of the language in the communicative needs of the
subjects. How often, what for and for how long the learner uses each
of the background languages in a day are important factors that may
determine the extent to which these languages will interfere with the
acquisition of an additional language. The underlying assumption is
that a language with a significant functional role is more likely to
influence the acquisition of another language than a language whose
functional role is not important. This applies to French in Burundi
where it is both the first official language and the medium of

11 The studies that Chumbow (1981) describes and the factors he attributes to L2-L3 transfer have great
similarity with the Burundian case of French-English (L2-L3) transfer with which the present study is
concerned.
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instruction and so has a more significant functional role than Kirundi
(LI).

(ii) The subject's relative proficiency in each background language. The
argument is that a language in which the subject is less proficient
tends to have a smaller interferential role. If this is the case, it is not

surprising that Burundian students of English transfer from French
(L2) rather than from Kirundi (LI) because their knowledge of French
is also an interlanguage by virtue of being L2 learners of French.

(iii) The role of the background language as medium of instruction. The
language used to acquire knowledge tends to establish a certain
ascendancy over the other languages known by the subject and so
tends to surface in the acquisition of yet another language. This
would explain why French, the medium of instruction, interferes
with the learning of English in Burundi.

(iv) The role of the background language as medium of learning the
foreign language. Language learners tend to translate difficulties of
the target language used as a medium of instruction in order to better
their understanding of the problematic aspect of the target language,
and there are many opportunities of transfer in this process. In
Burundi, although the methodology used to teach English in high
schools requires teachers to avoid French translations as far as

possible, there are situations where this becomes unavoidable. In fact,
some textbooks used to teach English (e.g. Today's English used in
upper high school classes and English Skills used in junior high
school classes) contain French translations of grammatical structures
and lexical items, especially in the teacher's manual. Today's English
even offers translation exercises for students. These translations may
be the cause of some transfer instances observed in the learners'

interlanguages.

(v) The extent to which the background language is codified, standardised
(and used by the subject). The studies above described revealed that
difficulties with orthographical conventions of the target language
contrasting with those of a background language account for a
number of interlingual errors both in the areas of grammar and
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phonology. A background language that is codified and used and
whose orthography is unknown to the subject will not contribute to
interlingual errors caused by orthography. In this study, we have
already stressed that the learners' reliance on orthographic and form
similarities between French-English cognates often results in transfer
errors. Kirundi, whose orthography and word forms differ
considerably from those of French and English, does not seem to be
involved in orthographic and lexical errors observed in the learners'
interlanguages.

(vi) The learner's perception of cultural or ethnic relations between the
target language and each background language. Yoruba children of
Nigeria learning Hausa and French spontaneously tend to identify
Hausa with Yoruba and French with English (the two background
languages). Therefore the tendency to perceive and tag languages as

African, European, Bantu, etc., in terms of culture or geography, may
determine the interferential role. We can assume that Burundian

students of English perceive French and English as culturally and
linguistically close but distant from Kirundi and that this explains
why they transfer from French rather than from Kirundi.

(vii) The extent of structural and phonological relatedness between the
target language and each background knowledge tends to determine
interference in that the more related they are the more they are
associated with each other by the learner who may then assume

equivalences where there are none, leading to transfer and
interference. This factor is closely related to the previous one
described in (vi), but they must be kept separate because the tagging
in (vi) often takes place without any considerations of linguistic
similarities and linguistic similarities can sometimes be established
by the learner even when the cultural identity and geographical
location of the target language are not known to him. Although
phonological transfer is not the concern of this study, I am aware
that Burundian learners of English do transfer phonological features
of French into English, especially stress and intonation patterns.
Flowever, I have no claim that Kirundi is totally absent from their
phonological interlanguages.
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(viii) The degree of deviation of the language model presented to the
learner from the standard. This involves finding out whether the
teacher has native or near-native speaker's competence in the
language or not. Some teachers teach their own interlanguage to
their students. The assumption is that a learner who is exposed to
the standard model has a better chance of approximating the
standard than one who is exposed to a model quite deviant from
the standard. This point is relevant to the case of Burundi where
almost 100% of teachers of English are L3 speakers of English and
teach their own interlanguage variety, which is bound to be
reflected in the learners' own interlanguages.

It does appear that it would be insufficient to explain L2-L3 influence in
terms of one linguistic or extra-linguistic factor. L2-L3 transfer seems to be
the result of several interwoven factors the effect of each of which should

not be measured independently of and separately from the effect of the
other interacting factors. It is appropriate therefore to explain L2-L3 transfer
instances according to a selection or a combination of interrelated factors
rather than one isolated factor. It also appears that different research
contexts will generate different transfer instances presumably involving
different factors.

3. 9 Summary

This chapter reviews the findings that suggest that transfer is an important
area of research in second language acquisition. Despite the considerable
progress made in the study of transfer during the last three decades or so,

many controversies that have accompanied this progress make it clear that
the findings of research in language transfer must be treated cautiously.

It has been emphasised that language transfer does not take place willy-
nilly. Its occurrence is determined by such factors as the degree of
relatedness and similarity between the source and target languages, the
learner's perceived distance between his native language or any other
languages known to him and the target language, the degree of markedness
of the linguistic features transferred and the learner's linguistic and
metalinguistic knowledge. There is also compelling evidence from
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research studies that the transferability of lexical properties is essentially
determined by the degree of lexical relatedness between items from two
languages. It has also been stressed that transfer takes place not only from
LI to L2 but also from L2 to L3 (which is the topic of this study), or even
from L3 to L4, depending on a number of factors among which the most
important appears to be the degree to which the languages involved are
similar and related.
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CHAPTER FOUR

THE RESEARCH CONTEXT

4.1 Introduction

Burundi is a small country with an area of 27,834 square kilometres. It is
one of the most densely populated African countries with a population of
approximately 5,400,000 people (1990 census figure). Located in Central
Africa, Burundi is bordered by Tanzania in the South and East, Rwanda in
the North and Zaire in the West. Unlike the great majority of African
countries, the language situation in Burundi is exceptionally simple.
While most African countries are faced with the extreme diversity of
indigenous languages [Treffgarne (1975 : 1) suggests at least 1,200
indigenous languages in Africa], Burundi has only one local language
(Kirundi) spoken nationwide by all its people.

The majority of case studies on African language education policies have
been concerned with multilingualism. In this respect, it has often been
argued that the adoption of the ex-colonial powers' languages by newly
independent African states as official languages of government draws
attention to their significant role in unifying countries divided by
numerous ethnic and linguistic loyalties and conflicts (Treffgarne, 1975 : 3).
Being a monolingual country, Burundi should be expected to have a
different language education pattern and rationale. Burundi's linguistic
and cultural homogeneity certainly involves obvious advantages such as
the existence and implementation of one common national curriculum at
each level in education. Yet the country's common national language
(Kirundi) cannot serve the needs of both internal and external
communication. Kirundi is used in all internal communication

transactions whereas French, English and, to a lesser degree, Kiswahili
function as languages of wider communication (LWC).

The present chapter sets out to describe and evaluate the language
education policy in Burundi. First, it presents the overall language
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situation in Burundi, specifying the functions and domains of use
associated with the four languages that have an officially recognised status,
namely, Kirundi, French, English, and Kiswahili. Second, it looks into the
history of language education policy in Burundi, focusing on the reforms
and changes that have been implemented in an attempt to achieve a more
stable and operational language policy scheme. Finally, it highlights the
perennial competition and complementarity between French (the language
of social promotion and wider communication) and Kirundi (the language
of national and cultural identity). The final section of this chapter discusses
the role played by French (L2) in the teaching of English (L3) in Burundi.

4. 2 Description of the Overall Language Situation in Burundi

4. 2. 1 Kirundi : the Common Language of all Burundians

Burundi is one of the few African nations where the entire population
operates in the same common national language, Kirundi. Bigangara (1982
: 5-6), Edwards (1985 : 17), and Meyer (1984 : 192) underline that Burundi
has, unlike many of its African neighbours, a historical linguistic unity in
which Kirundi has been the only language spoken throughout the country.
However, the absence of both synchronic and diachronic studies of Kirundi
makes it impossible to trace back its history and evolution. It is assumed
that Burundians have been speaking Kirundi for several centuries. There
are some slight regional lexical and tone variations (in fact, Kirundi is a
tone language belonging to the Bantu language family) but which do not
affect intelligibility among the speakers of Kirundi. The language is the
vehicle of Burundian culture and the marker of Burundian linguistic and
cultural homogeneity (ANADIL, 1989 : 1).

Burundi is thus fortunate in that all people within its territory speak a

single language and there has never been a need for a lingua franca such as
is provided by English or Kiswahili in other parts of East Africa where it
may not always be possible to concentrate students of each language in
separate schools (Gorman, 1970). Being the only language spoken and
understood by the entire national population of Burundi, Kirundi is

169



Chapter Four The Research Context

allocated key functions as both the national and, together with French, the
official language (see Treffgarne, 1985).

Since Burundi became independent in 1962, the importance of Kirundi has
considerably increased for the purpose of cultural rehabilitation and
national identity. It is used in political, economic, religious, and socio-
cultural domains. All official texts and speeches intended for the home
population are presented in Kirundi and all public meetings, seminars, and
colloquia whose subject matters are entirely home affairs and in which
participants from all social strata take part are conducted in Kirundi.
Newspapers produced mainly for home consumption are published in
Kirundi. Radio Burundi broadcasts on two channels, one exclusively in
Kirundi, the other in French, Kiswahili, and English. For reasons that will
be explained later (cf. Sections 4.3 and 4.4), Kirundi is not used as the
medium of instruction at any level in education at present. It is merely
taught as a subject in primary and secondary education and is an academic
and research subject at the university, especially in the Department of
African Languages and Literatures.

4. 2. 2 French : The Medium of Instruction and First Official Language -

The Colonial Heritage

Burundi, Rwanda, and Zaire were all Belgian colonies from the end of
World War I till 1962. They all inherited French from Belgian colonisation
as both the medium of instruction and the first official language. In
Burundi, the adoption of French as the medium of instruction at all levels
in education and the first official language came about to meet the
demands of international communication and educational purposes.
French is used in official texts and materials, at national and international

meetings, forums, and colloquia which involve national and non-national
members, diplomats and representatives of international bodies and
governments. All newspapers produced both for home consumption,
especially by educated people, and an outside readership are published in
French.
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It is claimed that French and Kirundi are in a putatively complementary
relationship rather than in a state of competition (ANADIL, 1989 : 42).
However, a deeper analysis shows that although Kirundi and French have
an equal co-official status in theory, they do not enjoy the same prestige. It
is a fact that proficiency in French remains the main prerequisite for
having access to the majority of jobs ranging from a mere messenger,
whose responsibilities consist mainly of delivering or forwarding mail and
any other written documents, to the most sophisticated 'white collar
worker'. Most administrative matters and records (correspondence, reports,
dossiers, registration forms, etc.) are handled in French. In the courts,
people are free to use either French or Kirundi, although the majority of
cases are dealt with in Kirundi. Almost all scientific and research studies

are published in French. Yet no one is significantly handicapped by his lack
of knowledge of French because communication among Burundians
mostly takes place in Kirundi, regardless of the contexts of communication.
It is interesting to note, for instance, that medical doctors converse with
their patients in Kirundi (unless they are foreigners, in which case French
is used) but write all prescriptions and reports in French. The same applies
to district agents and administrative officers in handling various
administrative matters.

4. 2. 3 English : A Necessity for Economic and Academic Purposes - EFL
Situation

As Burundi enlarges its horizons and looks more and more towards
Eastern and Southern Africa (or simply the anglophone world) for
economic ties and expanded development, the need for a practical
command of English becomes evident. Beside its strong political and
economic ties with francophone Africa, Burundi strives to consolidate its
relationships with anglophone Africa. On the one hand, being located in
the heart of the continent, Burundi is exceptional in being geographically
landlocked and its economy by and large depends upon imports and
exports via the East African route, through the ports of Mombasa (Kenya)
and Dar-es-Salaam (Tanzania). To this end Burundi is a member state of
two important regional trade organisations : The Preferential Trade Area
(PTA), which involves Eastern and Southern African countries, and the
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Northern Corridor, whose member states are Burundi, Kenya, Rwanda,
Uganda, and Zaire. At the same time, Burundi is aware of the growing
importance of English as today's internationally recognised major world
language, especially as the language of business and scientific research.

In practical terms, the country serves these interests by extending the
teaching of English in secondary schools and at the tertiary level and by
training competent teachers of English to staff these classes. English is
introduced in the second year of secondary education and taught for six
years with an intensive timetable of five to six hours a week. In higher
education, students in all faculties and institutes of the University of
Burundi are required to take a certain number of hours of English in the
form of ESP or EAP because they are expected to be able to read and
understand the bulk of publications written in English which they use for
the study of their academic subjects and research. The number of hours is a

requirement set independently by each faculty and institute, with a view to
ensuring that the students have a working knowledge of the language to
serve as a practical tool in their particular discipline. Students who choose
to specialise in English language and literature take all courses (except a few
general courses) in English for four years, after which they are awarded the
degree of 'Licence' (equivalent to B.A degree) in English Language and
Literature. Finally, news bulletin and entertainment programmes are

presented daily by the external service of Radio Burundi. A daily English
news bulletin is also presented on Burundi TV in the evening.

4. 2. 4 Kiswahili: Marginal Official Functions

Kiswahili is widely used in Eastern Africa as a lingua franca. In Burundi,
Kiswahili is spoken exclusively in urban centres, especially in shopping
transactions and exchanges, since most shops are owned by 'kiswahilised'
foreign and national individuals. Its functions are almost insignificant in
the sense that it is neither taught in schools nor required in official
communication settings except that it is used on the radio and TV for news
bulletins and entertainment programmes. It is also an academic and
research subject in the Department of African Languages and Literatures at
tertiary level. Because Kiswahili is exclusively spoken in urban areas,

172



Chapter Four The Research Context

especially among football fans and low income or less educated people,
there is a widespread tendency among educated and traditionally
conservative groups to regard Kiswahili as 'the language of hooligans'. Yet
Kiswahili links Burundi with East African states where it is widely used as
a lingua franca. The governments of Burundi, Kenya, Rwanda, Sudan,
Tanzania, Uganda, and Zaire have recently expressed their intention of
standardising, promoting, and expanding the use of Kiswahili in the mass
media as their common regional language and with a view to ultimately
making it an international language (cf. Le Renouveau, No.3344, 1991).

4. 3 History of Language Education Policy in Burundi

4. 3. 1 The Pre-Colonial and Colonial Era

As has already been pointed out, Burundi has been speaking and using one
common national language (Kirundi) from time immemorial. That all
Burundians operate and communicate in Kirundi is a fact. It is virtually
impossible to find a Burundian who does not speak Kirundi.

It is only since the nineteenth century that Burundi started coming in
contact with people speaking other languages. In the same century,
arabicised communities, especially merchants, arrived in Burundi and
introduced Kiswahili into the country. They settled in peripheral urban
centres and this was the reason why the influence of Kiswahili never
reached the rural areas (cf. section 4.2.4). From the 1890s till the end of
World War I, Burundi was a German colony and thus made contact with
the German language. In the early 1920s, the German influence
extinguished as the result of the weakening of Germany after losing the
war, and Burundi then became a Belgian colony until 1962. From then on,
French became a powerful language, used in all official and administrative
matters in Burundi. Its importance gradually increased until it ended up

becoming the medium of instruction at all levels of education and the first
official language of the country.

Greek and Latin were taught as classical languages in Burundi secondary
schools from 1925 but were phased out in the 1970s. English was introduced
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in secondary education in the 1950s and its importance has grown ever
since. It is important to stress that apart from loan-words which poured
into the Kirundi lexicon (see Hicuburundi and Rigi, 1979), the above-
mentioned languages, except for French and, to a lesser degree, Kiswahili,
did not significantly alter the linguistic behaviour and communicative
traditions of Burundians. This was so partly because these foreign
languages were known to a very negligible portion of the population and
partly because their use in people's everyday life was very limited. Indeed,
in monolingual communities, people generally interact in their common

language in most of their everyday life activities.

According to a document prepared by a team of researchers on the teaching
of languages in Burundi (cf. ANADIL, 1989 : 21), there have been two
important eras characterised by different language education policy types :

(i) The Period Before 1961: Embryonic Language Education Policy

Before 1948, primary schooling was conducted in Kirundi in accordance
with catholic missionaries' policy. In 1948, French was introduced as a

subject in the third year of primary education. Its teaching was intensified
in some selected schools whose mission was to prepare pupils for
secondary education. In 1954, with the creation of official formal education,
French was introduced in first year of primary school.

(ii) The 1961 Reform : French Takes the Lead

In 1961, a reform was launched proposing the intensification of the
teaching of French in such a way that by the end of primary education
Burundian pupils would be expected 'to have the same level of proficiency
in French as European pupils of the same age'. They would therefore be
able to attend secondary education without language difficulties in French,
now the medium of instruction at all levels. Kirundi would simply be
taught as a subject among others. Alexandre (1972 : 84) reports that Kirundi
was adopted as the national language in 1965, three years after Burundi had
acquired its independence. What he also probably means is that Kirundi
became the second official language of the country.
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Apart from the adoption of Kirundi as the national and second official
language, post-independence Burundi followed up the colonial language
education policy for more than a decade. The policy consisted of using
French as both the medium of instruction at all levels of education and as

the first official language and teaching Kirundi (the national and second
official language) as a school subject in primary and secondary education.
At tertiary level, French remained the medium of instruction. First
introduced as a compulsory school subject in secondary education, English
was taught as an academic and research subject in two language sections,
one trilingual, the other bilingual (French-English-Kirundi and French-
English), whose ultimate aim was to train secondary school language
teachers. It was not until 1973 that the first significant reform was operated
in a bid to break with colonial educational patterns and meet the socio-
cultural and economic demands of post-independence Burundi.

4. 3. 2 The 1973 Reform : Kirundisation and Ruralisation

The 1973 reform was an attempt to help Burundian pupils better
understand their social milieu and strengthen their cultural identity.
According to ANADIL (1989 : 7), its aim was threefold :

(i) To value the national language, Kirundi, and restore the cultural
heritage of which it is the vehicle,

(ii) To make Kirundi the language of communication among school
pupils both at school and in their social environment, and,

(iii) To reduce the difficulties met by a number of pupils in the course of
studying through the medium of a foreign language.

The main argument was that if only 10% of the pupils who complete
primary education manage to get a place in secondary education (ANADIL,
1989 : 6), primary education should aim to prepare the remaining 90%, the
majority of whom are from rural areas, to adapt their lifestyle to the
exigencies of rural environments. In other words, primary education is

175



Chapter Four The Research Context

terminal for the majority of pupils and should thus be complete in itself.
This was the reason why the reform was labelled 'Kirundisation and
Ruralisation'.

In practical terms, the reform proposed that Kirundi would replace French
as the medium of instruction in the first four years of primary education. It
was even expected that the new system would be extended to the final two
years of primary education to achieve a full Kirundisation programme

throughout primary schooling (ANADIL, 1989 : 3). Primary education lasts
for six years in Burundi. During the first two years, pupils would not be
taught any French at all but would learn everything in Kirundi. During the
following two years, Kirundi would still be the medium of instruction and
French would be taught as a school subject. Finally, in the final two years
French would replace Kirundi as the medium of instruction and Kirundi
would be taught as a compulsory subject. At the same time, this
Kirundisation and Ruralisation scheme also aimed to teach pupils the basic
literacy skills (reading and writing) as intensively as possible and to
provide them with lessons centred on the study of their immediate
physical and socio-economic environments in the mother tongue.

Clearly, the new scheme favoured the use of the mother tongue as the
medium of instruction. The advantages of instructing children in their
mother tongue were emphasised by UNESCO in its report issued in 1953. It
was strongly argued that it is axiomatic that the best medium for teaching
children is their mother tongue, the language of primary socialisation.
Psychologically, the latter works automatically for expression and
understanding; sociologically, the mother tongue is a means of
identification among the members of the community to which a child
belongs; and educationally, the child learns more quickly through his
mother tongue than through an unfamiliar linguistic medium. These
same reasons were highlighted in the proceedings of the Bujumbura
Seminar on the problems and advantages involved in the standardisation
and teaching of African national languages (ACCT and AUPELF, 1986).

While the reform had obvious socio-cultural, economic, and

psycholinguistic objectives, it turned out to be very damaging to the whole
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educational machinery with negative repercussions on secondary and
higher education. It is a truism that in all educational systems, primary,
secondary, and tertiary curricula are interrelated and interdependent.
Primary education is a preparation for secondary education and the latter is
the foundation for tertiary education. Making Kirundi the medium of
instruction in the first four years of primary education should have been
followed by a subsequent readjustment of secondary education curricula.
The problem was that after drastically reducing the weight and timetable
load of French, students could not achieve a sufficient command of French
to take all subjects (except Kirundi and English) in it from the very first
year of high school onwards.

Consequently, for the last ten years or so, secondary school teachers and
university lecturers have been complaining about a tremendous drop of
students' standards, the reason being their lack of sufficient knowledge of
French to study and understand other subjects in it. This same fact was
noted by ANADIL (1989 : 48) :

On entend tres souvent dire que le niveau en frangais a baisse, c' est parce qu' il y a eu la
kirundisation de 1' enseignement primaire en 1973 ... De fait, si l'on reduit l'horaire de
frangais, il va de soi que son apprentissage risque d'etre difficile.

As a reaction, in 1989, parents expressed their concern to the government
advocating the abolition of the 1973 reform and the restoration of French as
the medium of instruction throughout primary education. Parents were

particularly concerned about the national selection test that their children
have to take and pass in French after completion of primary education in
order to be admitted to high school. They were also concerned about the
imbalance between primary and secondary education in terms of the
weight and functions of French and its drawbacks on students'
performance at high school level. As a response to parents' demand, the
government decided to abolish the 1973 reform. From 1989-1990 onwards,
French would be used as the medium of instruction throughout primary
education whereas Kirundi would merely be taught as a compulsory
subject (see Le Renouveau, 1989, No.3057 : 5). It follows that language
planning must take place in a social context because to ignore
sociolinguistic factors such as attitudes and needs of groups who will be
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affected can lead to the failure of language planning policies (Cooper, 1984;
Kennedy, 1984; Rubin, 1984).

%

4. 3. 3 The 1977 Reform : Creation of Separate Language Departments at the
University of Burundi

Until 1977, French, English, and Kirundi were taught as academic subjects
in trilingual and bilingual sections (French-English-Kirundi and French-
English) at tertiary level. The same year, the faculties and institutes of the
University of Burundi were reorganised in accordance with the
presidential decree of 18th October 1977 (cf. Universite du Burundi : Le
Reglement General, 1985-1986; Vade Mecum de I'Etudiant, 1986-1987).
From then on, English, French, and Kirundi acquired autonomous status
and became academic and research subjects in three separate newly created
language departments within the Faculty of Arts.

(i) Department of English Language and Literature

Its exclusive medium of instruction is English and its objectives read as
follows : (1) to enable students to express themselves with correctness,
accuracy, and ease, both in spoken and written forms, (2) to familiarise
students with the civilisation and culture of the anglophone world
through literature, and (3) to define and implement an English teaching
methodology to provide future teachers of English with a solid base capable
of withstanding the challenges of education in Burundi (Ndayipfukamiye,
1984 : 24).

(ii) Department of French Language and Literature

Its objectives are geared to improving students' linguistic competence and
providing them with pedagogical and methodological competence
regarding the teaching of French (ANADIL, 1989 : 29).

(iii) Department of African Languages and Literatures
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Students are essentially taught a systematic description of Kirundi in
relation to the global African linguistic situation, especially the Bantu
language family to which Kirundi belongs. They also study Burundian
cultural anthropology and literary genres as well as orality research
techniques (ANADIL, 1989 : 14-5).

Each of these three departments offers a four year course and they all share
the ultimate aim of preparing and training sufficiently competent and
qualified high school teachers of English, French, and Kirundi,
respectively. In order to cope with the needs of the growing number of
schools and pupils in terms of language teachers, the 1977 reform also
created the sections of French-English and Kirundi-English in the
Pedagogical Institute, which offers a two year course, to train junior high
school language teachers.

In all faculties and departments except the Department of English Language
and Literature, English would be taught in the form of ESP or EAP in order
for the students to have a sufficient working knowledge of the language to
serve as a practical tool in their particular discipline. The 1977 language
education policy reform in higher education is still in force nowadays.
There are only some slight adjustments that have been made in the course
of time either to increase or cut down the number of hours of some

subjects or to squeeze in some new course entries to update the curriculum
prospectus in the language departments.

4. 4 Evaluation of the Burundian Language Education Policy

The previous section has made it clear that monolingualism does not
necessarily facilitate the creation of a language education policy. Kirundi,
the common local language, cannot fulfil all communication functions.
Although it is a powerfully efficient tool for internal communication, it
certainly cannot serve the needs of external communication. It is in this
context that three additional languages (French, English, and Kiswahili)
have been allocated specific functions as languages of wider
communication. It is thus worthwhile evaluating the effectiveness of the
Burundian language education policy.
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4. 4.1 French and Kirundi: Two Competitive or Complementary
Languages?

It is claimed that French and Kirundi are in 'permanent competition'. The
two languages are jointly used in administration, public settings, and in the
mass media. In theory, they have equal official status. Yet it is also
recognised that French is 'a language of social promotion' which gives
'access to science and modernity' (ANADIL, 1989 : 4; Le Renouveau, 1989,
No.3057 : 5). The series of reforms operated from 1961 to 1989 are a clear
indication of the perennial competition between the two languages. The
1989 parents' plea to the government for the replacement of Kirundi with
French as the medium of instruction shows people's valuation of
languages of wider communication. Consequently, it is difficult to envisage
a successful language planning programme which does not take into
account the attitudes to language by the people of a given community
(Rubagumya, 1986 : 286).

The advantages of instructing primary pupils in their mother tongue are
first and foremost to ensure continuity of the affective, cognitive, and
socio-cultural development of children, to involve school education in the
process of national development, and to relate formal education to the
pupils' immediate environment (ACCT and AUPELF, 1986 : 7). Yet the
parents' ultimate aspiration is to have their children pursue their studies
as far as possible. They are aware that their children's school success

depends on a sufficient level of proficiency in French, the medium of
instruction at all levels in education.

In a survey conducted by Havyarimana (1989 : 45-7), it appears clear that
parents strongly disapproved of the Kirundisation and Ruralisation
programme brought about by the 1973 education reform. The following
lines express their opposition to the use of Kirundi as the medium of
instruction :

... it is a waste of time to use Kirundi as a medium of instruction. Because in the second level
of primary school, the child will have to shift from Kirundi to French. Likewise, in
secondary school and at university, French is used as a medium of instruction ... French is a
language of prestige and upward mobility (Havyarimana, 1989 : 47).
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It is interesting to note, however, that contrary to parents' dissatisfaction
with the results of the reform, the so-called language planning experts,
who, unfortunately rarely take the risk of challenging governmental
decisions and policies, commended the results of the reform as globally
positive (ANADIL, 1989 : 42).

4. 4. 2 Accounting for the 1973 Reform Failure : Practical Problems

The 1973 reform proved to be a failure simply because no subsequent
adjustments were made at secondary education level. Pupils had inevitably
to face serious difficulties studying all subjects in a language of which they
lacked sufficient knowledge. As Ferguson (1985 : 43-4) underlines, there are

conflicting goals in language education policy. It is difficult to devise a

policy which equally serves internal communication and strengthens
cultural identity and meets the demands of wider international
communication. There are always practical constraints which undermine
the increased role of the mother tongue, namely the cost of pedagogic
materials development, the training of teaching staff, the standardisation
of the native language and the need to make adequate changes to link up

primary, secondary, and higher education levels.

Ntahombaye (1986 : 29) outlines the following difficulties involved in the
use of national languages as media of instruction :

(i) Political difficulty : Language education policy is a delicate issue that
must take into account socio-economic, technical, and sociolinguistic
parameters. Consequently, some countries are hesitant to commit
themselves to making certain kinds of reform. This is the reason why it
took nearly two decades before the 1973 reform was abandoned, despite the
continuous chaos it was causing in education.

(ii) The paucity of materials and funding for the preparation of teaching
materials and training of teaching personnel : Given the economic and
political crisis that African countries have been undergoing for some years
and might still have to undergo for some further years to come, the
promotion of national languages is no longer among the major priorities.
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Although Burundi has a relatively adequate number of qualified staff who
can devise teaching materials in Kirundi, it can hardly bear the cost of the
entire operation.

(iii) The absence of an adequate methodology and pedagogy : At present
there is no clearly defined methodology or pedagogy adapted to African
languages in general and Kirundi in particular.

(iv) The lack of consultation among different national institutions
involved in the teaching of languages : It is observed that there is rarely
coordination between actions undertaken at primary, secondary, and
tertiary education levels. This would make it possible to predict and
therefore avoid the likely negative repercussions of decisions made at one
level on the level directly above or below it.

(v) Parents' attitudes and resistance : On the one hand, a large number of
families do not understand the point of studying in the national language.
On the other hand, a sizable number of educated people think that the use
of national languages as media of instruction is detrimental to the role of
French, 'the language of prestige and social promotion'.

(vi) Technical difficulties : Although Kirundi has a standardised
orthography, it still lacks a sizable number of technical vocabulary items to
designate a number of concepts, especially in scientific and technological
domains. To my knowledge, there is only one bilingual Kirundi-French
dictionary, very incomplete and containing numerous inaccurate
definitions, written by a Belgian missionary (Rodegem, 1970), and no

monolingual Kirundi dictionary at all. In addition, there is a serious lack of
substantial descriptive work on Kirundi.

To overcome all these problems would certainly take time. At the same
time, such difficulties need to be overcome before any further action can be
undertaken. My contention is that by virtue of these still unresolved
problems, it is premature to speed up the use of national languages as
media of instruction. The entire scheme requires special planning,
patience, and step-by-step progression.
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4. 4. 3 Measurement of Bilingualism in Burundi

If French is the medium of instruction at all levels of formal education, it
should follow that bilingualism should be widespread in Burundi. This
naive maximum exposure hypothesis holds that proficiency and
development of academic skills in a language depend upon the amount of
exposure to that language. Although exposure to a language is important to
its learning, it is not always true that early and intensive exposure to a

language is a major condition for proficiency.

It is claimed that at completion of secondary education, Burundian
students are 'perfectly bilingual' in Kirundi and French (ANADIL, 1989 :

31). The overall rate of bilingualism should therefore be assessed on the
basis of the percentage of people who attain secondary education. In an
interview with a national daily newspaper (Le Renouveau, 1990, No. 3158 :

3), the Minister of Primary and Secondary Education stresses that only
about 8,000 out of 80,000, i.e., 10% of the pupils who complete primary
education, manage to enter secondary school every year. If interpreted
nationwide, this figure means that about 8,000 out of 5,400,000 people, i.e.,
0.148% of the national population, become bilingual every year. This
percentage is very low in a country which has adopted the maximum
exposure policy and which instructs in the L2 at all levels of education.

According to Havyarimana's (1989 : 6) estimations, nearly 20% of the
Burundian population are bilingual whereas the remaining 80% are

monolingual. Ndayipfukamiye (1993) suggests a much lower figure of 10%.
Beside Kirundi-French bilinguals, mention should be made of urban
people (though not all) who acquire Kiswahili from their immediate
environment and study French at school in addition to speaking Kirundi.
A small portion of trilinguals and quadrilinguals, including most people
who attend higher education, speak English as their third or fourth
language.

In the final analysis, the ratio of bilingualism in Burundi correlates with
the level of formal education people attain. Consequently, since the
proportion of educated people is comparatively low, so is the degree of
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bilingualism nationwide. Another explanation of this low degree of
bilingualism in Burundi is that, like most other monolingual
communities, Burundians carry out their everyday communication
transactions in their common language and rarely commit themselves to
learning a second language unless they are required to do so by school
curricula or have some instrumental or integrative motivation.

4. 5 The Role Played by French (L2) in the Learning of English (L3) in
Burundi

Burundi is one of the francophone African countries where French is not
only the official language or one of the official languages but also the
medium of instruction. In Burundi, French is taught extensively from the
first year of primary education and is the medium of instruction
throughout primary schooling. After completion of the sixth year, which
rounds off primary education, French continues to be the medium of
instruction throughout secondary and tertiary education. English is
introduced from the second year of secondary education and is taught for
six years with an average of five hours per week till the end of secondary
education. At the same time, as the students are taking English they are
also having an average of eight hours of French per week. It is therefore
understood that the two languages are taught simultaneously and that
English starts when the students are already at a fairly advanced stage of
learning French. At tertiary level, English is taught in all the faculties and
higher institutes and it is used as the medium of instruction in the
Department of English Language and Literature at the University of
Burundi.

The role played by French in learning and teaching English in Burundi is
manifold. First, we may assume that the fact that English is introduced
after the students have been learning French for seven years reduces or
even suppresses the shock that students normally experience at their first
contact with a foreign language. As already pointed out in Chapter Three,
these students have got a picture of what makes up a language and what is
involved in learning a foreign language and consciously or unconsciously
make use of this experience as they face the new task of learning English.

184



Chapter Four The Research Context

Second, because the teaching of both French and English in Burundi
follows a typically structural syllabus and a similar assessment scheme,
both the teachers and students of English benefit from their advantage of
using a methodological approach and assessment scheme similar to those
already followed in the teaching and learning of French. Third, although
the curricula and inspection Departments encourage teachers of English to
teach English in English without translating into French (L2) as far as

possible, some textbooks and course books (e.g., English Skills used in
junior high school classes and Today's English used in the Section of Arts
in senior high school classes) provide French translations or equivalents,
or simply explanations, for the language items to be taught, especially in
the teacher's manual. Fourth, because of the many lexical, grammatical,
phonological, and semantic correspondences which exist between English
and French and which signal their historical and genetic relatedness, the
students seem to perceive the two languages as typologically close and thus
to capitalise on their French knowledge in their attempt to surmount some
of the difficulties they encounter while learning English. All these four
factors constitute a plausible explanation for Burundian students' transfer
(both positive and negative) of their French knowledge and experience into
their learning of English.

A common observation among teachers of English in Burundi is how
quickly their students develop a highly commendable level of proficiency
despite the unfavourable environment in which the learning takes place.
The explanation for this rapid progress lies essentially in their prior
knowledge of French and the metalinguistic awareness they have
developed out of their experience of learning French. As has been stressed
in Chapter Two, English and French share a vast common lexicon
including a huge body of words whose form and/or meaning may be
entirely or partially similar. Such words constitute a great advantage for
French speaking students of English since they need not relearn their
entire orthography, morphemic composition, and their semantisation.
Their major difficulty, however, will consist of coping with those words
which are similar in form but whose meaning is different in the two
languages.
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In any case, the advantages of being proficient in French whilst learning
English far and away outweigh the disadvantages. Students' prior
knowledge of French significantly reduces the magnitude of their task of
learning English. Not only do the French and English lexicons share
formal and semantic similarities, but they also share linguistic means of
expressing concepts of intermediate complexity that are inexpressible by
one single base morpheme such as analytic constructions, compounds, and
lexical derivations (Beard, 1981). Since the subjects already have a near-
native command of French as a result of formal instruction and are, at the
same time, at an advanced stage of their formal study of English, it is
believed that they are aware of the linguistic, formal, and semantic
properties shared by French and English and consciously or unconsciously
make use of this knowledge in their task of studying and performing in
English.

Still a further area where the role played by French in Burundian students'
learning of English is the conceptual organisation patterning. The
conceptual structure hypothesis is consistent with what Banjo (1969) calls
'the split phenomenon', referring to cases where an item in one language
is the equivalent of two or more items in another language. Azevodo (1980
: 219) argues that when an item in the source language has two structural
counterparts in the target language, there is a fifty percent probability that
the wrong choice will be made. The split phenomenon is relatively easy to
test cross-linguistically. For instance, Kirundi has one lexical item to
represent different concepts expressed by different signifiers in English and
in French as illustrated in the paradigms below :
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Kirundi English French

1. kugenda to walk
to leave
to go
to move

marcher

partir
aller

bouger/etre
en mouvement

2. gukora to work
to make
to do
to have a job/
to be employed

travailler

fabriquer
faire
avoir du travail

3. isi earth
soil

terre

sol

4. ijuru heaven

sky
paradis
del

5. gukunda to like
to love
to agree/to accept
to be used to

aimer
aimer

accepter
avoir 1' habitude de

6. kwanka to hate
to refuse
to dislike

hair
refuser
detester

7. gusoma to kiss
to read
to drink with a straw

to be drunk

baiser
lire
boire avec

un chalumeau
etre saoul

8. kwemera to believe
to agree
to esteem

to accept

croire
etre d' accord
estimer

accepter

9.- snow neige
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These examples lead to two conclusions. First, they confirm the
anisomorphism theory which holds that there is no one-to-one

equivalence between the lexical items in one language and those in
another language. Second, in this trilingual situation, French, the L2 of all
Burundian students of English, appears to have filled in the semantic gaps
and lexical voids existing between the Kirundi and English lexicons. The
conceptual structures of French, which appear to be more similar to those
of English than to the Kirundi ones, serve as a bridge in the learners'
process of building up of lexical knowledge in English. Their increasing
contact with formal input in English coincides with an increase in
metalinguistic knowledge helping them to refine their view of French-
English relationships. This growing perception of the nature of English
structure will affect the degree to which they will see French as a viable
basis for producing and interpreting English lexical forms.

In conclusion, French seems to play a vital role in the teaching and
learning of English in Burundi, although it is not easy to measure its effect
in quantifiable terms. French appears to be, and is also perceived by the
students as, a viable basis for building up their interlanguage.
Unfortunately, this will not always work successfully and learners
constantly face the difficult task of knowing when transfer of their French
knowledge into English is profitable and when it is not.

4. 6 Summary

This chapter endeavours to present the current language situation as well
as the history of language education policy in Burundi. The present case is
an exemplification of the dilemma faced by African countries, be they
monolingual or multilingual, to promote national languages and
strengthen cultural identity, on the one hand, and to sustain international
communication and enhance humanist education standards through the
use of languages of wider communication, on the other hand.

Any attempt to increase the use and functions of local languages is dwarfed
partly by the historical power and prestige of ex-colonial languages, now
widely used as official languages and media of instruction in the majority
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of countries and partly by Africans' own undermining attitudes to their
local languages vis-a-vis the languages implanted by former colonial
powers. Skutnabb-Kanga and Phillipson (1989) and Phillipson (1992) refer
to this perpetual use of colonial languages as media of instruction by post-
independence nations as an instance of 'linguicism', i.e., linguistic
discrimination and inequality, and 'academic imperialism', i.e., the control
of the under-developed world by ex-colonial powers through the power
and importance of their languages.

Nonetheless, beside the above mentioned forces which impede the success
of programmes and policies aimed at promoting local languages and
reducing the supremacy of former colonial languages, there are practical
technical and financial constraints whose impact is equally powerful. The
entire operation demands costly material, technical, and financial resources
which are unfortunately inaccessible to most African countries.

The case of Burundi shows that even monolingualism and, accordingly,
linguistic and cultural homogeneity are not sufficient assets to capitalise
upon. As in many other African countries, Burundi's attempt to replace
the colonial language (French) with the national language (Kirundi) as the
medium of instruction has recently proved a drastic failure. By virtue of
the above mentioned forces at work, any shift regarding language
education policy in Africa can only be a long-term enterprise, perhaps even
a nightmare!

Regarding the role played by French in the learning of English in Burundi,
it has been pointed out that, partly because of the similarity of methodology
and assessment scheme in the teaching of French and English and partly
because of the structural and typological similarity perceived by the
learners between French and English, students of English consciously or

unconsciously make use of their knowledge and experience of French in
their learning of English, hence the possibility for transfer (both positive
and negative) to occur in their interlanguage.
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CHAPTER FIVE

THE RESEARCH DESIGN

5.1 Introduction

Chapter Four has described the context of the present study. The aim of
Chapter Five is twofold. First, it formulates and discusses the research
hypotheses in relation to the use of French-English true and false cognates by
Burundian university students of English. Second, it presents the
characteristics of the subjects selected for the study and discusses the
methodological procedures and the experiments used to test the formulated
hypotheses.

5. 2 Research Hypotheses

The language situation in Burundi can be regarded as particularly favourable
for investigating the transferability of French-English cognates from French to
English. As far as learning English is concerned, all students' command of
English is very much a knowledge of a foreign language rather than a second
language since all of them are bilingual, having Kirundi as their LI and French
as their L2. As part of my teaching experience in the Department of English
Language and Literature at the University of Burundi, I have observed that
Burundian students of English make a comparatively large number of lexico-
semantic errors and approximations due to transfer of the lexico-semantic
structure of the L2 (French). This seems to indicate that the frequency of such
errors is much influenced by the relatedness of French (L2) to English (L3).
There is little doubt that reliance on word form and morphemic similarities
between two related languages can lead to errors, although we can only have
clues to the underlying process when learners go wrong. The underlying
assumption is that, by virtue of the genetic relatedness and, hence, the formal
and semantic similarities between French and English lexical items, Burundian
students of English transfer more readily lexical properties from French to
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English rather than from Kirundi to English. French here functions as the 'base
language' (defined in Chapter Three, Section 3.8.5).

As has been shown in Chapter Two, French and English share a large common
lexicon mainly as a result of the contacts the two languages have had in the
course of time. English has borrowed a large number of words from French,
but rarely have these words kept the same original meaning in English. False
cognates generally result historically from semantic change in the sense that
once a lexical item is present in two languages, its meaning can alter or

diverge in various ways : it can be restricted (e.g., commence is used in formal
contexts in English but not in French), it can be added to (e.g., venue, which
denotes 'the action of coming' in French, denotes 'the place of the action' in
English), etc. Language learners often have little or no training in historical
linguistics and usually expect a semantic similarity where they see a formal
one between pairs of cognates in two languages. Alternatively, when such a

similarity does exist, learners may mistrust it and adopt an avoidance strategy
by simply not venturing to use the cognates in question. The present study
aims to investigate some generalisable ways in which Burundian university
students of English use French-English cognates, that is, the factors underlying
their decisions to transfer or not to transfer their knowledge of the cognates in
French into English. Three of our research questions (see Introduction, Section
0.3) relate to this investigation on the transferability of French-English
cognates :

(i) Are some cognates more readily transferred than others?
(ii) Do learners adopt different strategies in using different types of cognates?
(iii) Is there a difference in the learners' use of cognates at different proficiency

levels?

We now need to turn these questions into testable hypotheses. The first two
questions yield the following two hypotheses1 :

1 Each hypothesis will be given in null and experimental forms and the phrase The learners' used in
each hypothesis refers to 'Burundian university students of English' whose characteristics are presented
in Section 5.3.
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1. a. Null Hypothesis : The learners will not show a significant tendency to
use non-cognate English lexemes which are in a relation of either
synonymy or hyponymy with French-English true cognates instead
of the latter.

1. b. Experimental Hypothesis : The learners will show a significant tendency
to use non-cognate English lexemes which are in a relation of either
synonymy or hyponymy with French-English true cognates instead
of the latter.

2. a. Null Hypothesis : The learners will not show a significant tendency to
transfer French-English false cognates from French to English.

2. b. Experimental Hypothesis : The learners will show a significant tendency
to transfer French-English false cognates from French to English.

The third question can be regarded as an extension of the first two, so that the
hypothesis it yields appears to be an extension of the first two hypotheses
derived from the first two questions. Thus the third hypothesis reads as
follows :

3. a. Null Hypothesis : The learners will not show a significant variation of
their behaviour in 1 and 2 according to their level of proficiency in
English : in both cases the tendency does not decrease with the
increase in their level of proficiency in English.

3. b. Experimental Hypothesis : The learners will show a significant variation
of their behaviour in 1 and 2 according to their level of proficiency in
English : in both cases the tendency decreases with the increase in
their level of proficiency in English.

Hypothesis 1 points to an avoidance strategy and stands against the
commonplace view that true cognates lead to positive transfer. In Chapter
Two, we saw that French-English true cognates can be described as cross-

linguistic synonyms, although very few of them qualify as strict or absolute
synonyms. Many of them are partial or near-synonyms (see Section 2.4.2.1).
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We saw that synonymous French-English cognates may differ according to
such factors as their degree of formality, their emotive meaning, the number of
their denotations, and their grammatical specifications. We also saw that
language users/learners do not always make accurate distinctions between
hyponyms and their superordinates although they perceive a semantic
relationship between them. The learners' awareness of such differences
between true cognates or their inability to observe these differences
consistently during performance may lead them to adopt an avoidance or non-
transfer strategy by using non-cognate English words instead of French-
English true cognates. My prediction is that the subjects tend to make
synonymous substitutions, for instance, start or begin instead of commence,
improve instead of ameliorate, and hyponymous substitutions, for instance, kill
or murder instead of assassinate and sing instead of chant.

Hypothesis 2 points to a transfer strategy. False cognates or words that are
similar in form but mean different things in two languages are 'sure-fire traps'
and constitute 'a special group very high on a scale of difficulty' (Lado, 1957 :

84)2. They may be partially similar or completely different in meaning but
there is no easy way of getting learners to assess correctly the degree of
semantic overlap or semantic difference between false cognate pairs. We saw
in Section 2.3.2 of Chapter Two that false cognates result historically from
semantic change whereby the meaning of a cognate term may become broad,
narrow, or figurative, or its original denotation may change to denote either a
different or a related concept (semantic shift). Because the subjects who took
part in this study have almost no knowledge about the lexico-semantic
development of the English vocabulary3, they are not aware of these patterns
of semantic change and my prediction is that they tend to transfer their French
knowledge of false cognates into their English performance.

2 Lado (1957) uses the expression deceptive cognates instead of false cognates but he also points out that in
usual linguistic terminology, deceptive cognates refer to words in two languages that because of their
form would seem to be related by origin but are not so related.

3 To my knowledge, the course of Evolution of the English Language (thirty hours) taught in the third
year is the only occasion learners are taught about the influence that French had on English and the
various changes that took place in the English vocabulary owing to the contact between French and
English.
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Hypothesis 3 points to a factor of interlanguage variability4, namely the level
of proficiency. In Chapter Three, it was pointed out that learners at the
beginning level transfer source language forms into their target language
performance more than advanced learners do. The subjects involved in this
study have studied English for a minimum of seven years and a maximum of
ten years and so are at a fairly advanced level but they belong to four different
years of study (first, second, third, and fourth years : see Section 5.3 for the
presentation of the subjects). My prediction is that the subjects' tendency to
use non-cognate English lexemes instead of French-English true cognates and
to transfer French-English false cognates from French to English decreases
from one year to the next.

5. 3 Presentation of the Subjects

In order to test the above hypotheses, a number of experiments were

performed. The experimentation involved the students of the Department of
English and Literature of the University of Burundi, approximately 125
subjects. There are four main reasons for choosing this particular population
as subjects of the experimentation.

First, they all share the same linguistic, cultural, and educational background
in that they have the same mother tongue (Kirundi), have been taught in
French and followed the same national curriculum throughout primary and
secondary education and are offspring of an exceptionally highly
monocultural speech community. It is hoped that this homogeneity factor will
increase the degree of generalisability of the results of the study. Second and
perhaps more importantly, all the subjects have experienced the same training
in English prior to their entry in the Department of English Language and
Literature. They have taken English for six years in secondary education
following the same national curriculum and are now attending a four year
course in the above mentioned Department where the predominant medium
of instruction is English. Their admission to the Department is subject to their
performance in English in a national test administered at completion of
secondary education whose aim is to determine the potentially best candidates

4 Interlanguage variability refers to the linguistic and extra-linguistic choices that the learner makes
whenever ne has to perform in the target language [see Gass et al. (1989) for a discussion of the sources
of IL variability].
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for each academic discipline. Thus it is understood that the majority of them
must have achieved the best performance in English nationwide and may be
regarded as the best models of the English language in the entire country.

Additionally, during their secondary education, they have been taught English
by staff who are nearly 100% locally trained nationals of Burundi who have
exactly the same linguistic, cultural, and educational background as the
students themselves. In the Department of English Language and Literature,
they continue to be taught by national academic staff, except two or three
foreign staff members who are native speakers of English. The point that is
being emphasised is that we are dealing with francophone learners of English
who have been trained by francophone teachers in a predominantly Kirundi
environment with the result of students' interlanguages being to some extent
the product of their teachers' own interlanguages. This further factor may
increase the chances of occurrence of 'Frenchisms' in students' performance in
English. The situation may further be complicated by the fact that the students'
and their teachers' knowledge of French is also an interlanguage since neither
of them have French as their first language.

Third, the subjects belong to four different years of study (first, second, third,
and fourth years), leading to the award of the degree of 'Licence' (equivalent to
BA) in English Language and Literature. Therefore they have different levels
of proficiency in English. At the same time, it seems that the four levels of
study could correspond to different levels of students' linguistic and
metalinguistic awareness according to the structure of the Department
curriculum since some courses which are intended to enhance students'

linguistic and metalinguistic awareness are postponed till students have been
introduced to some other course entries. For instance, general linguistics is
taught in first year, descriptive grammar and practical phonetics in second
year, syntax, semantics, evolution of the English language, and phonetics and
phonology in third year, psycholinguistics, sociolinguistics, and advanced
topics in linguistics in fourth year. The complete list of the course entries
offered in the Department of English Language and Literature is presented in
Appendix G.
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These course entries and many others help develop students' sensitivity and
conscious awareness of the nature of language and its role in human life by
making explicit and conscious the knowledge and skills that they have
themselves built up in the course of their experience of language and by
developing powers of observation and purposeful analysis of language in
their immediate environment and more widely in the world (Donmall, 1985 :

7). A fuller description of the English Language and Literature Department
course entries is provided in Ndayipfukamiye (1984), in his analysis of the
teaching of English in the University of Burundi. The students' different levels
of language proficiency and metalinguistic knowledge will presumably make
it possible in this study to measure the correlation between variability in
transfer and learners' overall language proficiency as well as the level of their
metalinguistic awareness.

The subjects' use of English is by and large limited to classroom settings
because, having the same mother tongue, they carry out most of their
communication transactions in Kirundi and very occasionally in French. By
virtue of the EFL situation in Burundi, environmental factors apparently limit
the scope and quality of English language learning due to the absence of peers
who speak English natively, English not being used for communication in the
learners' larger social milieu, and the severely limited and often artificial
conditions under which the language may be learned. EFL situations usually
result in an elitist classical educational style characterised by the lack of
concern for practical skills and leading to a foreign language curriculum
whose total concern is for the mastery of the grammatical system and
vocabulary that make up a particular language, assuming that learners will
eventually be able to communicate once they have mastered the grammatical
rules and acquired an adequate vocabulary (Clark, 1987).

This trend is typical of the structural syllabus tradition which is claimed to be
suitable for students who are to pursue a prolonged period of study leading to
a high level of performance and accuracy without necessarily expecting to put
what they have learned into practical use in the near future (Cunningsworth,
1984; Wilkins, 1974). Characteristically, EFL learners, say, Burundian students
of English, display an exceptionally high level of grammatical competence and
linguistic accuracy, especially in writing, but generally prove to be deficient in
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truly communicative settings, i.e., in transactions involving spontaneous and
automatic activation of internalised declarative knowledge, a notion discussed
earlier in Chapter Three, Section 3.4.3.

Finally, I have chosen this sample of population for my experimentation for
accessibility reasons. Being a member of the teaching staff in and having
graduated from the same Department, not only do I expect total cooperation
and understanding from my colleagues and students, but I also capitalise on

my full knowledge of the experimental laboratory in terms of the students'
background, their needs and problems, their psychology and capabilities, etc.
Further details about the subjects are summarised in Table 1 below.

Table 1: Further Information About the Subjects

Year of Study Age (Mean) No. of Years of

Studying English
No. of Subjects

Year 1 22.2 7.3 50

Year 2 23.4 8.6 28

Year 3 24.3 9.5 25

Year 4 25.4 10.4 23

5. 4 Methodological Problems and Procedures

It is anticipated that a number of problems will attend the present study.
Transfer does not occur in a priori ready-made patterns. It is the product or
result of careful analysis. The identification and quantification of transfer are
not straightforward operations.

First and foremost, there is an empirical difficulty because second language
learning is a complex process in which learners' errors cannot be accounted for
by interference alone (Felix, 1980). Furthermore, Chandrasekhar (1978)
emphasises that the base language (in this case, French) may have been
influenced by the mother tongue (in this case, Kirundi) of the learner and he
may actually be carrying over or transferring some of its characteristics to the
new language (in this case, English). It is also possible that he is carrying over
the features of his LI via his L2 to his L3 along with some characteristics of L2.
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Error analysts have often endeavoured to categorise students' errors on the
basis of generally accepted causes such as interference, overgeneralisation, and
simplification. Yet following this system too literally, these analysts have
turned out to support an inadequate picture of a complex process. One should
not label an error without asking oneself whether there are no other plausible
causes, and above all, whether the error might be the effect of more than one
cause. In my opinion, the multiform origin of errors is a hypothesis which fits
the complex process of second language acquisition much better than any
other hypothesis, although it does not facilitate the identification of causes of
errors.

Second, there are problems involved in eliciting formal properties and corpora
collection for analysis (see Kellerman, 1984; 1986). The collection of a relevant
corpus obviously depends on what the object of study is. In some cases, a

corpus is easy to put together, especially if the linguistic phenomena we want
to look at are frequent and accessible in a wide variety of contexts. Some
interesting phenomena may, however, be less accessible and require special
elicitation if they are to appear in researchable quantities. Another problem, as
underlined by Meara (1992), is that experiments on lexis tend to look at the
way learners handle 20 to 40 items, and generalise from this sample to the
vocabulary as a whole. There is nothing wrong with this, of course, except that
20 to 40 items amount to a very small amount out of a target population of
several thousands. My experiments will also generalise on the transferability
of French-English cognates from a limited sample of items.

The experimental design of this study is based on correspondences between
French-English cognates in the written form but not in the spoken form. I
regard formal similarity in the written medium as the most important key
factor for French speaking learners' identification and use of French-English
cognates for the following reasons :

(1) Latinate words in English are easier to recognise as related to their
cognates in Romance languages in their written form than in their spoken
form and so the learner is more likely to see a resemblance than to hear
one.
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(2) Although formal correspondences are common in pairs of French-English
cognates, the pronunciation rules of French differ from those of English
in so many ways (e.g., consonant and vowel quality, stress, intonation,
and assimilation) that French speaking students of English may not very
easily recognise French-English cognates encountered in spoken
medium.

(3) In EFL settings, say, in Francophone African states, learners have very
limited exposure to spoken English by virtue of the limited use of English
in daily transactions and are more likely to encounter French-English
cognates in their written form rather than in their spoken form and are
therefore more likely to take cognisance of the cognates' orthographic
correspondence more often than their phonological one.

5. 5 Preliminary and Pilot Studies

The final experimental design of this study was the result of preliminary, pre-
pilot, and pilot studies carried out with subjects from various academic
institutions.

5. 5.1 Preliminary Test

First, a preliminary test was administered to a group of three Swiss and three
French students all of whose LI was French and L2 English. They were taking
a Summer English course at the University of Edinburgh during Summer 1991.
The test was rather informal because the students were allowed to take it

home with them and bring the answers when they were ready. Three of the
students were in the advanced group and the other three were in the
intermediate group. The test comprised four sections : a sentence completion
task, a lexico-semantic acceptability judgement task, a multiple choice task,
and a word association ranking task (see examples in Section 5.5.2 and
Appendices B, C, D, E, and F for the complete test).

The results of this preliminary test were treated cautiously for two main
reasons. First, although the students were French speakers, their educational
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background and language learning experience were different from those of the
subjects involved in the main study. Three of them claimed they had
knowledge of Spanish, the other three claimed they had knowledge of
German. This difference in their language background might have influenced
their responses. Furthermore, the subjects were mostly science students who
needed English in the form of ESP or EAP and so might have been exposed to
a restricted and specialised input in their learning of English. However,
despite these two factors, the results of the test were a clear indication that
French-English cognates are definitely an area of difficulty for French
speaking students of English and are particularly interesting for testing the
transferability of lexical and semantic properties from French to English. The
results of the test also seemed to tally with the hypotheses above discussed.

5. 5. 2 Pre-Pilot Study

Another trial of my study experiments took place in December 1991 with a

group of eighteen Cameroonian students from Moray House College of
Education in Edinburgh. This group was more appropriate than the previous
one for two reasons. First, all the eighteen subjects had African mother
tongues and were L2 speakers of French learning English as an L3. It is
therefore understood that their language background was very much similar
to that of Burundian university students of English. Second, they were all third
year students specialising in English to become qualified French-English
bilinguals after completion of a four year programme at the Ecole Normale
Superieure of the University of Yaounde. During the academic year 1990-1991,
they were sent to Moray House College of Education by the Cameroon
Government to study for a diploma in TEFL. Although most of them claimed
that they had been studying English for slightly more than ten years, my
intuition was that their level of proficiency was more or less the same as that
of third year and fourth year students of English at the University of Burundi
who have been studying English for nine to ten years.

The test which was administered to the Cameroonian students was the same

as the one administered to the Swiss and French students referred to in Section

5.5.1. The test was in four formats : sentence completion task, lexico-semantic
acceptability judgement task, multiple choice task, and word association
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ranking task. The sentence completion task comprised forty sentences in
which a word was missing and the subjects were required to fill in the blank
by providing the missing word. The test was administered in two slightly
different versions, one without French prompts (version 1 = VI) and the other
with French prompts in brackets (version 2 = V2) which were French-English
cognates most of which were the correct words to use. The aim of the test was
to find out whether the subjects would tend to use French-English cognates or
non-cognate English words or what other kinds of words they would use. The
cognates being tested belonged to two categories. Thirty-six of them were true
cognates and the other four were false cognates. The following are examples of
the sentences included in the test (see Appendices B and C for the complete
test):

1. Fie performed a lot of
2. Prince Rwagasore was

(assassine)
3. Our landlady asked for a £50 ..

cause during our stay, (caution)

in the laboratory, (experiences)
. by the enemies of the UPRONA Party.

to cover any damage we might

The second part of the test was a lexico-semantic acceptability judgement task.
The subjects were presented with sixty-two sentences containing a French-
English cognate word. The cognate, which was underlined, was appropriately
used in some cases and in other cases it was not. The subjects' task consisted of
giving their acceptability judgement of the use of each cognate, that is,
whether they accepted the use of the cognate as appropriate or did not. They
were given a scale of five points along which they had to rank their
acceptability judgements. Point 5 meant completely acceptable, point 1 meant
completely unacceptable, and 4, 3, and 2 were intermediate points. Thirty-
eight items were true cognates (all of them used acceptably), twenty-four
others were false cognates and half of them were used acceptably and the
other half unacceptably. The following are examples of the sentences used in
the test (see Appendix D for the complete test):

1. Youwill not ameliorate the situation by giving a long explanation.
2. Although this medicine does not cure the illness, it alleges the pain.
3. She bought a nice 1992 agenda.
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4. If you ignore my advice, you will regret it later.

The third part of the test was a multiple choice task. Eighteen French-English
false cognates were selected and incorporated in the test. For each cognate,
four choices were given and only one of them was correct or reflected the
English meaning of the cognate and the other three were wrong or reflected
the French meaning of the cognate. The following are examples of the
questions included in the test (see Appendix E for the complete test):

1. We shall resume the meeting after lunch. Resume means :
a. summarise

b. synthesise
c. conclude

d. begin again

2. She is a confident girl. Confident means :
a. She keeps secrets when she is told them.
b. She is trustworthy
c. She is sure of herself

d. She is discreet.

The fourth section of the test was a word association ranking task. Twenty
French-English false cognates were selected and for each of them, four words
two of which reflected its common French meaning and the other two
reflecting its common English meaning, were associated with the cognate. The
subjects' task was to give their order of association of the four words with the
corresponding cognate by writing 1 for their first choice, 2 for their second
choice, 3 for their third choice, and 4 for their last choice. The following are
two illustrative examples of the items used in the test (see Appendix F for the
complete test):

1. Franchise : sincerity vote honesty rights

2. Engross : attention pregnant absorb baby
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Results of the Pre-pilot Study

The results of the sentence completion test indicated that both in VI and V2
61% of the subjects used non-cognate English words which were in a relation
of either synonymy or hyponymy with the French-English true cognates
instead of the latter (which tallies with hypothesis 1) and that 65% used
French-English false cognates according to their French meanings (which
tallies with hypothesis 2).

The results of the lexico-semantic acceptability judgement test indicated that
the overall ranking mean was 1.94 for true cognates (which shows the subjects'
tendency to reject the use of the cognates), 2.00 for false cognates used
acceptably (which also shows the subjects' inclination to reject the use of the
cognates), and 3.78 for false cognates used unacceptably (which shows the
subjects' tendency to accept the use of the cognates). Once again, these results
tallied with hypotheses 1 and 2.

The results of the multiple choice test indicated that 61% of the subjects chose
the answers reflecting the French meanings of the cognates and only 39%
chose the correct answers reflecting the English meanings of the cognates,
which supports hypothesis 2.

The results of the word association test showed that 66% of the subjects
associated the French-based pairs with the corresponding cognate in the first
and second positions and the English-based pairs in the third and fourth
positions (which indicates their tendency to transfer their French knowledge
of false cognates into English and thus supports hypothesis 2).

Since the subjects belonged to the same class and presumably had the same
level of proficiency, the results of the tests gave no indication of the variability
of the subjects' responses according to their level of proficiency. In other
words, hypothesis three was not tested at this stage. The test design was

subsequently slightly modified in the light of the results obtained from the
Cameroonian subjects but I was cautious not to be too much influenced by the
results because I did not have a precise idea of the teaching of English in
Cameroon. The modification made to the test design consisted of dropping
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some cognate items which failed to provide the expected results according to
the particular category they belonged to. Therefore the sentence completion
task was reduced from forty to thirty-five sentences (see Appendices B and C),
the lexico-semantic acceptability judgement task from sixty-two to sixty
sentences (see Appendix D), the multiple choice task from eighteen to fifteen
questions (see Appendix E), and no change was made to the word association
ranking task (see Appendix F).

5. 5. 3 Pilot Study

The proper pilot study was carried out in February 1992 with thirty Burundian
university students of English (16 first year subjects, 5 second year subjects, 5
third year subjects, and 4 fourth year subjects) in the Department of English
Language and Literature of the University of Burundi. The same test format
above described was used but with some modifications made in the light of
the results of the pre-pilot study, as described in the last paragraph of the
previous sub-section. In other words, the sentence completion task included
thirty-five sentences, the lexico-semantic acceptability judgement task
included sixty sentences, the multiple choice task fifteen questions, and the
word association ranking task twenty questions. The recorded time for
running the four experiments was two hours.

Results of the Pilot Study

1. Sentence completion test

The transcription of the data consisted of writing down all the words that the
subjects gave as their answers. Afterwards the number of the subjects who
used each word was counted to calculate its frequency. Since the sizes of the
four groups were different, the same raw frequency in the four classes
represented different proportions. Therefore the frequencies were converted
into percentages as a way of showing more clearly the distribution of each
word for each group. In order to calculate the overall percentage of the
frequency of each category of words, the frequencies of all non-cognate
English words (expressed as percentages) were added up and so were the
frequencies of all French-English true cognates. In doing so, we obtained two
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sets of overall frequency (expressed as percentages) : the percentage of the
frequency of all non-cognate English words and the percentage of the
frequency of all true French-English cognates (see Table 2 ).

Table 2 : Overall Frequency (Expressed as a Percentage) of Non-Cognates
and True Cognates Given in the Subjects' Responses by Year

Year 1 (n=16) Year 2 (n=5) Year 3 (n=5) Year 4 (n=4)
VI V2 VI V2 VI V2 VI V2

Word Type % % % % % % % %

Non-Cognates 85.6 85.1 70.0 67.8 61.1 60.0 48.6 47.9

True Cognates 14.4 14.9 30.0 32.2 38.9 40.0 51.4 52.1

These percentages indicate that there is almost no difference between the
results in version 1 and version 2 for each group. In terms of the research
hypotheses, they suggest that the number of subjects who used non-cognate
English words is high but decreases from first year to fourth year. On the
contrary, the number of subjects who used French-English true cognates is low
but increases from low level classes to high level classes. The results therefore
support hypotheses 1 and 3.

For the category of false cognates, the overall percentage of the frequency of
the answers was calculated by adding up the frequencies (expressed as

percentages) of all French-English false cognates, on the one hand, and the
frequencies of other items5 given in the subjects' responses. Two sets of overall
frequency (expressed as percentages) were obtained : the percentage of the
frequency of all French-English false cognates and the percentage of the
frequency of other items (see Table 3).

Table 3 : Overall Frequency (Expressed as a Percentage) of False Cognates
and Other Items Given in the Subjects' Responses by Year

Year 1 (n=16) Year 2 (n=5) Year 3 (n=5) Year 4 (n=4)
VI V2 VI V2 VI V2 VI V2

^ By other items it is meant any items used by the subjects other than the false cognates being tested.
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Word Type % % % % % % % %

False Cognates 75.0 76.6 55.0 60.0 40.0 45.0 31.3 31.3

Other Items 25.0 23.4 45.0 40.0 60.0 55.0 68.7 68.7

According to these percentages, the number of subjects who used false
cognates according to their French meanings rather than their English
meanings is high but decreases from low level classes to high level classes.
Therefore the results support hypotheses 2 and 3.

2. Lexico-semantic acceptability judgement test

The various rank ratings for each of the sixty cognates were written down for
each subject in each group. The mean rating for each item and within each
group was calculated by adding up all the rank ratings from all the subjects in
each group and by dividing the total by the number of subjects. Since the
items being tested belonged to three categories of cognates6, the overall mean
rating for each category was calculated by totalling the mean ratings of all the
items and by dividing the total by the number of items in each category. The
overall means are presented in Table 4 below.

Table 4 : Overall Acceptability Mean Ratings on a Scale of 1-5
(unacceptable-acceptable) for True and False Cognates by Year

YEAR

WORD TYPE Year 1 (n=16) Year 2 (n=5) Year 3 (n=5) Year 4 (n=4)

True Cognates Acceptable 2.00 2.40 2.80 3.25

False Cognates Acceptable 1.90 2.40 2.60 3.00

False Cognates Unacceptable 4.20 3.80 3.40 3.00

The means in Table 4 show that the subjects' ranking of their acceptability of
true cognates is lowest with first year subjects but rises from one year to the
next. This suggests that the subjects tend to disapprove of the use of French-

6 Thirty-six items were true cognates all of which were used acceptably, twenty-four others were false
cognates among which twelve were used acceptably and the other twelve used unacceptably.
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English true cognates but this tendency decreases with the increase in the
subjects' level of proficiency in English (hypotheses 1 and 3). With false
cognates used acceptably, the means show that the subjects' ranking of their
acceptability of the cognates is lowest with first year subjects but rises from
one year to the next. On the other hand, the subjects show a tendency to accept
false cognates used unacceptably but this tendency decreases from low level
classes to high level classes. In terms of the research hypotheses, both cases
confirm that the subjects tend to transfer false cognates but this tendency
decreases with the increase in their level of proficiency in English (hypotheses
2 and 3).

3. Multiple choice test

The number of subjects who chose each of the four given answers was counted
in each group and the raw frequencies for all correct answers were totalled
and so were the raw frequencies for all the wrong answers. The overall
frequencies obtained were converted into percentages (see Table 5) because
the sizes of the four groups were unequal and the same frequencies
represented different proportions.

Table 5 : Overall Frequency of Correct and Wrong Answers Elicited by the
Multiple Choice Test (Percentages in Brackets) by Year

YEAR

ANSWER TYPE Year 1 (n=16) Year 2 (n=5) Year 3 (n=5) Year 4 (n=4) Total

Correct Answers 32 (13.3) 21(28.0) 30 (40.0) 29 (48.3) 112

Wrong Answers 208 (86.7) 54 (72.0) 45 (60.0) 31 (51.7) 338

Total 240 (100) 75 (100) 75 (100) 60 (100) 450

These frequencies show that the number of subjects who chose the wrong
answers (reflecting the French meanings of the false cognates) was far higher
than the number of subjects who chose the correct answers (reflecting the
English meanings of the false cognates). However, the number of subjects who
chose the wrong answers decreases from low level classes to high level classes
while the number of subjects who chose the correct answers increases from
one year to the next. Therefore the results support hypotheses 2 and 3.
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4. Word association ranking test

The various association ranks were written down for each word among the
four given and each subject in each group. To calculate the mean rank of each
word, the association ranks were totalled and divided by the number of
subjects in each group. For each question (cognate), the mean ranks for the
French-based pair were collapsed and then divided by two. The new mean
obtained was the mean rank for the French-based pair. The mean ranks for the
English-based pair were also collapsed and then divided by two for each
question (cognate) to calculate the mean rank for the English-based pair. To
calculate the overall mean ranks, the mean ranks for all the French-based pairs
were totalled and divided by the number of items (n=20) and so were the
mean ranks for all the English-based pairs. The overall mean ranks are

presented in Table 6 below.

Table 6 : Overall Association Mean Ratings on a Scale of 1-4 (First-Last) for
French-Based Pairs and English-Based Pairs by Year

YEAR French-Based Pairs English-Based Pairs
Year 1 (n=16) 2.00 3.00

Year 2 (n=5) 2.20 2.80

Year 3 (n=5) 2.40 2.60

Year 4 (n=6) 2.50 2.50

These mean ratings show that the ranking of the English-based pairs is high
and the ranking of the French-based pairs low but the ranking of French-
based pairs increases from low level classes to high level classes whereas the
ranking of the English-based pairs decreases from low level classes to high
level classes. This suggests that the subjects tend to transfer their French
knowledge of false cognates and that more advanced subjects are less inclined
to do so than less advanced subjects (hypotheses 2 and 3).

The results of this pilot study were much more relevant to our study than
those got from the Cameroonian subjects not only because they tallied better
with the research hypotheses but also because they were generated by subjects
with exactly the same characteristics as the subjects involved in the main
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study. Two further modifications were made to the experimental design in the
light of the results obtained from the pilot study. More items which did not
generate the expected results were dropped reducing the sentence completion
test to thirty sentences instead of thirty-five and the lexico-semantic
acceptability judgement test fifty sentences instead of sixty. The other two tests
remained unchanged (see Appendices B, C, D, E, and F). These various
changes led to the final experimental design of the main study, the description
of and rationale for which are provided in the following section.

5. 6 The Experimental Design of the Main Study

5. 6.1 Introduction

As the preliminary, the pre-pilot, and pilot studies have shown, the
experimental design of this study comprises four different test formats the
choice of which was determined by the nature of the phenomenon that this
research is concerned with. The research aims to test the transferability of
French-English cognates by Burundian university students of English and to
achieve this it was found necessary to design controlled or semi-controlled
experiments in order to maximise the homogeneity of the subjects' responses
and minimise extraneous factors that could obscure or conceal the

phenomenon of transfer. The aim of this section is to describe the experimental
design of this study and provide the rationale for each test format used in the
design.

5. 6. 2 Experiment 1: Sentence Completion Test (see Appendices B and C)

The subjects were presented with sentences in which a word was missing and
were required to fill in the blank by providing the missing word. The words
being tested should pose a lexical choice dilemma for a French-English
bilingual because they were French-English cognates most of which were the
correct words to use but had synonymous or hyponymous non-cognate
English alternatives that were acceptable as correct answers as well. However,
this activity presented its own experimental problems as it was difficult to
devise a sentence completion task in which only one particular word and no
other word would be appropriate. The experimenter tried, as far as possible, to
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confine the subjects to choosing only the word he was testing and to minimise
chances of changing the intended meaning of the sentences.

Two strategies were used to achieve this : (i) each sentence provided as much
information as possible to enable the subjects to easily guess the missing word;
(ii) in the construction of the sentences, the experimenter tried to use, as far as
possible, contexts which were familiar or known to the subjects to maximise
the use of knowledge shared by the subjects. There were, nonetheless, risks of
subjects' misunderstanding and misinterpreting the contextual and intended
meaning of the sentences. As a possible solution to control these variables, the
test was administered in two slightly different versions. The first version
required the subjects to find the omitted word by relying exclusively on the
information provided by the context of the sentence (see Appendix B). In the
second version, the subjects were presented with the same sentences, this time,
with French translations for the omitted words to constrain them to make their

choice within limited lexico-semantic boundaries (see Appendix C). These
translations had an experimental significance since they were French-English
cognate words most of the English equivalents of which were the correct
words to use and the experiment aimed to find out whether the subjects
would use the cognates or what other kinds of words they would tend to use
instead. This may have put the subjects in a dilemma while choosing the
appropriate word to use. From an experimental point of view, the French
prompts served as stimuli and the words to be provided by the subjects were
responses.

This methodology is close to the technique adopted by Levenston and Blum-
Kulka (1978) in their lexical research. They were interested in the usage of
particular lexical items which related to their hypotheses and therefore had to
restrict the context of use in order to achieve this. Twenty-six of the items used
in this experiment had the same or similar meanings in French and English
(true cognates) and related to the hypothesis that the subjects would show a

significant tendency to use non-cognate English words which are in a relation
of synonymy or hyponymy with French-English cognates instead of the latter
(hypothesis l)7. The four others (number 10, 13, 14, and 27) had different

In the examples below, hypothesis 1 was illustrated by sentences 2, 3, and 4 where it was predicted
that the subjects would tend to use murdered or killed instead of assassinated, take instead of occupy, and
involved instead of implicated.
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meanings in French and English (false cognates) and related to the hypothesis
that the subjects would show a significant tendency to transfer false cognates
from French to English hypothesis 2)8. In both cases, it was predicted that the
tendency would decrease with the increase in the subjects' level of proficiency
in English (hypothesis 3)9. The following are examples of the sentences
included in the test:

1. He performed a lot of in the laboratory, (experiences)
2. Prince Rwagasore was by the enemies of the UPRONA Party.

(assassine)
3. Please do not this seat because it is reserved, (occuper)
4. The criminal's statements a local politician in the crime.

(impliquer)
5. Our University does not have enough because very few students

are attracted to the Department of Physics. But it has a lot mathematicians,
(physiciens)

5. 6. 3 Experiment 2 : Lexico-semantic Acceptability Judgement Test (see
Appendix D)

Acceptability judgement is a common technique used by SLA researchers in
order to gain access to the workings of learners' underlying linguistic systems.
However, acceptability judgement tests need to be carefully designed because,
as Sorace (1990) points out, they can have many potential sources of biases that
interfere with linguistic knowledge including extra-linguistic factors,
perceptual strategies, pragmatic considerations, linguistic learning, etc.

In this test the subjects were presented with complete sentences containing a

cognate word. The cognate, which was underlined, was appropriately used in
some cases and in some other cases it was not. In other words, the experiment
included sentences where the cognates were used according to their English

^ In the examples below, hypothesis 2 was illustrated by sentences 1 and 5 where it was predicted that
the subjects would tend to use experiences instead of experiments and physicians instead of physicists.

^ According to hypothesis 3, the two tendencies described in 7 and 8 would decrease from first year to
fourth year.
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meanings and others where they were used incorrectly, that is, according to
their French meanings. The subjects' task consisted of giving their acceptability
judgement for each case, i.e., whether they accepted the use of the cognate as

appropriate or did not. The items used in the experiment were selected on the
basis of their confusing nature due to their cognateness. Although the context
may have illuminated the subjects' judgement, they surely faced the notorious
difficulty of identifying the guises under which cognates present themselves.

Since there may have been cases where the subjects might have felt uncertain
about the acceptability of the use of the cognates, a yes/no or

acceptable/unacceptable answer (or absolute judgement) would fail to show
the subjects' uncertainty. Absolute judgement or the procedure of rating
sentences or items as either correct or incorrect has the disadvantage of forcing
the subjects to make either/or decisions even if their judgements are
indeterminate on particular sentences/items. Since interlanguage
development is characterised by different kinds of indeterminacy (cf. Sorace,
1990), the acceptability judgement technique should be used in such a way
that it takes into account the notion of degree of acceptability, and,
accordingly, allows the subjects to express their indeterminacy with regard to
certain sentences or items.

Therefore the subjects were given a scale of five points along which they
would rank their acceptability judgements. Point 5 meant completely
acceptable, point 1 meant completely unacceptable and 4, 3, and 2 were
intermediate points. Twenty-eight items used in this experiment related to
hypothesis 1, i.e., the subjects would show a significant tendency to use non-

cognate English words instead of French-English cognates. The other twenty-
two items, ten of which were used unacceptably and the other twelve used
acceptably, related to hypothesis 2, i.e., the subjects would show a significant
tendency to transfer false cognates from French to English. All the sentences
were as far as possible grammatically well-formed and this was ensured by
checking my intuitions against those of native speakers. In both cases, it was
predicted that the tendency would decrease from low level classes to high
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level classes (hypothesis 3). The following are examples of the sentences and
items used in experiment 210 :

1. Which ground is the venue of the next football match?
2. She bought a nice 1992 agenda.
3. Children have more liberty now than they used to.
4. Iraqi demonstrators were chanting slogans against President Bush.
5. The siege of the UN is in New York.

5. 6. 4 Experiment 3 : Multiple Choice Test (see Appendix E)

Multiple Choice technique is commonly used in testing second/foreign
language learners' lexical knowledge. In this particular situation, the multiple
choice test was exclusively aimed at measuring the subjects' knowledge of
French-English false cognates. More precisely, the test measured the degree to
which the subjects would transfer their knowledge of familiar words in French
to English because they also looked like English words. Fifteen French-English
false cognates were selected and included in this experiment. For each cognate
item, four choices were provided and the subjects' task was to identify the
only correct answer among the four given, that is, the only which reflected the
English meaning of the false cognate. The other three were wrong answers

reflecting the French meaning of the false cognate. The following examples
were included in this multiple choice test:

1. We shall resume the meeting after lunch. Resume means :
a. summarise

b. synthesise
c. conclude

d. begin again

10 The items liberty and chanting in sentences 3 and 4 related to hypothesis 1 and it was predicted that
the subjects would tend to reject them and would instead prefer to use freedom and sing which are non-
cognates in contradistinction to French liberte and chanter to which they are formally and semantically
similar and with which they are respectively in a relation of synonymy and hyponymy. The items venue,
agenda and siege in sentences 1, 2, and 5 related to hypothesis 2 and it was predicted that the subjects
would tend to reject venue (although it was used acceptably) and to accept agenda and siege (although
they were used unacceptably). Hypothesis 3 was tested usmg items pertaining to hypotheses 1 and 2,
that is, true cognates and false cognates, and it was predicted that the subjects' tendency to use non-
cognate English lexemes instead of French-English true cognates and to transfer false cognates from
French to English would decrease from first year to fourth year.
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2. My uncle has been living in France for ten years and will eventually return
home next week. Eventually means :

a. possibly
b. probably
c. finally
d. doubtfully

All the fifteen items related to hypotheses 2 and 3, that is, the subjects would
show a significant tendency to transfer French-English false cognates from
French to English (hypothesis 2)11 and this tendency would decrease with the
increase in the subjects' level of proficiency in English (hypothesis 3)12.

5. 6. 5 Experiment 4 : Word Association Ranking Test (Appendix F)

The associative theory of meaning holds that the associative meaning of a
word is the sum total of all the things a person thinks of when he hears or
reads the word. This view locates a word within a complex mental network
and relates it to other words via association links of varying strengths
(Prideaux, 1984). According to Meara (1978, 1992), the word association
technique has the advantage that large numbers of words can be tested in a

relatively short space of time and views the vocabulary as an ensemble of
network structures rather than a collection of individual words and meanings.
For instance, in an experiment conducted by Woodworth and Schlosberg
(1954), it was found that when one thousand subjects were given the stimulus
word needle, 160 of them responded with thread, 158 with sharp, 135 with sezv(s)
and 107 with sewing. Only 4 responded with darning or cloth and only 1 with
tailor. In this particular situation, we were interested in finding out whether
the subjects' first associations took place within their French lexicon (which
would be interpreted as an instance of transfer) or within the English lexicon.

11 In the above examples and according to hypothesis 2, the subjects would tend to think that resume
means summarise, synthesise, or conclude and not begin again and that eventually means possibly, probably,
or doubtfully and not finally.

12 According to hypothesis 3, the tendency described in 11 would decrease from first year to fourth
year.
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Twenty French-English false cognates were selected for this experiment. For
each cognate, four words, two of which reflected its common meaning in
French and the other two reflecting its common meaning in English were
associated with the cognate. The four words were selected as the most
frequent which emerged from a trial word association test administered to a

group of twenty-five Burundian university students of English in early 1991.
The subjects were required to show the order in which they associated the four
words with the corresponding cognate by writing 1 for their first choice, 2 for
the second choice, 3 for the third, and 4 for the last choice.

This test format corresponds to what Hill (1993) calls 'restricted association'
technique. It has the advantage of facilitating interlingual comparisons and
relating words and meanings. But the technique has the disadvantage of
failing to reveal the depth or even the size of the productive lexicon and of
being suitable only for advanced subjects. The rationale for this experiment
was the same as in the previous experiment, i.e., the test measured the
subjects' knowledge of French-English false cognates and the degree to which
they would transfer their French knowledge of the cognates to English. It was
predicted that the subjects would show a significant tendency to transfer the
cognates (hypothesis 2) and that this tendency would decrease with the
increase in the subjects' level of proficiency (hypothesis 3). Examples of the
items used in this word association ranking test included the following13 :

1. franchise : sincerity vote honesty rights
2. engross : attention pregnant absorb baby

5. 7 Procedure

The running of the experiments took place in mid-March 1992 under my own
supervision. The subjects who had taken part in the pilot study were not
allowed to participate in the main study because of the possibility of second

In example 1, the common meaning offranchise in French is 'frankness', a meaning it does not have
in English, and according to hypothesis 2, the subjects would tend to associate it in the first and second
positions with sincerity and honesty which reflect the meaning of 'frankness'. In example 2, the common
meaning of French engrosser, which resembles English engross in form, is 'to make pregnant' and
according to hypothesis 2, the subjects would tend to associate engross with pregnant and baby, which
reflect the French meaning of the cognate in the first and second positions. According to hypothesis 3,
the tendency would decrease from first year to fourth year.
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thought answers. The turnout was very satisfactory because the experiments
were run during term time at hours when the subjects were supposed to
attend their normally scheduled lectures. Arrangements had been made with
their tutors to postpone their lectures and let me run the experiments during
their scheduled hours. With second year and fourth year classes, there was no
necessity for pre-arranging an appropriate time to administer the test because
the Department of English Language and Literature had authorised me to
teach the course of Listening Comprehension and Oral Expression on my

request and so I had full and easy access to them.

To each class, I had to explain the purpose of the tests in order to remove any

anxiety or panic that the subjects might have had as it normally happens
whenever testing takes place. It was explained to them that the tests had
nothing to do with the departmental assessment of their performance in their
year of study and that the results of the tests would be treated purely for
research purposes. In particular, they were reassured that their names would
not appear in the final report of the results of the tests. However, an
identification form was prepared and given to each subject before taking the
tests so that they could supply their particulars, the most relevant of which
were nationality, age, year of study, first/second/third and other languages,
and how long they had been studying English (see Appendix A). This
identification form was attached to the answer sheets and both were handed

in at the end of the tests.

Subjects whose nationality was not Burundian or whose LI was not Kirundi,
L2 French, and L3 English were not included among the selected subjects. The
time for running the experiment was a continuous session of two hours. The
order in which the tests were administered was as follows : sentence

completion test version 1 (30 minutes), lexico-semantic acceptability
judgement test (25 minutes), multiple choice test (20 minutes), word
association ranking test (20 minutes), and sentence completion test version 2
(25 minutes). This order was preferred in order to reduce the likelihood of the
subjects' giving the same answers for version 1 and version 2 in the sentence
completion task, as would have happened if the two versions had followed
each other during the administration of the tests.
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In order to make sure that the subjects understood the tasks they were

required to perform, they were allowed and encouraged to ask me any

questions related to either the rubrics of the tests or words they did not
understand provided that the words were not among the ones being tested.
Finally, the subjects were requested to answer all questions for each test to
facilitate the scoring of the tests and the treatment of the results from a
statistical point of view. The experiments were run as planned without
unforeseen irregularities.

5. 8 Summary

This chapter has presented the research hypotheses of this study. Three
hypotheses have been described : (i) that the subjects would show a significant
tendency to use non-cognate English words which are in a relation of either
synonymy or hyponymy with French-English cognates instead of the latter, (ii)
that the subjects would show a significant tendency to transfer false cognates
from French to English, and (iii) that these two tendencies would decrease
with the increase in the subjects' level of proficiency in English. As far as the
subjects involved in this study are concerned, it has been stressed that they
share the same cultural, linguistic, and educational background and that,
accordingly, this homogeneity factor would enable us to generalise from the
experiments results on the transferability of French-English cognates by
Burundian university students of English. It has been shown that the
experimental design of this study was the result of a number of preliminary
and pilot studies, the most important of which were carried out with
Cameroonian and Burundian subjects. The experimental design comprised
four test formats : a sentence completion test, a lexico-semantic acceptability
judgement test, a multiple choice test, and a word association ranking test. The
running of the experiments went smoothly without unforeseen difficulties.
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CHAPTER SIX

ANALYSIS OF THE DATA AND PRESENTATION

OF THE RESULTS

6.1 Introduction

As shown in the previous chapter, the experimental design of this study
comprised four different tests. Each test generated a set of data which was

analysed according to a specific statistical technique. The data yielded by our
experiments can be grouped into two categories : frequency counts
(experiments 1 and 3) and rank orders (experiments 2 and 4). Three types of
statistical test were performed to analyse the two categories of data : Chi
Square (X2) test for experiments 1 and 3, One Way Analysis of Variance test
for experiment 2 (where the Anova test results were significant, that is, if the F
ratio was significant, the Scheffe or Tukey test was subsequently performed to
identify the source of the significance), and Friedman test for experiment 41.
This chapter presents and describes the data yielded by each experiment and
the results generated by the various analysis tests. It also discusses the
significance of the results with respect to the hypotheses they relate to. As a

reminder, the hypotheses we were testing are :

1. a. Null Hypothesis : The learners will not show a significant tendency to
use non-cognate English lexemes which are in a relation of either
synonymy or hyponymy with French-English true cognates instead
of the latter.

1. b. Experimental Hypothesis : The learners will show a significant tendency
to use non-cognate English lexemes which are in a relation of either

1 The reason why three tests instead of two were performed (since we stated above that data belonged
to two categories) was because the rank orders for experiments 2 and 4 were slightly different.
Experiment 2 was a straightforward ranking of the subjects' acceptability of the items used in the
experiment whereas experiment 4 consisted of ranking the order of association of the words provided
with the corresponding cognate.
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synonymy or hyponymy with French-English true cognates instead
of the latter.

2. a. Null Hypothesis : The learners will not show a significant tendency to
transfer French-English false cognates from French to English.

2. b. Experimental Hypothesis : The learners will show a significant tendency
to transfer French-English false cognates from French to English.

3. a. Null Hypothesis : The learners will not show a significant variation of
their behaviour in 1 and 2 according to their level of proficiency in
English : in both cases the tendency does not decrease with the
increase in their level of proficiency in English.

3. b. Experimental Hypothesis : The learners will show a significant variation
of their behaviour in 1 and 2 according to their level of proficiency in
English : in both cases the tendency decreases with the increase in
their level of proficiency in English.

6. 2 The Analysis

6. 2.1 Experiment 1: Sentence Completion Test

The purpose of this test was to find out the type of lexemes the subjects would
tend to use to complete the given sentences and to provide data for testing all
the above hypotheses. Before performing the test required for the analysis of
the data generated by the experiment, the data was transcribed and edited as a

preliminary work of transforming the raw data into usable material for the
analysis. The transcription and editing of the data were straightforward and
consisted of writing down the words that the subjects used to complete the
given sentences as their answers. Afterwards the number of subjects who gave
each word as their answer for each sentence and in each class was counted.

However, we have to bear in mind that the sizes of the four classes were

different (year 1 = 50 subjects, year 2 = 28 subjects, year 3 = 25 subjects, and
year 4 = 23 subjects). Therefore the same raw frequencies in the four classes
represented different proportions and, for this reason, the raw frequencies
were converted into percentages, a way I thought shows more clearly the
frequency of each word than the raw frequencies do. Appendix H presents a
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table that shows the distribution of each word given in the subjects' responses
expressed as a percentage in each class. The version with French prompts has
been referred to as VI and the version without the French prompts has been
referred to as V2. In the table, French-English cognates are marked with a +.
The data in the form of raw frequencies were, however, used to carry out the

test. The following two examples are provided for illustrative purposes :

Table 1.1 : Distribution of Non-Cognate and Cognate Words Elicited by
Sentence 1 in Version l2

Year 1 Year 2 Year 3 Year 4
VI V2 VI V2 VI V2 VI V2

% % % % % % % %

misunderstanding 60.0 14.0 50.0 7.1 36.0 8.0 21.7 4.3

disagreement 16.0
break 14.0 64.0 25.0 42.9 36.0 40.0 34.8 34.8

split 6.0 3.6 14.3 8.0 8.7

ruptured- 4.0 6.0 14.3 35.7 20.0 36.0 39.3 47.8
others3 (cut, clash) 6.0 10.0 7.1 8.0 8.0 4.3 4.3

Table 1.2 : Distribution of Non-Cognate and Cognate Words Elicited by
Sentence 8 in Version l4

Year 1 Year 2 Year 3 Year 4
VI V2 VI V2 VI V2 VI V2

% % % % % % % %
killed 62.0 66.0 50.0 42.9 32.0 32.0 26.1 26.1
murdered 16.0 16.0 17.9 28.6 28.0 28.0 26.1 26.1
shot 12.0 8.0 7.1 8.0 4.0 4.3
assassinated+ 10.0 10.0 25.0 28.6 32.0 36.0 43.5 47.8

2 The sentence was the following : There must have been a in their friendship because I have
not seen them together for ten months. The problem is that they do not want to tell anyone the truth.
^ By 'others' it is meant the words used by the subjects as their answers which changed the intended
meaning of the sentence.

4 The sentence was the following : Prince Rwagasore was by the enemies of the UPRONA
Party.
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The next step was to perform the test and, as a preliminary requirement, it
was necessary to collapse the data on the basis of some grouping factors. The
original data belonged to three categories of items : (i) French-English
cognates, (ii) non-cognate English words, and (iii) others. This third category,
which was rather marginal, included words which changed the intended
meaning of the sentence but their distribution and frequency were very

negligible. It also appeared that they were all non-cognate English words and
so could be easily collapsed with the words from category (ii) to form just one
category that we still call non-cognate English words. By so doing, we
remained with two categories, that is, (i) French-English cognates and (ii) non-
cognate English words. For each sentence, the raw frequencies for French-
English cognates were collapsed and so were the raw frequencies for the non-
cognate English words. The Chi Square test was subsequently performed in
order to test our three null hypotheses, namely :

1. The learners will not show a significant tendency to use non-cognate
English lexemes which are in a relation of either synonymy or hyponymy
with French-English true cognates instead of the latter.

2. The learners will not show a significant tendency to transfer French-English
false cognates from French to English.

3. The learners will not show a significant variation of their behaviour in 1
and 2 according to their level of proficiency in English : in both cases the
tendency does not decrease with the increase in their level of proficiency in
English.

In the first place, the data for each sentence was analysed separately. This
means that since the experiment comprised thirty sentences with thirty items,
we obtained thirty X^ test results after performing the X^ test5. According to
the results obtained, twenty-nine out of thirty items in both the version
without French prompts (VI) and the version with French prompts (V2)

5 The data of each item was analysed in four columns (corresponding to year 1, year 2, year 3, and year
4) and two rows (where row 1 corresponded to the raw frequencies for non-cognate English words and
row 2 corresponded to the raw frequencies for French-English cognates). These frequencies represented
the observed frequencies on the basis of which the theoretical frequencies were computed. The X2
value arrived at was the sum total of the X2 values for the observed frequencies and the theoretical
frequencies. The degree of freedom (df) was 3. With a df = 3 and at the level of significance p = 0.05, the
critical value of X was 7.82. The null hypothesis (Ho) was rejected when the obtained X2 value
exceeded the critical value of X2.

221



Chapter Six Analysis of the Data

obtained a significant X2 value, that is, the obtained X2 value was higher than
7.82, the critical value)6. All the results of the experiment of which two
illustrative examples are presented in Tables 1.3 and 1.4 below appear in
Appendices I and J.

Table 1.3 : Distribution of Non-Cognate and Cognate Words Elicited by
Sentence 1 in Version 1 (Percentages in Brackets) by Year

YEAR

WORD TYPE Year 1 (n=50) Year 2 (n=28) Year 3 (n=25) Year 4 (n=23) TOTAL

Non-Cognates 48 (96.0) 24 (85.7) 20 (80.0) 14 (61.0) 106

Cognates 2 (4.0) 4 (14.3) 5 (20.0) 9 (39.0) 20

TOTAL 50 28 25 23 126

Table 1.4 : Distribution of Non-Cognate and Cognate Words Elicited by
Sentence 1 in Version 2 (Percentages in Brackets) by Year

YEAR

WORD TYPE Year 1 (n=50) Year2(n=28) Year 3 (n=25) Year4(n=23) TOTAL

Non-Cognates 47 (94.0) 18 (64.3) 16 (64.0) 12 (52.2) 93

Cognates 3 (6.0) 10 (35.7) 9 (36.0) 11 (47.8) 33

TOTAL 50 28 25 23 126

The main feature of the data in the tables is that the subjects show a strong
preference for non-cognates over true cognates and the strength of this
preference decreases steadily from one year to the next. The Chi Square test
results indicate that this trend is significant (in table 1.3, X2=14.96, df=3,
p<0.001; in table 1.4, X2=18.67, df=3, pcO.OOl)-

However, the ultimate aim of the experiment was to measure the overall
significance of the result of the items within each of the two categories7. Tables
1.5, 1.6, 1.7, and 1.8 show the distribution of non-cognate and cognate words

6 Only one item, number 24 'formation', both in VI and V2, did not obtain a significant X7 value.
7 There were two categories of French-English cognates included in Experiment 1. Twenty-six items
had the same or similar meanings in French and English(true cognates) and were related to hypothesis
1, namely, that the subjects show a significant tendency to use non-cognate English words instead of
French-English cognates, and the other four items had different meanings in French and English (true
cognates) and were related to hypothesis 2, namely, that the subjects show a significant tendency to
transfer French-English false cognates from French to English.
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elicited by experiment 1 for each category of French-English cognates and by
year.

Table 1.5 : Distribution of Non-Cognate and True Cognate Words Elicited
by Experiment 1 Version 1 (Percentages in Brackets) by Year
(Number of Items =26 Corresponding to Hypothesis 1)

YEAR

WORD TYPE Year 1 (n=50) Year 2 (n=28) Year 3 (n=25) Year 4 (n=23) TOTAL

Non-Cognates 1146 (88.2) 505 (69.4) 375 (57.7) 269 (45.0) 2295

True Cognates 154 (11.8) 223 (30.6) 275 (42.3) 329 (55.0) 981

TOTAL 1300 728 650 598 3276

Table 1.6 : Distribution of Non-Cognate Words and False Cognates Elicited
by Experiment 1 Version 1 (Percentages in Brackets) by Yea]
(Number of Items =4 Corresponding to Hypothesis 2)

YEAR

WORD TYPE Year 1 (n=50) Year 2 (n=28) Year 3 (n=25) Year 4 (n=23) TOTAL

Non-Cognates 52 (26.0) 54 (48.2) 66 (66.0) 69 (75.0) 241

False Cognates 148 (74.0) 58 (51.8) 34 (34.0) 23 (25.0) 263

TOTAL 200 112 100 92 504

Table 1.7 : Distribution of Non-Cognate and True Cognate Words Elicited
by Experiment 1 Version 2 (Percentages in Brackets) by Year
(Number of Items =26 Corresponding to Hypothesis 1)

YEAR

WORD TYPE Year 1 (n=50) Year 2 (n=28) Year 3 (n=25) Year 4 (n=23) TOTAL

Non-Cognates 1130 (87.0) 478 (65.7) 362 (57.7) 260 (43.5) 2230

True Cognates 170 (13.0) 250 (34.3) 288 (42.3) 338 (56.5) 1046

TOTAL 1300 728 650 598 3276
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Table 1.8 : Distribution of Non-Cognate and False Cognate Words Elicited

by Experiment 1 Version 2 (Percentages in Brackets) by Year
(Number of Items =4 Corresponding to Hypothesis 2)

YEAR

WORD TYPE Year 1 (n=50) Year 2 (n=28) Year 3 (n=25) Year 4 (n=23) TOTAL

Non-Cognates 43 (21.5) 51 (43.5) 62 (63.0) 70 (76.1) 226

False Cognates 157 (78.5) 61 (56.5) 38 (78.0) 22 (23.9) 278

TOTAL 200 112 100 92 504

It is apparent from tables 1.5 and 1.7 that the subjects show a strong preference
for non-cognates over true cognates (hypothesis 1) and that the strength of this
tendency decreases steadily from one year to the next (hypothesis 3). The Chi
Square results indicate that this trend is significant (in table 1.5, X^=424.9,
df=3, p<0.001; in table 1.7, X2=426.7, df=3, p<0.001). It is also apparent from
tables 1.6 and 1.8 that the subjects show a strong tendency to use false
cognates according to their French meanings, or simply to transfer false
cognates from French to English (hypothesis 2), and that this tendency
decreases steadily from one year to the next (hypothesis 3). The Chi Square
test results show that this trend is significant (in table 1.6, X^=78.6, df=3,
p<0.001; in table 1.8, X^=92.2, df=3, p<0.001). We can therefore confidently
reject all our three null hypotheses, namely that (i) the subjects show no

significant tendency to use non-cognate English words instead of French-
English cognates, (ii) the subjects show no significant tendency to transfer
French-English false cognates from French to English, and (iii) the subjects
show no significant variation of their behaviour in (i) and (ii) according to
their level of proficiency in English.

Another observation is that the data in the above tables and the corresponding
X^ test results show that there is almost no difference between the results in

version 1 and version 2. The subjects' responses in the version with French
prompts did not alter the subjects' tendency to use non-cognate English words
instead of French-English true cognates and to transfer French-English false
cognates from French to English, although the figures in version 1 and version
2 are different for some items. The French prompts simply made it easier for
the subjects to use the words expected but they also seem to have slightly
increased the subjects' likelihood of using French-English cognates. However,
from a statistical point of view, the Chi Square test results are similar for the
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same items in version 1 and version 2. We can therefore conclude that

hypotheses 1, 2, and 3 are borne out by the results of experiment 1.

6. 2. 2 Experiment 2 : Lexico-Semantic Acceptability Judgement Test

The purpose of this test was the same as in the previous experiment, that is, to
provide data for testing all our three hypotheses. As in experiment 1, the first
step of the analysis was to transcribe and edit the raw data in order to turn it
into analysable material. The transcription and editing of the data consisted of
writing down the various acceptability ratings for all the fifty items for each
subject in each class. The data in this form would enable us to perform a One
Way Anova test but did not show clearly the overall acceptability mean rating
of each item by the subjects in each class. Therefore the means of the
acceptability ratings for each item and in each class were calculated by
totalling the ratings given by all the subjects for each item and dividing the
total by the number of subjects in each group. The means presented in Table
2.1 below indicate the subjects' tendency to accept (if close to 5) or to reject (if
close to 1) the use of each item. In the table, the words marked with a * were

unacceptable in the contexts they were supplied in the experiment.

Table 2.1 : Mean Ratings of Acceptability Judgement on a Scale of 1-5
(unacceptable-acceptable) for True Cognates (in italics) and False
Cognates (the rest)

year 1 year 2 year 3 year 4

1 veterinary"'
2 demanded
3 ignore
4 remarked
5 attained
6 attended
7 termination
8 devastated
9 succeeded
10 cautioned
11 administrates
12 saluted
13 commended
14 fatigued
15 venue
16 nominated
17 sympathetic
18 reprimand

4.28
2.28
2.12
1.80
2.14
1.70
1.82
1.82
1.82
1.82
2.38
2.28
1.80

2.06
1.80
1.90
1.90
2.28

3.14
2.42
2.46
2.42
2.46
2.25
2.21

2.25
2.25
2.25
2.42

2.46
1.96

2.60
2.21
2.25
2.21
2.39

3.07
2.96
2.60
2.92

2.76
2.44

2.60
2.64
2.64
2.56
2.76
2.92
2.64

2.64
2.56
2.56
2.48
2.96

3.09
3.39
2.91
3.04
3.17
2.82
3.00

3.26
3.30
2.91
3.30
3.47
2.69
3.13
2.86
2.82
2.69
3.43
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19 ameliorate 2.18 2.46 2.84 3.47
20 inexcusable 1.86 2.35 2.68 3.13
21 recompense 1.86 2.46 2.80 3.43
22 entourage 1.94 2.39 2.76 3.43
23 theatre 1.82 2.28 2.44 2.69
24 grave 1.86 2.28 2.55 3.04
25 interests"' 3.48 3.25 2.92 2.34
26 liberty 2.46 2.35 3.28 3.39
217 siege* 3.50 3.14 3.00 2.60
28 massive 2.38 2.39 2.56 3.21
29 necessitated 2.00 2.46 2.88 3.47
30 aid 1.90 2.21 2.60 3.34
31 estimate* 4.10 3.78 3.28 3.00
32 agenda* 4.76 4.17 3.00 2.69
33 depose 1.88 2.21 2.88 3.43
34 promenaded 1.60 1.78 2.56 3.08
35 comprehend 1 2.04 2.35 2.80 3.13
36 persuaded* 4.26 4.14 3.36 3.21
37 revenue 2.18 2.46 2.56 3.30
38 authoritative* 4.76 4.14 4.12 3.34
39 comprehend 2 2.08 1.92 2.60 2.69
40 alleges* 4.28 3.85 3.68 3.26
41 assassin 1.80 2.32 2.56 3.13
42 pardoned 1.90 2.28 2.52 3.08
43 function 2.00 2.32 2.40 2.86
44 actuality* 4.00 3.25 2.92 2.82
45 menace 1.72 2.46 2.96 3.39
46 guardian 2.00 2.39 2.56 3.47
47 concussion* 3.98 3.57 3.36 3.26
48 chanting 1.90 2.46 2.80 3.47
49 administered 1.80 2.21 2.42 2.69
50 formidable 1.60 1.92 2.56 3.08

The items used in the experiment belonged to two different categories : true
cognates and false cognates8. The mean ratings in the above table show that
for the category of true cognates (in italics), the subjects' ratings of their
acceptability judgement rise from one year to the next. They also indicate that
first and second year subjects rated their acceptability judgement of true
cognates below 2.5 (except for number 14 : fatigued), all third year subjects
between 2.5 and 3.0 (except for number 26 : liberty), and all fourth year subjects
between 3.0 and 3.5 (except for number 39 : comprehend 2). Yet all the true

8 (a) French-English cognates whose meanings are the same or similar in French and English (true
cognates) included : demand, remark, attain, termination, devastated, administrate, salute, fatigued, reprimand,
ameliorate, inexcusable, recompense, entourage, grave, liberty, massive, necessitate, aid, depose, promenade,
comprehend 1, revenue, comprehend 2, assassin, pardon, menace, chant, and formidable.

(b) French-English cognates whose meanings differ in French and in English (false cognates) included :
veterinary, ignore, attend, succeed, caution, commend, venue, nominate, sympathetic, theatre, function, interest,
siege, estimate, agenda, persuaded, authoritative, allege, actuality, guardian, concussion, and administer.
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cognates were acceptably used according to five native speakers whom I asked
to give their acceptability judgements of the items to confirm my own
intuitions prior to running the experiment. Interpreted in the light of the stated
hypotheses, the data suggests that the subjects tend to reject or avoid using
French-English cognates whose meanings are the same or similar in French
and English and that this tendency decreases with the increase in the students'
level of proficiency in English.

The category of cognates whose meanings differ in French and English
included false friends (e.g., venue, sympathetic), polysemous words (e.g.,
(succeed, theatre), and synforms9 (e.g., authoritative/authoritarian,
estimate/esteem). The mean ratings in the above table show that false cognates
which were acceptably used10, or to put it differently, false cognates which
were used in agreement with their English meanings, were poorly rated by
the subjects from all the four groups whereas false cognates which were used
unacceptably11, or to put it differently, those which were used compatibly
with their French meanings but incompatibly with their English meanings,
were highly rated by the subjects from all the four groups.

As said above, the data in this experiment was analysed with One Way Anova
test and where the test result was significant, the Tukey test was performed to
identify the source of significance of the result. At the initial stage, each item
was analysed separately because an Anova on all the items grouped
according to the category they belonged to would not provide insights into the
subjects' underlying knowledge and use of individual items. The Anova test
provided an F ratio value for each item which indicates the size of the
difference between the mean ratings for the four groups. The three null
hypotheses being tested were :

9 I have borrowed the term synforms from Laufer (1986, 1988, 1989). She uses it to refer to lexemes with
the same lexical forms and which she describes as 'deceptively transparent words'.
10 There were twelve false cognates which were acceptably used (corresponding numbers in brackets) :
ignore (3), attended(6), succeeded (9), cautioned (10), commended (13), venue (15), nominate (16), sympathetic
(17), theatre (23), function (43), guardian(46), and administered (49).
11 There were ten false cognates which were unacceptably used (corresponding numbers in brackets) :
veterinary (1), interests (25), siege (27), estimate (31), agenda (32), persuaded (36), authoritative (38), alleges
(40), actuality (44), and concussion (47).
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(i) The learners will not show a significant tendency to use non-cognate
English lexemes which are in a relation of either synonymy or hyponymy
with French-English true cognates instead of the latter.

(ii) The learners will not show a significant tendency to transfer French-
English false cognates from French to English.

(iii) The learners will not show a significant variation of their behaviour in 1
and 2 according to their level of proficiency in English : in both cases the
tendency does not decrease with the increase in their level of proficiency
in English.

In other words, we were testing if there was no significant difference among
the mean ratings of the acceptability judgements of the items for the four
groups of subjects. According to the Anova test results, the F ratio was

significant for thirty-two items (that is, 64% of the total number of items). The
complete Anova test results of which two illustrative examples are given
below are presented in Appendix K.

Table 2.3 : One Way Analysis of Variance for veterinary in Sentence 1

Source df Sums of square Mean square F ratio probability (p)

Between groups (year) 3 41.68 13.89 5.59 0.001
Within groups (error) 122 303.17 2.49
Total 125 344.85

Table 2.4 : One Way Analysis of Variance for succeed in Sentence 9

Source df Sums of square Mean square F ratio probability (p)
Between groups (year) 3 37.38 12.46 5.05 0.02

Within groups (error) 122 301.26 2.47

Total 125 338.64

According to the data in tables 2.3 and 2.4, the F ratio was significant and this
means that at least one of the pairwise comparisons among the four group
means was significant. For the thirty-two items whose Anova test F ratio was

significant, the Tukey test was performed to identify which means were
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significantly different. According to the Tukey test results, at least one
pairwise comparison was significant for thirty-one items out of thirty-two
items for which the Anova F ratio was significant12 (that is, 62% of the total
number of items). The significance of the results of the pairwise comparisons
varied according to the categories of cognates as shown in Table 2.5.

Table 2.5 : Distribution of Significant Tukey Test Pairwise Comparisons
According to Categories of Cognates (Percentages in Brackets)

Category of cognates Total number of items Items with significant results
True cognates acceptable 28 (56.0) 20 (71.4)
False cognates acceptable 12 (24.0) 6 (50.0)
False cognates unacceptable 10 (20.0) 5 (50.0)
Total 50 (100.0) 31 (62.0)

The Tukey test pairwise comparison between the mean ratings (see Appendix
L) was significant only between the first year group (the least advanced) and
the fourth year group (the most advanced) for twenty-four items out of thirty-
one (that is, 77.4% of all significant pairwise comparisons). In other words, the
comparison between first year and second year, first year and third year,
second year and third year, and third year and fourth year did not show any

significant difference in the subjects' acceptability rating of the twenty-four
items. The other seven items whose result was significant show that the
comparison was not only significant between first year and fourth year but
also between other levels. For instance, the result of item number 1

'veterinary' was significant for the comparison between first year and second
year, first year and third year, and first year and fourth year; the result of item
number 32 'agenda' was significant for the comparison between first year and
third year, first year and fourth year, second year and third year, and second
year and fourth year; the result of item number 34 'promenaded' was
significant for the comparison between first year and third year, first year and
fourth year, and second year and fourth year; etc.

12 There was one item (number 26 : liberty) for which the Anova test F ratio was significant but whose
Tukey test result was not significant. The explanation for this contrasting result seems to be the
following. With a level of significance of 0.029, the Tukey test result should clearly have been
significant. However, the pattern of the mean ratings for the item 'liberty' presents something unusual
because, within the category of 'true cognates', we normally have a rising mean rating from first year to
fourth year. In this particular case, the pattern is broken because the mean for first year (2.46) appears
higher than the mean for second year ( 2.35) and the mean for third year (3.28) and that of fourth year
(3.39) are very close. This seems to be the reason why the Tukey test failed to confirm the significance of
the Anova test result for this item.
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Finally, it was necessary to test the overall significance of the result within
each sub-category of cognates (twenty-eight true cognates used acceptably,
twelve false cognates used acceptably, and ten false cognates used
unacceptably). To do so, an Anova test was carried out with all the items of
each sub-category of cognates and the test yielded the following results :

Table 2.6 : Overall Acceptability Mean Ratings on a Scale of 1-5
(unacceptable-acceptable) for True and False Cognates by Year

YEAR

WORD TYPE Year 1 (n=16) Year 2 (n=5) Year 3 (n=5) Year 4 (n=4)
True Cognates Acceptable 2.00 2.33 2.75 3.25

False Cognates Acceptable
False Cognates Unacceptable

1.88
4.10

2.24 2.54 2.89
3.63 3.25 2.96

Table 2.7 : One Way Analysis of Variance on all True Cognates (all
Acceptable)

Source df Sums of square Mean square F ratio probability (p)

Between groups (year) 3 27.55 9.18 55.94 0.0000

Within groups (error) 122 20.03 0.16

Total 125 47.58

Table 2.8 : One Way Analysis of Variance on all False Cognates Used
Acceptably

Source df Sums of square Mean square F ratio probability (p)
Between groups (year) 3 18.17 6.05 30.02 0.0000

Within groups (error) 122 24.62 0.20

Total 125 42.79

Table 2.9 : One Way Analysis of Variance on all False Cognates Used
Unacceptably

Source df Sums of square Mean square F ratio probability (p)
Between groups (year) 3 24.89 8.30 24.26 0.0000

Within groups (error) 122 41.72 0.34

Total 125 66.61
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According to the Anova test results in Tables 2.7, 2.8, and 2.9, the F ratio is
significant for all the three sub-categories of cognates : in Table 2.7 (true
cognates used acceptably), F(3, 122)=55.94, p=0.0001; in Table 2.8 (false
cognates used acceptably, F(3, 122)=30.02, p=0.0001; in Table 2.9 (false
cognates used unacceptably), F(3, 122)=24.26, p=0.0001). In other words, at
least one of the pairwise comparisons among the four overall group mean

ratings for each sub-category of cognates is significant. The Scheffe post-hoc
comparison test shows that all pairwise comparisons are significant for the
sub-category of true cognates (see table 2.10), and that all pairwise
comparisons are significant for the sub-categories of false cognates used
acceptably and false cognates used unacceptably except for the comparison
between years 2 and 3, and between years 3 and 4 (see tables 2.11 and 2.12).

Table 2.10 : Scheffe Test for True Cognates (all used acceptably)

Year 1 Year 2 Year 3 Year 4

Means 2.00 2.33 2.75 3.25

n 50 28 25 23

Names of Means

X'i X'j CrDiff X'i-X'j
Year 1 Year 2 2.00 2.33 0.27 0.33*

Year 1 Year 3 2.00 2.75 0.28 0.75*

Year 1 Year 4 2.00 3.25 0.29 1.25*

Year 2 Year 3 2.33 2.75 0.31 0.42*

Year 2 Year 4 2.33 3.25 0.32 0.92*

Year 3 Year 4 2.75 3.25 0.33 0.50*

MSE = 0.16, tabled value for df (3, 122) = 2.68. The comparison is
significant at level p =0.05 if the observed difference (X' i-X ' j) exceeds
the critical difference (CrDiff).
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Table 2.11: Scheffe Test for False Cognates Used Acceptably

Year 1

Means 1.88

n 50

Names of Means

Year 1 Year 2

Year 1 Year 3

Year 1 Year 4

Year 2 Year 3

Year 2 Year 4

Year 3 Year 4

Year 2 Year 3

2.24 2.54

28 25

X'i X'j
1.88 2.24

1.88 2.54

1.88 2.89

2.24 2.54

2.24 2.89

2.54 2.89

Year 4

2.89

23

CrDiff X'i-X'j
0.30 0.36*

0.31 0.66*

0.32 1.01*

0.35 0.30

0.36 0.64*

0.37 0.35

MSE = 0.20, tabled value for df (3, 122) = 2.68. The comparison is
significant at level p =0.05 if the observed difference (X' i-X ' j) exceeds
the critical difference (CrDiff).

Table 2.12 : Scheffe Test for False Cognates Used Unacceptably

Year 1

Means 4.10

n 50

Names of Means

Year 1 Year 2

Year 1 Year 3

Year 1 Year 4

Year 2 Year 3

Year 2 Year 4

Year 3 Year 4

Year 2 Year 3

3.63 3.25

28 25

X'i X'j
4.10 3.63

4.10 3.25

4.10 2.96

3.63 3.25

3.63 2.96

3.25 2.96

Year 4

2.96

23

CrDiff X'i-X'j
0.39 0.47*

0.40 0.85*

0.42 1.14*

0.45 0.38

0.47 0.68*

0.48 0.29

MSE = 0.34, tabled value for df (3, 122) = 2.68. The comparison is
significant at level p =0.05 if the observed difference (X' i-X ' j) exceeds
the critical difference (CrDiff).

Therefore the results support the hypotheses that the subjects show a

significant tendency to use non-cognate English words instead of French-
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English true cognates (hypothesis 1) and to transfer French-English false
cognates from French to English (hypothesis 2), but this tendency decreases
with the increase in the subjects' level of proficiency in English (hypothesis 3).
Our three null hypotheses are, accordingly, rejected.

6. 2. 3 Experiment 3 : Multiple Choice Test

The purpose of the task was to generate data for testing hypotheses 2 and 3,
namely, (i) the subjects show a significant tendency to transfer false cognates
from French to English and (ii) the tendency decreases with the increase in the
subjects' level of proficiency. As described in Section 5.6.4 of Chapter Five,
fifteen French-English false cognates were incorporated in this test and for
each item, four choices were provided and the subjects' task was to identify
the only correct answer among the four given. The transcription of the data
consisted of counting the number of subjects who chose each of the four
suggested answers but, once again, since the sizes of the four groups were

unequal, the raw frequencies would not show clearly the proportions they
represented for each of the choices and for each of the four groups of subjects.
Thus the raw frequencies were converted into percentages which, I believe,
show the distribution of the subjects' answers much more clearly than the raw
frequencies do. However, it was the raw frequencies, and not the percentages,
that were used to carry out the test required for the analysis of the data.
These percentages are presented in Table 3.0 below.

Table 3.0 : Frequency of Each Answer Expressed as a Percentage by Year

Cognates Tested

1. Resume

2. Mark

3. Profit/interest

Choices

a summarise
b synthesise
c conclude
d begin again+

a make+
b mark
c type
d fabrication

a benefit

Year 1 Year 2

14.0 7.1
22.0 14.3
40.0 28.6
24.0 50.0

6.0 10.7
66.0 46.4
26.0 42.9

2.0

54.0 35.7

Year 3 Year 4

8.0 4.3

20.0 17.4

72.0 78.3

12.0 17.4

40.0 34.8
48.0 47.8

32.0 30.4
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binterest 22.0 17.9 12.0 8.7

c profit+ 20.0 42.9 56.0 56.5
d advantage 4.0 3.6 4.3

4. Confident
a she keeps secrets 66.0 28.6 28.0 17.4
b she is responsible 10.0 21.4 8.7
c she is sure of herself+ 12.0 50.0 72.0 73.9
d she is discreet 12.0

5. Abuse
a exploit 56.0 42.9 36.0 30.4
b overuse 10.7 8.0 8.7
c insult+ 6.0 28.6 32.0 39.1
d underpay 38.0 17.9 24.0 21.7

6. Eventually
a possibly 12.0 21.4 24.0 21.7
b finally+ 10.0 14.3 16.0 26.1
c probably 70.0 64.3 60.0 52.2
d doubtfully 8.0

7. Disciplin-ary/-arian

a disciplinarian+ 20.0 35.7 36.0 43.5
b disciplinary 30.0 25.0 20.0 8.7
c disciplinant 12.0 28.6 32.0 34.8
d surveillant 38.0 10.7 12.0 13.0

8. Argument

a discussion 80.0 71.4 64.0 52.2
b fight 2.0 4.0
c investigation 6.0 14.3 12.0 4.3
d quarrel+ 12.0 14.3 20.0 43.5

9. Cannibalisation
a killing people 6.0 4.0
b anthropophagy 58.0 46.4 44.0 43.5
c savage and inhuman
cruelty 18.0 25.0 20.0 13.0

d none of these+ 18.0 28.6 32.0 43.5

10. Compositor
a is involved in
academic writing 14.0 14.3 8.0 4.3
b writes pieces ofmusic 60.0 50.0 48.0 43.5
c writes poetry 16.0 10.7 8.0 8.7
d puts together type for
printing+ 10.0 25.0 36.0 43.5

11. Actually
a nowadays 42.0 25.0 4.0 4.3

b really+ 28.0 46.4 72.0 78.3
c at present 22.0 25.0 8.0 4.3
d now 8.0 3.6 16.0 13.0
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12. Affair
a misunderstanding 28.0 14.3 12.0 8.7
b quarrel 6.0 10.7 4.0 4.3
c sexual relationship+ 8.0 32.1 44.0 47.8
d business 58.0 42.9 40.0 39.1

13. Resuscitate
a get 6.0 3.6 4.0 8.7
b recover 8.0 14.3 8.0 4.3
c resuscitate+ 3.6 16.0 21.7
d reanimate 86.0 78.6 72.0 65.2

14. Labour
a childbirth+ 10.0 14.3 28.0 43.5
b their hard work as

housewives 36.0 32.1 28.0 26.1

c women's exploitation
by men 2.0 3.6 4.0

d manual work 52.0 50.0 40.0 30.4

15. Terrific
a wonderful+ 16.0 25.0 32.0 43.5
b authoritative 56.0 50.0 48.0 39.1
c scaring 4.0 7.1 8.0 8.7
d terrifying 24.0 17.9 12.0 8.7

Note : The words marked with + are the correct answers among the four given.

This data shows that for the majority of the questions in the test, the distracters
which reflect the French meanings of the cognates being tested were chosen as
the correct answers by a large number of subjects from all the four groups. The
data also shows that the percentage of subjects who chose the distracters
reflecting the French meanings of the words being tested decreases from first
year to fourth year, and that the percentage of the subjects who chose the
answers reflecting the cognates' English meanings decreases from fourth year
to first year. Flowever, we were interested in how significant the subjects'
tendency to transfer false cognates from French to English was and how
significant the variation in the subjects' answers according to their level of
proficiency in English was.

The test performed to measure this significance was the Chi Square test13.
According to the test results, of which two illustrative examples are

13 As a grouping factor, the raw frequencies for the wrong choices reflecting the French meanings of the
cognate being tested were collapsed. By so doing, I obtained two groups of data for each item and in
each group : (i) the frequency for the wrong answers, corresponding to the French meaning of the item
and (ii) the frequency for the correct answer, corresponding to the English meaning of the item. With the
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presented below (cf. Tables 3.1 and 3.2), it is apparent that the subjects tend to
transfer false cognates from French to English (hypothesis 2) and this is
attested by the percentage of the subjects who chose wrong answers reflecting
the French meanings of the cognates. It is also apparent that the subjects'
tendency to transfer false cognates decreases from one year to the next
(hypothesis 3). The X2 test results show that this tendency is significant (in
Table 3.1, X2=25.6, df=3, pcO.OOl; in Table 3.2, X2=37.5, df=3, p<0.001). The X2
test result was significant for ten out of fifteen items (that is, 66.6%). The
complete X2 test results are presented in Appendix M.

Table 3.1 : Distribution of Correct and Wrong Answers Elicited by
Experiment 3 for Resume (Item 1) by Year (Percentages in
Brackets)

YEAR

ANSWER TYPE Year 1 (n=50) Year 2 (n=28) Year 3 (n=25) Year 4 (n=23) TOTAL

Correct Answers 12 (24.0) 14 (50.0) 18 (72.0) 18 (78.3) 62

Wrong Answers 38 (76.0) 14 (50.0) 7 (28.0) 5 (21.7) 64

Total 50 (100) 28 (100) 25 (100) 23 (100) 126

Table 3.2 : Distribution of Correct and Wrong Answers Elicited by
Experiment 3 for Confident (Item 4) by Year (Percentages in
Brackets)

YEAR

ANSWER TYPE Year 1 (n=50) Year2(n=28) Year 3 (n=25) Year4(n=23) TOTAL

Correct Answers 6 (12.0) 14 (50.0) 18 (72.0) 17 (74.0) 55

Wrong Answers 44 (88.0) 14 (50.0) 7 (28.0) 6 (26.0) 71

Total 50 (100) 28 (100) 25 (100) 23 (100) 126

After looking at the X2 test results item by item, it was necessary to apply the
test to all the items as a category in order to determine the overall significance

data in this form, it was possible to carry out the test for each of the fifteen items. At the level of
significance p = 0.05 with a degree of freedom df = 3, the critical value of was 7.82. The result was
significant and the null hypothesis rejected if the obtained X^ test value exceeded 7.82, the critical value.
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of the result. Therefore all the frequencies for all the wrong answers were

collapsed and so were the frequencies for the correct answers for each group.
Two overall frequencies were obtained for each group, one for the wrong

answers, the other for the correct answers (see Table 3.3) and the two

frequencies were used to perform the test in order to measure the overall
significance of the result.

Table 3.3 : Distribution of Correct and Wrong Answers Elicited by
Experiment 3 by Year (Percentages in Brackets)

YEAR

ANSWER TYPE Year 1 (n=50) Year 2 (n=28) Year 3 (n=25) Year 4 (n=23) TOTAL

Correct Answers

Wrong Answers

100 (13.0) 118 (28.1) 144 (38.4)
650 (87.0) 302 (71.9) 231 (61.6)

161 (46.7)
184 (53.3)

523

1367

Total 750 (100) 420 (100) 375 (100) 345 (100) 1890

It is apparent from Table 3.3 that the number of subjects who chose the wrong
answers reflecting the French meanings of the cognates is higher than the
number of subjects who chose the correct answers reflecting English meanings
of the cognates. However, the number of those who chose the wrong answers
decreases from first year to fourth year whereas the number of those who
chose correct answers increases from first year to fourth year. The overall
test result (in table 3.3, X2=160.8, df=3, p<0.001) shows that this trend is
significant. This result entitles us to reject the two null hypotheses being tested
and to conclude that the result supports our two experimental hypotheses,
namely, that the subjects show a significant tendency to transfer false cognates
from French to English (hypothesis 1) and that this tendency decreases
significantly with the increase in the subjects' level of proficiency in English
(hypothesis 2).

6. 2. 4 Experiment 4 : Word Association Test

The situation was here slightly different from the previous experiments
because the subjects' task was to rank the order in which they associated two
pairs of words with a French-English false cognate (one of the pairs reflected
the French meaning of the cognate and the other reflected its English
meaning). The purpose of the task was to generate data for testing hypotheses
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2 and 3, namely, the subjects would show a significant tendency to transfer
French-English false cognates from French to English (hypothesis 2) and this
tendency would decrease with the increase in the subjects' level of proficiency
in English (hypothesis 3). As far as the transcription and editing of the data
were concerned, the various association ranks for each of the four words that
the subjects had to associate with the cognate item were written down for each
subject in each group. Although the data in this form would enable us to carry
out the Friedman test, it did not give the summary of the ranking order in
which all the subjects in each group associated each of the four words with the
cognate. Therefore the percentages of the subjects who associated each word
among the four given with the corresponding cognate item in the ranking
order 1, 2, 3, and 4 was calculated to show clearly the differences among the
association ranks. The percentages of which we provide four illustrative
examples below (see Table 4.1) are presented in Appendix N.
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Chapter Six Analysis of the Data

There are three important observations about the data in this experiment:

(a) All the subjects from all the four groups succeeded in identifying the two
words which reflected the French meaning of the cognate and the two
others which reflected its English meaning among the four provided.
Indeed, the subjects' association order of the words with their
corresponding cognates was so consistent that if the French-based pair
(e.g., in number one, 'sincerity' and 'honesty'; in number two, 'die' and
'accident'; etc.) were ranked 1 and 2 or 2 and 1, the English-based pair
(e.g., in number 1, 'vote' and 'rights'; in number two, 'sin' and 'illegal'; etc.)
would be automatically ranked 3 and 4 or 4 and 3 and vice-versa.

(b) The large majority of the subjects from the four groups associated the
French-based pairs with the corresponding cognates in the first and
second positions and the English-based pairs in the third and fourth
positions for most of the items.

(c) The percentage of the subjects who associated the French-based pairs with
the cognates in the first and second positions decreases from first year to
fourth year, while the percentage of the subjects who associated the
English-based pair with the cognates in the first and second position
decreases from fourth year to first year. This obviously varied according to
which word in each pair was the first or second choice and which one was
the third and fourth choice for the majority of the subjects in each group.
The observation is then clear if we collapse the percentages of the two
members of each pair. This suggests that the transfer of French-English
false cognates decreases with the increase in the subjects' level of
proficiency in English.

The next step of the analysis was to compare the subjects' association ranks for
the four choices to identify which ranks differed significantly within each
group and for each cognate. The test which allowed this comparison is called
Friedman test. The test provided (i) the mean rank for each of the four choices
(that is, the words they had to rank), (ii) the Friedman Test Statistic, which, if
significant, indicates that at least two of the mean ranks among the four differ
significantly from each other, (iii) the level of significance (p), and (iv) the

240



Chapter Six Analysis of the Data

comparison between the mean ranks for the choices by indicating the means
which differ significantly14. Appendix O presents the comparisons of the mean
ranks of the four choices for each group and shows the choices for which the
difference between their mean ranks is significant.

The results of the Friedman test (see Appendix O) show that, in general, the
level of consensus (expressed by the Friedman Test Statistic -FTS-) is higher
with first year subjects and lower with fourth year subjects, that the level of
significance (p) also decreases from first year to fourth year, and that,
accordingly, the degree and frequency of significance of the comparison
between the mean ranks for the choices decreases from first year to fourth
year. Furthermore, nearly all the significant results occur in the comparison
between a word reflecting the French meaning of the cognate and another
reflecting its Englishmeaning but not between two words of either the French-
based pair or the English-based one. There are a few exceptions such as items
number 8 'engross', 16 'remit', and 17 'refuse'. For these items the comparison
is also significant between the members of the French-based pair (e.g.,
'pregnant' and 'baby' for item 8 'engross', 'return' and 'borrow' for item 16
'remit', and 'reject' and 'accept' for item 17 'refuse' in first year). For item
number 19 'deputy', the comparison is also significant between the members of
the English-based pair 'assistant' and 'help' in first year.

This implies that, in general, there is a significant difference in the subjects'
ranking of the French-based pair and the English-based one but there is very
little significant difference in the subjects' ranking of the members of either the
French-based pair or the English-based one. This trend was also reflected in
the raw rank data because if one of the members of the French-based pair was
ranked in the first position, the other would be automatically ranked in the
second position, and the members of the English-based pair would be
automatically ranked in the third and fourth positions or vice-versa.

The fact that we have more significant comparison results with first year
subjects and less with second, third, and fourth year subjects (far fewer with

14 The null hypothesis is rejected if the observed value for comparison (ZSTAT) is larger than the
critical value (£c). In this case, at the level of significance p=0.05, ZC=2.64.
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fourth year subjects) implies that less advanced subjects show a greater
tendency to associate the French-based pair in the first and second positions
and the English-based pair in the third and fourth positions, which in itself is
an indicator of transfer, than more advanced subjects.

The mean rank of each of the four choices was calculated by collapsing all the
association ranks and dividing the total by the number of subjects in each
group. The mean ranks of each of the four choices are presented in Appendix
P. For each cognate, the mean ranks of the French-based pair were collapsed
and then divided by two and so were the mean ranks for the English-based
pair. The new mean ranks obtained were the mean rank for the French-based
pair and the mean rank for the English-based pair (see Appendix Q). To
calculate the overall mean ranks, the mean ranks for all the French-based pairs
were totalled and divided by the number of items (n=20) and so were the
mean ranks for all the English-based pairs (see Table 4.2 below).

Table 4.2 : Overall Association Mean Ratings on a Scale of 1-4 (First-Last) for
French-Based Pairs and English-Based Pairs by Year

YEAR French-Based Pairs English-Based Pairs
Year 1 (n=50) 1.85 3.15

Year 2 (n=28) 2.09 2.91

Year 3 (n=25) 2.26 2.74

Year 4 (n=23) 2.48 2.51

These means show that the ranking of the French-based pairs is low and the
ranking of the English-based pairs high, which, according to the rubric of the
test, points to the subjects' tendency to transfer their French knowledge of false
cognates, hence evidence for hypothesis 2. They also show that the ranking of
the French-based pairs rises from first year to fourth year and that the ranking
of the English-based pairs decreases from first year to fourth year, suggesting
that less advanced subjects are more prone to transferring their French
knowledge of false cognates than more advanced subjects, hence evidence for
hypothesis 3.
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With ranking data, however, collapsing the data would be impractical because
the process would conceal some details which are only observable when the
various choices and the corresponding cognate item are looked at
individually. For instance, it may be interesting to investigate on what basis
the subjects decide to rank one member of the French-based pair in the first
position and the other in the second position and one member of the English-
based pair in the third position and the other in the fourth position when the
two members of each pair seem to have the same semantic value vis-a-vis the
cognate they refer to. Collapsing the data for each of the two pairs would
mask this information. Consequently, it was found illegitimate to carry out a
test of significance which would aim to compare the mean ranks between the
four groups of subjects. What was done instead was to plot the mean ranks of
the four choices for each cognate in order to show the differences in the rank
order between the four classes (see Appendix R).

The figures show that first year subjects' ranking of the members of the
French-based pair is generally in the range of 1.5 and 2.0 (which I interpret as
an instance of transfer of their French knowledge of the corresponding
cognates into English, hence evidence for hypothesis 2) but from thereafter,
the rank order steadily goes up and reaches the highest level (in the range of
3.0) with fourth year subjects (which indicates that the subjects' transfer of
their French knowledge of the cognates decreases with the increase in the
subjects' level of proficiency, hence evidence for hypothesis 3). The figures
also show that first year subjects' ranking of the English-based pair is generally
in the range of 3.0 and 3.5 (which signals the subjects' lack of English
knowledge of the cognates) but that the ranking order gradually goes down
and reaches the lowest level with fourth year subjects (which implies that the
more advanced subjects are less prone to transferring false cognates from
French to English than less advanced subjects, hence evidence for hypothesis
3).

There are a few cases where the general pattern seems to be slightly altered in
the opposite direction. For instance, with item 7 'entrainment' and item 18
'convene', the line indicating the ranking of 'transport' and 'committee' goes
down from first year to third year but rises again from third year to fourth
year. With item 14 'solicitor' the line indicating the ranking of 'request' rises
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from first year to third year but goes down from third year to fourth year.
Where this happens, the balance is automatically restored with the ranking of
the other member of the same pair. For instance, with item 7 'entrainment' and
item 18 'convene', the line representing the ranking of 'train' and 'meeting' falls
sharply from third year to fourth year in contrast with 'transport' and
'committee'. With item 14 'solicitor', the line representing the ranking of
'applicant' rises sharply from third year to fourth year in contrast with
'request'. The explanation for this kind of inconsistency lies in what I
mentioned above that the subjects may decide to rank one member of the
French-based pair in the first position and the other in the second position
and one member of the English-based pair in the third position and the other
in the fourth position or vice-versa, even when the two members have the
same semantic value vis-a-vis the cognate. Therefore the ranking order of the
French-based pair or the English-based one did not have to be the same for the
four classes. For instance, it did not matter whether the subjects in one class
ranked 'sincerity' in the first position and 'honesty' in the second position and
the subjects in another class did it the other way round for item 1 'franchise'
because they seem to have the same semantic value with regard to 'franchise'
in French.

6. 3 Summary

The results of the four experiments do tally with the three research hypotheses
described in Chapter Six. On the one hand, the subjects are suspicious of the
so-called 'true cognates', that is, those whose meanings are the same or similar
in French and English. They show a significant tendency to avoid using them
and to use their synonymous and hyponymous non-cognate English
counterparts. However, this tendency decreases with the increase in the
subjects' level of proficiency (in this case, from first year to fourth year). This is
particularly borne out by the data in experiment 1 where, in a sentence
completion test, the subjects overwhelmingly use non-cognate synonymous
and hyponymous English alternatives, even when they are supplied with the
corresponding French-English true cognates. The same data also confirms that
this tendency is stronger among first year subjects than among fourth year

subjects. The Chi Square test largely confirms the significance of the results of
the experiment. In experiment 2, the subjects' rating of their acceptability
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judgement of the use of true cognates is also low, pointing to their tendency to
avoid using 'true cognates', but the rating rises from low level classes to high
level classes. The Anova, Scheffe, and Tukey tests also confirm the significance
of the results of the experiment. We can therefore conclude that the data and
results from experiments 1 and 2 support hypotheses 1 and 3.

On the other hand, the subjects have special difficulties using French-English
'false cognates'. In other words, they tend to use them according to the
meanings they have in French. In experiment 1, false cognates are

overwhelmingly used according to their French meanings by the subjects to
complete the sentences. However, as we progress from low level classes to
high level classes, more and more subjects use the false cognates according to
their English meaning. In experiment 2, which is a lexico-semantic
acceptability judgement test, the acceptability of the false cognates which are

acceptably used is poorly rated by the subjects from all four classes, but the
rating is lowest with first year class and highest with fourth year class. The
false cognates which are unacceptably used are highly rated by the subjects
from all four classes, but once again, the rating decreases from low level
classes to high level classes. In experiment 3, which is a multiple choice test,
the majority of the subjects choose the wrong answers (which reflect the
French meaning of the false cognates) but the more advanced subjects do so to
a lesser degree than the less advanced subjects. In experiment 4, which is a
word association ranking test, the majority of the subjects associate the French-
based pairs with the corresponding false cognates in the first and second
positions and the English-based pairs in the third and fourth positions, which
suggests that the French meanings of the cognates come first in their mind. But
the more advanced subjects are less prone to do so than the less advanced
subjects. The Chi Square test, the Anova test, the Scheffe, and Tukey tests, and
the Friedman test confirm the significance of the results of these four
experiments. All this series of data lends support to hypotheses 2 and 3.
Therefore the results of this study allow us to reject all the three null
hypotheses and confirm the experimental hypotheses.
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CHAPTER SEVEN

IMPLICATIONS OF THE STUDY AND CONCLUDING
REMARKS

7.1 Introduction

Chapter Six has confirmed our three research hypotheses and we now know
that Burundian university students of English show a significant tendency to
use non-cognate English words which are in a relation of either synonymy or
hyponymy with French-English cognates, instead of the latter, and to transfer
French-English false cognates, and that, in both cases, the tendency decreases
significantly with the increase in the subjects' level of proficiency in English.
The purpose of this chapter is threefold. First, it provides an interpretation of
the results by suggesting possible reasons for the subjects' preference for non-
cognate English words to French-English true cognates, their tendency to
transfer French-English cognates, and the variation in their use of French-
English cognates according to their level of proficiency in English. Second, it
relates the findings of the study to existing theories in SLA research, especially
on lexis, and suggests some strategies for teaching French-English cognates.
Third, it points out the limitations of the study and suggests some unexplored
aspects of French-English cognates for further research.

7. 2 Implications for the Transferability and Learnability of French-English
Cognates

The linguistic description of French-English cognates presented earlier in
Chapter Two has pointed to them as slippery customers because they present
themselves in many guises. One common view among researchers (see
Hammer, 1975; Kellerman, 1978; Lightbown and Libben, 1984) on the use and
recognition of cognates is that one cannot assume that the existence of
cognates between languages will ensure that L2 (in this case, L3) learners will,
without instruction, use or even recognise all the potential relationships
between the two languages. Even when the languages are closely related as
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French and English, learners do not generally adopt a strategy of wholesale
transfer. Yet although there exists no 'objective' distance between two
languages, learners intuitively perceive the distance between English and
French as smaller than that between, say, English and Kirundi. The learners'
intuitive or experience-based feeling of how closely related the source

language is to the target language will, consciously or unconsciously and
negatively or positively, influence their learning of and performance in the
target language.

The phenomenon of cognateness has not gone unnoticed and has traditionally
been of interest because cognates present a curious paradox for language
learning theory. On the one hand, cognates appear to play a facilitating role in
learning since words which form cognate pairs with known words appear to
be easier to recognise and deploy than those which do not. If this is true,
Ringbom (1987) and Haastrup (1989), among many others, are right to claim
that 'we do well in letting learners understand that lexical transfer is
overwhelmingly positive ... when the LI and L2 in question are closely related
...' (Haastrup, 1989 : 37). On the other hand, cognate pairs also appear to
hinder long-term learning in that the so-called 'false cognates' cause erroneous
production/comprehension and may lead to misrepresentation or
underdifferentiation of the meanings of cognate pairs. There are many kinds
of problems involved in learning words in a foreign language which look
familiar but different semantically from similar words in another language to
the learner. Krakowian (1984 : 26) points out that the surface similarity of
cognates may lead the unsuspecting learner into error because they often
differ in meaning.

We can now answer three of the research questions posed in the Introduction
to this study (see Section 0.3) in connection with the transferability of French-
English cognates by Burundian university students of English. We asked (i)
whether some cognates are more readily transferred than others, (ii) whether
learners adopt different strategies in using different types of cognates, and (ii)
whether there is any difference in the learners' use of (French-English)
cognates at different levels of proficiency in English. The answer to all these
three questions is a clear 'Yes'.
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The findings of this study show that Burundian university students of English
do not adopt a wholesale transfer strategy in their use of French-English
cognates. Their decisions to transfer or not to transfer seem to depend on such
factors as the category of cognates (true or false), the sense relations holding
between the cognates, on the one hand, and other semantically related items,
on the other, and the subjects' level of proficiency in English.

On the one hand, this study has demonstrated that the subjects show a

significant tendency to use non-cognate English words which are in a relation
of either synonymy or hyponymy with French-English cognates instead of the
latter. I argue that there are at least three reasons for this to happen. First, the
subjects may feel that non-cognate English words represent semantically the
concepts they stand for more precisely than French-English cognates do. In
other words, it may appear to them that non-cognate lexemes are more

English than French-English cognates. In one important sense, this is true
because, as we saw in Chapter Two, French-English cognates tend to be
marked or language-specific in English in that they are characteristically
associated with the register of formality or mostly belong to periphery
vocabulary and so tend to occur less frequently in normal conversation than
Anglo-Saxon words. To quote Langmuir's (1993) comments again, 'Romance
incomers were often forced to settle on the periphery of the available semantic
space'.

The subjects seem to have a sense of the markedness of French-English true
cognates and, according to the theory of psycholinguistic markedness (see
Chapter Three, Section 3.4.4), they avoid transferring them to English. Their
intuition seems to be that native English words are safer because of their
greater extension than that of French-derived lexemes. And by avoiding using
French-English true cognates, they have to look for alternatives and in this
search, non-cognate synonymous and hyponymous English words present
themselves as the most likely candidates to fill the gap. As we saw in Chapter
Two, both synonymy and hyponymy are flexible sense relations in that
synonymy enables language users to express the same meaning by different
means and to make stylistic choices in conveying the same message whereas
hyponymy allows some degree of tolerable vagueness and imprecision by
substituting a general lexeme for a specific lexeme.
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Given that the subjects involved in this study are fairly advanced learners of
English, it is understood that they are now beyond the stage where they
would normally constantly fall back on the source language whenever
problems arise at any attempt to perform in the target language. At this stage,
they have already realised that as far as French-English cognates are

concerned, similarity in form does not always entail similarity in meaning. On
a number of occasions, they have presumably fallen into the trap by assuming
a semantic similarity where there is a formal similarity between a French-
English cognate pair. As a caution strategy, they start to be suspicious of
French-English true cognates and whenever the English language does offer
them non-cognate alternatives, they prefer to use the latter instead of the
former. This seems to be the case where English offers non-cognate
synonymous or hyponymous alternatives to French-English true cognates.

The second reason why the subjects avoid using French-English true cognates
is their lack of confidence about the acceptability and appropriateness of their
use in English (indeterminacy/uncertainty). The subjects are not able to say

clearly whether or not they know the meaning and usage of French-English
true cognates or whether they accept or reject their use. Their indecision is
better measured using scale or ranking tests allowing them to indicate which
items they feel certain about and which ones they are doubtful about.
Indeterminacy differs from but may be the result of the reason given above,
that is, the subjects' sense of markedness of French-English true cognates in
English, but the subjects' perception of true cognates as marked in English
does not necessarily result in indeterminacy.

The third reason is the subjects' lack of knowledge of the correct usage of the
cognates in English (ignorance). Ignorance differs from indeterminacy in the
sense that the former denotes 'lack of knowledge' and the latter 'lack of
confidence/certainty' about the meaning and usage of true cognates but the
two are related. Ignorance may but does not have to lead to indeterminacy. As
we saw earlier, language users are likely to know superordinate terms and
their full meanings but do not necessarily know the full meanings of their
corresponding hyponyms although they perceive a certain semantic link
between them. We also saw that the assessment of the degree of synonymy
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between French-English true cognates is not always an easy or straightforward
operation. This in itself can explain why our subjects avoid using French-
English true cognates. It is a common strategy among adults to avoid talking
about what they do not know or know little about. Likewise, these subjects
adopt an avoidance strategy by not venturing to use French-English true
cognates whose correct usage they do not know or are not sure of and
whenever English does offer them non-cognate synonymous or hyponymous
English alternatives, they use the latter. At an advanced stage of language
learning, ignorance does not necessarily result in transfer by falling back on
the source language because learners have a large repertoire of the target
language vocabulary from which they can use what they already know to
make up for what they do not know yet. By using non-cognate synonymous or
hyponymous English words instead of French-English true cognates, it can be
inferred that the subjects are making target language-based semantic
associations. However, in terms of communication efficiency, the subjects' use
of synonymous or hyponymous alternatives to French-English true cognates
may result in lack of communicative precision as a consequence of semantic
approximations. For instance, a hyponym and its superordinate counterpart
do not cover the same scope of meaning and would not be interchanged
without yielding semantic imprecision and communicative inaccuracy.

On the other hand, this study has demonstrated that the subjects show a

significant tendency to transfer false cognates from French to English. There is
a general consensus among language teachers and researchers that 'les faux-
amis sont des mots attrape-nigauds', that is, 'false cognates are booby traps'.
We saw earlier that Lado (1957 : 83-4) describes them as 'sure-fire traps' and
classifies them as 'the highest difficulty group'. To explain why French-English
cognates whose meanings differ between French and English, that is, false
cognates, are readily transferred by the learners, one has to look at the
hierarchy of difficulty involved in learning word meanings. In this particular
case, the difficulty can be described as learning new meanings for known
words, on the one hand, and learning new forms for known words, on the
other hand. In other words, the subjects already know the words and their
meanings in French but have to realise that these words denote different
concepts in English; again, even if the concepts that the words denote in
English are already known to the learners, they have the task of learning new
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labels for those concepts. And although the learners already know these labels
in French, they also have the task of learning the differences between the labels
(orthographic, phonological, morphemic, grammatical, etc.) in French and
English. Therefore such words are a potential source of difficulty. This
difficulty is twofold because it involves expanding the meanings of words that
the students already know in the source language (in this case, French) by
acquiring additional meanings that the words have in the target language (in
this case, English) and learning to differentiate between two formal
representations (the French and the English) of the same underlying word. In
our data, for instance, we saw that the subjects not only transfer the French
meanings of false cognates into English but they also have difficulties in using
the correct form of the false cognates for which English has two or more

morphologically and/or semantically related terms representing the same
French form. For example, the subjects confused veterinary and veterinarian,
estimate and esteem, disciplinary and disciplinarian, and experience and experiment
because French has only one equivalent word for each of these pairs, namely,
veterinaire, estimer, disciplinaire, and experience.

However, the question which remains unanswered is how the forms and
meanings of such cognates are stored and coexist in the mental lexicon and
what processes are involved in accessing and retrieving them while
performing in either language. We will come back to this issue in the next
section. From a semantic point of view, cognates whose meanings differ
between language x and language y can be described as 'cross-linguistic
polysemous items', with the implication that the difficulty involved in learning
and using 'intra-linguistic polysemous items' also applies to cross-linguistic
polysemous items.

Finally, this study has shown that the subjects' assessment of the
transferability of French-English cognates varies in accordance with their level
of proficiency in English. In one sense, this is what one would normally expect
because learners' performance in the target language naturally improves with
the increase in their level of proficiency. In another sense, however, this
variation may be explained in terms of interlanguage variability factors. Given
that a learner's IL is not static, we can assume that the organisation of the
bilingual lexicon and the principles of word recognition and retrieval continue
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to undergo some restructuring along the target language developmental
continuum. We saw earlier that Meara (1984) argues that the mental lexicon of
an L2 learner is more loosely organised than that of a native speaker. The less
advanced the L2 learner, the looser the organisation of his mental lexicon, and
the more advanced the L2 learner, the closer to the native speaker's the
organisation of his mental lexicon. Although we do not know precisely how
the forms and meanings of cognates are stored and coexist in the bilingual
mental lexicon and what processes are involved in accessing and retrieving
them while performing in either language (see Section 7.3), we may assume
that 'bilinguals' with different levels of proficiency in the target language
presumably have their mental lexicon organised differently and use different
word recognition and retrieval models, especially with the specific lexis of
cognates. If this is the case, subjects with different levels of proficiency are

expected to show variation in their recognition and use of cognates. In other
words, the looser the organisation of the L2 learners' mental lexicon, the less
efficient their recognition and retrieval strategies.

However, even though fourth year subjects, the most advanced of all groups,
perform better than the rest, their answers suggest their English knowledge of
the cognates still has a long way to go before it gets complete, and in some,

though not many cases, does not seem to be significantly better than that of
the least advanced subjects. For instance, in experiment 1, a good number of
fourth year subjects still show some degree of indeterminacy about the use of
true cognates and a tendency to use non-cognate English words instead of
French-English true cognates. They also still transfer French-English false
cognates from French into English. In experiment 2, their rating of their
acceptability judgements of the use of French-English cognates also shows
some degree of indeterminacy because they do not rate their judgements as
either absolutely acceptable or absolutely unacceptable. In experiment 3, a

non-negligible number of fourth year subjects also choose the answers which
reflect the false cognates' French meanings, which is an instance of transfer of
their French knowledge of the cognates into English. In experiment 4, there
does not appear to be a big difference between the subjects' (both the most
advanced and the least advanced ) ranking of 'sincerity' and 'honesty' or 'vote'
and 'rights' (see item 1 : 'franchise'), 'genius' and 'skilful' or 'pleasant ' and
'friendly' (see item 9 : 'genial').
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This points to the very problematic nature of false cognates and the special
difficulties their acquisition involves. This may also imply that it is not always
clear what we mean by' less advanced, advanced, and more advanced
learners', especially in different educational contexts. It is a relative issue. I
have assumed that Burundian university students of English are 'advanced
learners' but their interlanguage, at least with regard to French-English
cognates, is still miles away from near-native or native competence. There are,
of course, some cases where the subjects' responses clearly indicate that fourth
year subjects' English knowledge of the false cognates is far higher than that of
first year subjects. For instance, in experiment 4, fourth year subjects seem to
know that 'convene' has to do with 'meeting' (see item 18), that 'directory' is
not related to 'director' (see item 11), that 'industrious ' means 'hard-working'
(see item 15), etc.

7. 3 Further Implications for SLA Research

This study has shown that the subjects are suspicious of some categories of
cognates but not of others. First, they tend to avoid using French-English
cognates which have synonymous or hyponymous non-cognate English
alternatives and to use the latter instead. Second, they tend to readily transfer
French-English cognates whose meanings differ in French and English. This
seems to suggest that the learners perceive the category of French-English true
cognates as less transferable than the category of French-English false
cognates. It also implies that the notions of psychotypology and language
distance (see Chapter Three, Section 3.4.4) interplay with other factors such as
the linguistic (in this study, lexical) categories being considered, the semantic
relations between lexical items, and the learners' level of proficiency in the
target language. It is therefore insufficient to assume that the learners'
perception of the distance between the source language and the target
language will automatically boost or depress the likelihood of transferability.

From a psycholinguistic point of view, the location and arrangement of
cognates in the bilingual mental lexicon appear an issue of further interest :
Where do cognates belong and how are they connected with other lexemes in
the bilingual mental lexicon? As we saw in Section 1.4.4 of Chapter One, there
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is an ongoing debate among researchers on the actual organisation of the
bilingual mental lexicon and a number of theories and hypotheses have been
put forward in recent research. One of the hypotheses, the Tripartite System
Hypothesis (cf. Paradis, 1987), assumes that language-specific elements are
stored separately and joint elements such as cognates, together. However, this
hypothesis does not tell us how cognates are related to other lexemes in the
lexical store(s)1 of a bilingual individual. Nor does it answer Carroll's (1992)
fundamental question : 'How are cognates paired ... how is formal similarity in
pairs of words established?'.

If we accept that a bilingual individual has two separate lexical stores, does it
mean that members of cognate pairs are also arranged in two separate
systems, each one for each language? And if we accept that a bilingual person
has one common lexicon for both languages, does it imply that cognate pairs
are located in the same compartment of the lexicon? And what happens
during the process of accessing and retrieving lexical and semantic
information associated with cognate pairs? Why is it, for instance, that the
subjects involved in this study avoid using French-English true cognates and
prefer to use their synonymous or hyponymous non-cognate English
alternatives but tend to transfer French-English false cognates? In other words,
how are cognates related to other lexemes in the lexical network of a bilingual?

Perhaps the fact that the subjects tend to use synonymous or hyponymous
non-cognate English alternatives to French-English true cognates suggests that
the bilingual lexicon is semantically organised and that during information
retrieval from the lexicon, semantic activation precedes form activation. In
other words, the semantic organisation of the bilingual lexicon appears to
favour production. The fact that the subjects deploy synonymous and
hyponymous non-cognate English alternatives to French-English true cognates
indicates that there is a clear grouping of words in semantic fields within
which links between co-hyponyms and superordinates and between
synonyms seem particularly strong. True cognates would be incorporated in
this semantic organisation within various fields but the fact that the subjects

1 The singular and plural option for store underscores two commonly held hypotheses on the
organisation of the bilingual lexicon, namely, that a bilingual individual has one lexical store
incorporating words from both languages, or two separate lexical stores, one for language 1 and the
other for language 2 (cf. Chapter One, Section 1.4.4).
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do not deploy them readily may be explained by their intuition that because of
the foreign origin2 and 'twoness' of cognates, the latter look 'less English' than
non-cognate English lexemes. This avoidance strategy adopted by the subjects
with regard to true cognates may also be accounted for by the fact that
advanced learners tend to make target language-based semantic associations
and this may lead them to 'mistrust' foreign or foreign-looking elements such
as cognates. Semantic activation appears to precede form activation because if
it were the other way round, the subjects would tend to use French-English
true cognates on the basis of their form correspondences.

This view would seem to conflict with Carroll's (1992) model of word
recognition and Fay and Cutler's (1977) phonologically-based model of the
organisation of the mental lexicon, among others. They argue that the process
of word recognition and processing is determined by the acoustic/phonetic
and/or phonological properties of the word. We may argue, however, that the
learners use different strategies in recognising and processing cognates when
they are presented orally from when they are presented in their written form.
As Browne's (1982) study shows, her subjects were much less likely to
translate an orally presented French word with its English correspondent in
comparison to written stimuli. It may be the case therefore that cognates are

semantically accessed in the written medium but phonologically accessed in
the auditory mode. The subjects' tendency to transfer French-English false
cognates would seem to but does not necessarily contradict this hypothesis
and suggest that the bilingual lexicon is organised and accessed on the basis of
the forms of words or that form activation precedes semantic activation during
information retrieval from the lexicon.

We may argue that the fact that the subjects confuse such pairs as veterinary
and veterinarian, experience and experiment, disciplinary and disciplinarian, and
esteem and estimate suggests a contiguous arrangement of formally and
morphologically related items in the lexicon. But given that meanings of the
words in these pairs are related and that French has only one equivalent word

2 In Chapter Two, we saw that the vast majority of French-English cognates originate from French and
Latin or Latin via French.
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representing the meanings of both words in each pair3, false cognates may still
be semantically arranged in the lexicon but a number of reasons may explain
why the subjects transfer their French knowledge of false cognates into
English. The first reason is that the French meanings of false cognates were

chronologically acquired first and are likely to be more stable in the subjects'
lexicon and more readily deployed during performance than the English
meanings. The second reason is how much the subjects actually know about
the English meanings of false cognates. If they know little or nothing about the
meanings of particular false cognates in English, then this would justify the
subjects' use of the false cognates according to their French meanings when
performing in English. The third reason is that the subjects may know both the
French and English meanings of the false cognates but fail to retrieve and use
them consistently when performing in either language.

It may also be the case that true cognates and false cognates are stored in
different sub-lexicons on the basis of their semantic and form properties and
semantic links with other words and that different strategies are used to access
and retrieve them. This would be consistent with the modular structure

hypothesis which claims that lexical knowledge is not stored in one place but is
represented in different sub-lexicons containing information about the
phonological, morphological, semantic, and syntactic properties of words and
that these sub-components interact during language production and
comprehension. Until we know precisely how the bilingual lexicon is
organised and how information associated with lexemes (morphological,
phonological, semantic, syntactic, etc.) is accessed and retrieved, we are not in
a position to make an uncontroversial pronouncement about the location of
cognates in a bilingual lexicon. This remains a matter for further research.

7. 4 Suggested Strategies for Teaching French-English Cognates

A pedagogical question was raised earlier in the Introduction (see Section 0.3),
namely, what kind of strategies should be useful and effective for teaching and
learning cognates. It has already been pointed out that cognates are slippery
and untrustworthy customers and that there is no easy way of teaching and

3 French would render the above pairs receptively as veterinaire (noun and adjective), experience,
disciplinaire (noun and adjective), and estimer (verb).

256



Chapter Seven Implications of the Study

learning them. The crucial problem is that there is no appropriate
methodology prescribed in the textbooks used in Burundi for the teaching of
French-English cognates and the teaching staff themselves not being native
speakers of either French or English, they seem to avoid venturing into an area
where they lack confidence and simply do not teach French-English cognates
to their students. They often content themselves with highlighting common
false friends such as assist vs. assister (to be present at/to help) and deceive vs.
decevoir (to disappoint) and rarely talk explicitly about the pitfalls and
resourcefulness of French-English cognates to their students. These are
additional reasons why the subjects avoid using French-English true cognates
and prefer to use their synonymous or hyponymous non-cognate English
words instead.

The problematic nature of false cognates is intuitively easy to describe but
practically difficult to remedy. While there is very little work done in the
classification of false cognates, it is generally assumed that they are best
presented as discrete items, alphabetically arranged in a dictionary. However,
existing studies cannot be called dictionaries in the true sense of the term
because they are no more than incomplete glossaries of false cognates which
generally lack a systematic linguistic basis for their classification and analysis.
Accordingly, language textbooks generally fail to propose an adequate
methodology for teaching false cognates and so teachers and learners have no
efficient strategy to tackle the problem of 'faux-amis'.

In one important sense, however, there is nothing special about French-
English cognates that are used in English. Many of them are part of ordinary
English vocabulary and are not recognised as foreign or different, or even,
difficult, by native speakers and French speaking students of English.
Moreover, the contemporary senses of the French-English cognates that are in
common use now are far removed from the senses of the constituent roots

from which they derive, so that any attempt to account for the form-meaning
relationships of these cognates would fail.

The most important thing is to make learners aware of the pitfalls and
resourcefulness of cognates. It is therefore proposed that as part of a strategy
for vocabulary development of advanced learners we teach, in some effective
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way, French-English cognates as they constitute a significant number of
English words of interest to these students. The cognates will preferably be
presented as forms accompanied by glosses that give a broad indication of
their senses. The claim is that one who is aware of the constituent roots and

their senses will be equipped with a valuable asset to deal with such words in
comprehension and perhaps also in production.

Banta (1981) suggests that with borrowings as with cognates, students have to
be encouraged towards intelligent guessing. For instance, when the students
see or hear a clear example of cognate common to both English and French,
the teacher can speak briefly about the common cultural heritage of the two
languages. Three or four equally clear examples can be given and if the word
has a frequently occurring ending, it may receive comment. Flere the teacher is
not teaching historical linguistics; rather he is using it to develop students'
awareness of the existence and problematic nature of cognates. As Kelly (1991
: 81) points out, we should be careful not to lead our students into what Lyons
(1977 : 244) calls the etymological fallacy or the belief that in some way the
historical senses of the constituent roots of words determine their current

meaning. The contemporary senses of French-English cognates are to be taken
as given and etymological analysis is valuable only insofar as it can help
learners with the present forms and meanings of the cognates.

Since the learners involved in this study had little training in historical
linguistics, teaching French-English cognates should not be made into a course
on historical linguistics. All that is needed is to make it sufficiently clear to
them, especially those at an advanced stage of their learning, that French and
English are close relatives with strong historical ties. We should also make
them usefully aware of the linguistic community that is Western Europe and
all its widespread former colonies and train them for intelligent guessing.
Otherwise, we will continue to be astonished at the inability, or perhaps the
mistrust, of large numbers of students to recognise even obvious and common

cognates.

The teaching of cognates should adopt a synchronic, not a diachronic,
perspective, by taking as its primary datum the spelling and meanings of
contemporary words, so that it is not being suggested that the etymological
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structure of cognates determines their meaning. This is largely consistent with
Carroll's (1992) view that the etymological knowledge of cognates is not
essential for learners. The claim is often that for a large number of French-
English cognates of Franco-Latin origin, their present meaning can be related
in a principled way to their common roots. But no special knowledge of the
history of English is required from learners. Even if the meaning of unknown
cognates cannot be inferred, either because the contemporary sense of a

particular cognate has shifted from the original or because the constituent root
is not known, certain help is still available to the student who recognises all or
part of the constituent roots of cognates.

Not only should teachers talk explicitly to their students about the pitfalls and
resourcefulness of cognates but textbooks and syllabuses on vocabulary
should both incorporate cognates in the students' process of building up their
English vocabulary and suggest some methodological guidelines for teaching
and learning cognates. Well chosen examples should be used to illustrate such
categories of cognates as those whose meanings are the same or similar in
French and English or true cognates, those whose meanings are partially or

completely different or false cognates, and those which have two distinct
forms in one language with only one equivalent form in the other. Otherwise,
this specific area of lexis will continue to be wrongly forgotten and teachers
will continue to be unaware of the problem of cognates and to assume that the
latter are automatically recognised and therefore do not constitute an area of
difficulties.

7. 5 Limitations of the Study

This study has concentrated on two research issues, namely the linguistic
description and classification of French-English cognates and their
transferability by Burundian university students of English. I have no claim
that these issues have been exhaustively explored. The first limitation of this
study is linked with the problem pointed out by Meara (1992) that most
studies on lexis tend to look at the way learners handle 20 to 40 items and
generalise from this sample to the vocabulary as a whole. This study is also
based on a relatively small sample of true and false cognates from which a
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generalisation on the taxonomy and transferability of French-English cognates
has been extracted.

There are two main constraints which tend to limit the size of the sample of
items used in experiments on lexis. First, the selection of the items to be
incorporated in a taxonomy and experimental design presents its own

problems because, depending on the nature of the phenomenon one is
investigating, ready-made classifications of the categories of items to look at
often do not exist and even when they exist, they usually lack a systematic
linguistic basis for their analysis. The researcher therefore has the task of
setting up criteria for the selection and classification of items to include in his
corpus. As far as cognates are concerned, for instance, it has been stressed that
very little work has been done on their classification and that only incomplete
glossaries which lack a systematic linguistic framework for their analysis may
be available. In the absence of an authoritative model of classification of

French-English cognates, we hope that the description and classification
proposed in this study constitute a useful contribution to clarifying more

systematically and comprehensively the phenomenon of cognateness in
general and French-English cognates in particular. Second, the time factor is
another constraint which often limits the scope and quality of a study of this
kind. The scope of this study had also to take into account the time factor
because, in addition to the constraints pertaining to the terms of my study
contract, the subjects who took part in this research did not have limitless
availability and so a two-hour experimental design was perhaps all they were
ready for.

The second limitation of this study is linked with either the inconclusiveness
or controversy of some SLA theories such as the organisation of monolingual
and bilingual lexicon, the processes involved in accessing and retrieving
information from the mental system, and the theory of transfer. In particular,
the location and arrangement of cognate pairs in the bilingual lexicon remain a

speculative matter as long as the principles of the organisation of the bilingual
lexicon are not precisely known and agreed upon by SLA researchers. The
transfer theory itself is still surrounded by a number of controversies, some of
which are contradictory, which may undermine some research findings.
Studies on the specific area of L2-L3 transfer are still relatively few to make it
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attractive to more researchers and evidence for the influence of languages
other than the learners' LI is still just enough to make researchers aware of the
issue.

Nonetheless, this study has empirically explored how Burundian university
students of English use French-English cognates. It has been shown that the
subjects do not treat true and false cognates on an equal footing. The fact that
they avoid transferring true cognates and are inclined to transfer false
cognates would seem to indicate that the subjects' decisions to transfer or not
to transfer are semantically motivated. However, the fact that they are inclined
to transfer false cognates may imply that their decisions to transfer are form-
based. Perhaps there is an interaction of meaning-based and form-based
decisions in the subjects' assessment of the transferability of French-English
cognates although false cognates seem to be far from being correctly used by
the subjects. This study has also shown that the subjects' assessment of the
transferability of French-English cognates (that is, the transfer pattern, process,
and product) varies in accordance with the subjects' level of proficiency in
English. More advanced subjects attempt to use true cognates more often and
are less inclined to transfer false cognates than less advanced subjects.

7. 6 Suggestions for Further Research

This study constitutes only a small portion of all that needs to be said on

French-English cognates and their transferability from French (L2) to English
(L3). There are many other aspects of the topic which await either fresh
investigation or a follow-up of already existing studies. In particular, the
subjects' tendency to avoid using true cognates and to transfer false cognates
needs to be pursued using either subjects whose L2 is French and whose L3 is
English or any other subjects whose L2 and L3 are historically and genetically
related in order to find out whether the conclusions arrived atwill be the same

or different. It is also worthwhile investigating the transferability of French-
English cognates on the basis of their sound correspondences and contrasts.
As we saw earlier in Section 2.4.1, in the auditory mode, cognate pairing relies
on phonetic and phonological correspondence between cognates. The
appropriate experimental design would consist of recognising cognates on the
basis of their sound correspondences. Another area which is worth
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investigating is the correspondences and differences between derived French-
English cognates. A study of this kind would concentrate on the derivational
processes and rules involved in the formation of French-English cognates and
the aim would be to show which processes and rules are common to the two
languages and which ones are specific to each of them and, accordingly, to
evaluate their transfer potential.

7. 7 Summary

This closing chapter has been concerned with the following aspects : drawing
conclusions on the transferability and learnability of French-English cognates,
raising questions about the arrangement of cognates in a bilingual lexicon,
suggesting strategies for teaching French-English cognates, appraising this
study, and suggesting some other explorable areas of French-English cognates
for further research. It has been shown that the conclusions of this study are
that the subjects tend to avoid using true cognates and to use their
synonymous or hyponymous non-cognate English equivalents and tend to
transfer false cognates. However, this tendency in both cases decreases with
the increase in the subjects' level of proficiency. As far as the location of
cognates in the bilingual lexicon is concerned, the answer remains speculative
until we know precisely how the bilingual lexicon is arranged. Regarding the
strategies suggested for teaching French-English cognates, it has been stressed
that the most important thing is to make students aware of the historical ties
between French and English and to illustrate the various aspects of the
phenomenon of cognateness with well chosen examples highlighting their
pitfalls and resourcefulness in the use of English. Concerning the limitations of
this study, it has been indicated that the absence of an already established
systematic linguistic classification of French-English cognates and the time
constraint have in one way or another had some effect on the scope and
quality of this study. Finally, it has been suggested that further research
should pursue the issue of why the subjects adopt different strategies in their
use of true and false cognates, investigate the transferability of French-English
cognates on the basis of their sound correspondences and differences, and
explore the similarities and differences between the derivational processes and
rules involved in the formation of French-English cognates with a view to
assessing their transfer potential.
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CONCLUSION

At the end of this study, it is necessary to take a retrospective look at its
development from what was claimed to be its aims in the beginning up to
its findings and conclusions in order to acknowledge what the study has
achieved and failed to achieve. Research on lexis dates back several decades

and is presently still an ongoing endeavour. In the opening chapter it was
acknowledged that the pessimism that researchers had some years ago
about the area of lexis being treated as the Cinderella of language learning is
now over. There is not only great optimism but there is also ample
satisfaction with the progress so far made and, in the words of one current
researcher,

It can now be claimed that vocabulary is no longer a neglected aspect of language teaching
and learning and is no longer a victim of discrimination by researchers who for a
considerable period of time deemed syntax to be the sole core of processes of language
development (Carter, 1989 : 5).

This acknowledged progress in the study of lexis and the problems of
teaching and learning vocabulary was made possible by a parallel
substantial development of the formal study of word structure and word
meanings in morphology and semantics. Thus, as a starting point of our
discussion, a linguistic description of cognates was provided with a view to
highlighting the aspects of the phenomenon of cognateness that should be
emphasised and exploited in teaching and learning cognates. In order to
assess the transferability of French-English cognates from French to
English, a review of the various views on language transfer was necessary
as a preliminary step. It was stressed that if transfer takes place exclusively
from LI to L2 in strictly 'bilingual' situations, it is not always the learner's
LI which influences his acquisition of a target language in trilingual or
other multilingual settings. Other languages known to him, may, and
often do, constitute an important source of transfer. The most widely
accepted explanation for L2-L3, or even L3-L4, transfer is the degree of
similarity and relatedness and the distance perceived by learners between
the languages involved.
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Conclusion

As far as this case study is concerned, the languages involved, French (L2)
and English (L3), are both historically and genetically related and so present
obvious similarities at various levels of analysis. Cognates are undoubtedly
the best exemplification of this similarity between French and English.
There are two common views associated with learners' use of cognates.
The first view claims positive transfer where the meanings of cognate pairs
coincide and the second view claims negative transfer where the meanings
of cognate pairs differ. This is a simplified explanation of the effect of
cognates in language learning because cognate pairs do not necessarily lead
to transfer and this is supported by empirical evidence from the results of
this study. It has been shown that Burundian university students of
English transfer false cognates but avoid transferring true cognates which
have synonymous and hyponymous non-cognate English equivalents and
that their decision to transfer or not to transfer varies according to their
level of proficiency in English.

This suggests that the subjects do not adopt a wholesale transfer strategy
and that formal similarity is not all they look for in cognate pairs. The fact
that they use non-cognate English lexemes which are in a relation of
synonymy or hyponymy with French-English cognates, instead of the
latter, seems to suggest that they make target language-based semantic
associations and that their use of cognates is also dependent on their
assessment of the sense relations holding between the cognate pairs on the
one hand and the cognate pairs and other semantically related lexemes in
the target language on the other. Flowever, the subjects' persistent transfer
of false cognates not only indicates that the latter are highly treacherous
because of their deceptive transparency resulting from their formal
similarity while lacking semantic similarity, but it also shows that there is
no effective short-cut available to learners to escape from the trap.

Not only has this study shown that cognates differ from other categories of
lexemes in terms of their linguistic features and semantic behaviour, but it
has also demonstrated that these differences have implications for the use
of cognates by the subjects. The location of cognates in the bilingual brain
and the accessing and retrieval processes associated with them remain a

speculative matter as long as the principles of the organisation of the
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mental lexicon are not precisely known. It is hoped that this study has
clarified the concept of cognateness and attested the transferability of
French-English cognates from French to English, hence provided further
evidence for L2-L3 transfer. If this is so, it can therefore be concluded that
the study has achieved the two aims which it claimed to have in the
Introduction.

265



APPENDIX A

STUDENT'S PARTICULARS

Name :

Surname :
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Academic Year :
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APPENDIX B

Experiment 1: Sentence Completion Task (Version l)1

Complete the following sentences with the missing word. The information
supplied in each sentence will help to choose the appropriate word. Only
one word answers should be given and you should not give any word
already used in the sentence as your answer. Do not hesitate to ask me if
there is a word used in the sentences that you do not understand.

1 There must have been a in their friendship because I
have not seen them together for ten months. The problem is that they
do not want to tell anyone the truth.

2 Two Americans were deported from Iraq after it was found out that they
worked for the CIA but they insisted that they were not involved in

3 He loves food so much that everyone is amazed at his
Even his own children have to keep away from him while he is eating.

4 He his work to eat lunch.
5 He can now build a house because he has got a £100,000 bank
6 What is the best and shortest from here to Switzerland?
7 Two bombs exploded shortly before the of the cabinet
meeting while the ministers were still waiting for the Prime Minister.

8 Prince Rwagasore was by the enemies of The Uprona
Party.

9 Kuwait was by the Allies after seven months of occupation.
10 He performed a lot of in the laboratory.
11 He all his money in the bank and forgot to keep some for

the weekend shopping.
12 All the athletes were suffering from at the end of the

marathon race. They were all exhausted.
13 Our landlady asked for a £50 to cover any damage we

might cause during our stay.
14 Our University does not have enough because very

few students are attracted to the Department of Physics. But it has a lot
of mathematicians.

15 His mind became as a result of his long imprisonment.
16 The criminal's statements a local politician in the

crime.
17 The store sells from all over the world. It sells very

few items which are local products.

1 For the sake of economy, I first present thirty sentences which were used in the final
version of the experiment and give the sentences which were dropped from the
preliminary, pre-pilot, and pilot studies (see Sections 6.5.1, 6.5.2, and 6.5.3) afterwards.
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18 You promised to all the money I paid for your clothes
and you cannot change your mind now.

19 He was so asleep that he completely could not hear the
fire alarm.

20 You should not buy this because it has already been
involved in several accidents. Besides, you said you would prefer a Ford
to a Peugeot.

21 She was found guilty of because she did not look after
her children properly. Her irresponsibility was condemned by many
parents.

22 In Britain the academic year in October just like in
Burundi.

23 The thieves the car they had stolen on the road and
ran away while the police were following them.

24 Inter Star is the most experienced football in Burundi.
25 The cabinet meeting will at five o'clock. So the

Prime Minister will not be available until that time.
26 The Iraqi troops on the 43rd day of the Gulf War,

which was the day the war ended.
27 The chairman of the conference forgot to the speakers to

the audience.
28 Please do not this seat because it has been reserved.
29 While we were eating lunch, my brother asked me to

him the salt.
30 He tried hard to his theory to the experts who attended his

lecture.

In addition to these thirty sentences used in the main study, ten others
were used in the preliminary, pre-pilot, and pilot studies and dropped
before the main study because the data they yielded were not in accordance
with the hypotheses being tested. Only five of the sentences (shown with a
*) were used in the pilot study. The ten sentences were :

1. *His father gave him a serious for damaging his car and he
was banned from driving for two years as a punishment. He should
have beaten him as well.

2. The journalist's on the war was too emotional and all the
people who listened to it agreed that there was a lot of bias in his
comments.

3. Many families are suffering from poverty and homelessness.
4. The former of this room left without paying the rent. The
owner of the house did not appreciate such a conduct.

5. There was a of young people in the competition because
three quarters of the participants were less than 25 years old.

6. *His rudeness is as he is rather deaf.
7. *The poison gradually in his system.
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8. The Pope their wedding after it was found out that the couple
and their children had not been baptised.

9. *1 am really sorry that you did not get my invitation. It was my

10. The river burst its banks and the fields were The damage
was far too great indeed.
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APPENDIX C

Experiment 1: Sentence Completion Task (Version 2)

Complete the following sentences with the appropriate missing word. The
French translation of the missing word has been provided to help you.
Only one word answers should be given. Do not hesitate to ask me if there
is a word used in the sentences that you do not understand.

1 There must have been a in their friendship because I
have not seen them together for ten months. The problem is that they do
not want to tell anyone the truth (rupture).

2 Two Americans were deported from Iraq after it was found out that they
worked for the CIA but they insisted that they were not involved
in (espionnage)

3 Fie loves food so much that everyone is amazed at his
Even his own children have to keep away from him while he is eating
(gourmandise).

4 Fie his work to eat lunch (interrompre)
5 Fie can now build a house because he has got a £100,000 bank

(credit)
6 What is the best and shortest from here to Switzerland?
(route)

7 Two bombs exploded shortly before the of the cabinet
meeting while the ministers were still waiting for the Prime Minister
(commencement).

8 Prince Rwagasore was by the enemies of Uprona
(assassine).

9 Kuwait was by the Allies after seven months of occupation
(libere).

10 He performed a lot of in the laboratory (experiences).
11 He all his money in the bank and forgot to keep some for

the weekend shopping (deposer).
12 All the athletes were suffering from at the end of

the marathon race. They were all exhausted (fatigue).
13 Our landlady asked for a £50 to cover any damage we

might cause during our stay (caution).
14 Our University does not have enough because very

few students are attracted to the Department of Physics. But it has a lot
of mathematicians (physiciens).

15 His mind became as a result of his long imprisonment
(derange).

16 The criminal's statements a local politician in the
crime (impliquer).
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17 The store sells from all over the world. It sells very
few items which are local products (marchandises).

18 You promised to all the money I paid for your clothes
and you cannot change your mind now (rembourser).

19 He was so asleep that he completely could not hear the
fire alarm (profondement).

20 You should not buy this because it has already been
involved in several accidents. Besides, you said you would prefer a Ford
to a Peugeot (vehicule).

21 She was found guilty of because she did not look after
her children properly. Her irresponsibility was condemned by many
parents (negligence).

22 In Britain the academic year in October just like in
Burundi (commencer).

23 The thieves the car they had stolen on the road and
ran away while the police were following them (abandonner).

24 Inter Star is the most experienced football in Burundi
(formation).

25 The cabinet meeting will at five o'clock. So the
Prime Minister will not be available until that time (se terminer).

26 The Iraqi troops on the 43rd day of the Gulf War,
which was the day the war ended (capituler).

27 The chairman of the conference forgot to the speakers to
the audience (presenter).

28 Please do not this seat because it has been reserved (occuper).
29 While we were eating lunch, my brother asked me to

him the salt (passer).
30 He tried hard to his theory to the experts who attended his

lecture (expliquer).

In addition to these thirty sentences used in the main study, ten others
were used in the preliminary, pre-pilot, and pilot studies and dropped
before the main study because the data they yielded were not in accordance
with the hypotheses being tested. Only five of the sentences (shown with a
*) were used in the pilot study. The ten sentences were :

1. *His father gave him a serious for damaging his car and he
was banned from driving for two years as a punishment. He should
have beaten him as well, (reprimande)

2. The journalist's on the war was too emotional and all the
people who listened to it agreed that there was a lot of bias in his
comments, (reportage)

3. Many families are suffering from poverty and homelessness.
(desavantages)

4. The former of this room left without paying the rent. The
owner of the house did not appreciate such a conduct, (occupant)

271



Appendix C

5. There was a of young people in the competition because
three quarters of the participants were less than 25 years old.
(predominance)

6. *His rudeness is as he is rather deaf, (excusable)
7. The poison gradually in his system, (se diffuser)
8. The Pope their wedding after it was found out that the couple
and their children had not been baptised, (annuler)

9. *1 am really sorry that you did not get my invitation. It was my
(faute)

10. The river burst its banks and the fields were The damage
was far too great indeed, (inonder)
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APPENDIX D

Experiment 2 : Lexico-Semantic Acceptability Judgment Test

Using a scale of 5 points, indicate the degree to which you accept the
underlined words as appropriately used. Along the scale point 5 means
completely acceptable, 1 means completely unacceptable and 4, 3, and 2 are
intermediate points. Give your answer by putting a cross in only one of the
five boxes.

1 My brother is a veterinary. He is a doctor for animals.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

2 The Allies demanded that Iraq accept all the 12 UN resolutions.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

3 If you ignore my advice, you will regret it later on.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

4 The Finance Minister remarked that the country's economy was in
recession.

5[ ] 4[ ] 3[ ] 2[ ] 1[ ]
5 He has just attained the age of twenty.

5[ ] 4[ ] 3[ ] 2[ ] 1[ ]
6 His fiancee attended him all through his illness.

5[ ] 4[ ] 3[ ] 2[ ] 1[ ]
7 The termination of hostilities in the Gulf War was awaited by many

people all over the world.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

8 The army commander was devastated by the news that 50 of his soldiers
had been killed by friendly fire.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

9 Mr Major succeeded Mrs Thatcher as the Prime Minister of the U.K.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

10 The referee cautioned the player three times before he sent him off.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

11 Who administrates your financial affairs?
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

12 Prime Minister Major saluted the courage and conduct of the British
troops during the Gulf War.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

13 President Bush commended the US forces for their brilliant victory.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

14 If you got too fatigued, your heart would get worse.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

15 Which ground is the venue for the next football match?
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

16 The club members have nominated a new president.
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5[ ] 4[ ] 3[ ] 2[ ] 1[ ]
17 She was very sympathetic when I failed my exam.

5[ ] 4[ ] 3[ ] 2[ ] 1[ ]
18 His father gave him a serious reprimand for damaging his car.

5[ ] 4[ ] 3[ ] 2[ ] 1[ )
19 You will not ameliorate the situation by giving a long explanation.

5[ ] 4[ ] 3[ ] 2[ ] 1[ ]
20 His behaviour is inexcusable.

5[ ] 4[ ] 3[ ] 2[ ] 1[ ]
21 He received a large sum of money as recompense for stealing the

enemy's war plan.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

22 In many countries, leaders are overthrown by their own entourage.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

23 The patient died in the theatre while he was being operated upon.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

24 The British Government expressed its grave concern about the
treatment of POWs (Prisoners Of War) by the Iraqi Government.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

25 The company made large interests from exports.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

26 Children have a lot more liberty now than they used to.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

27 The siege for the United Nations is in New York.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

28 The song will undoubtedly become a massive hit.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

29 The situation necessitated his immediate return.

5[ ] 4[ ] 3[ ] 2[ ] 1[ ]
30 I can aid you in your research by providing you with some data.

5[ ] 4[ ] 3[ ] 2[ ] 1[ ]
31 British people still estimate Mrs Thatcher because she is an outstanding

politician.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

32 She has bought a nice 1992 agenda.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

33 The Iraqi army should depose Saddam Hussein for the good of the
country.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

34 She promenaded her children through the park.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

35 It is difficult to comprehend the behaviour of that man.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

36 I am persuaded that multiparty systems do not necessarily mean
democracy.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

37 Much of the government's revenue comes from exports.
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5[ ] 4[ ] 3[ ] 2[ ] 1[ ]
38 He is such an authoritative father that no child can object to his

decisions.

5[ ] 4[ ] 3[ ] 2[ ] 1[ ]
39 His lecture comprehended several aspects of the topic.

5[ ] 4[ ] 3[ ] 2[ ] 1[ ]
40 Although this medicine does not cure the illness, it alleges the pain.

5[ ] 4[ ] 3[ ] 2[ ] 1[ ]
41 The assassin of Gandhi is still unknown.

5[ ] 4[ ] 3[ ] 2[ ] 1[ ]
42 The President pardoned all the political prisoners.

5[ ] 4[ ] 3[ ] 2[ ] 1[ ]
43 The function was attended by many dignitaries.
5[] 4[ ] 3[ ] 2[ ] 1[ ]

44 Multiparty system is an important actuality in African politics today.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

45 Large lorries are a menace on narrow roads.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

46 He became the child's guardian when her parents were killed in a car
crash.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

47 The customs officer was found guilty of concussion.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

48 Iraqi demonstrators were chanting slogans against President Bush.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

49 The doctor administered the drugs to that patient.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

50 The problem he is faced with is formidable.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

In addition to these fifty sentences used in the main study, twelve others
were used in the preliminary, pre-pilot, and pilot studies and dropped
before the main study because the data they yielded were not in accordance
with the hypotheses being tested. Only ten of the sentences (shown with a
*) were used in the pilot study. The ten sentences were :

1. *We still have to design who should be our class representative.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

2. Everyone agrees that her behaviour is exemplary.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

3. *His research contributed to the advancement of chemistry.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

4. *The government has redoubled its effort to improve health services.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

5. *The unnecessary prolongation of his holiday cost him his job.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

6. *We are having some reparations done in the house.
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5[ ] 4[ ] 3[ ] 2[ ] 1[ ]
7. *His father is enjoying his retirement at the age of 70.

5[ ] 4[ ] 3[ ] 2[ ] 1[ ]
8. In the rainy season the village is not approachable by road.

5[ ] 4[ ] 3[ ] 2[ ] 1[ ]
9. "'Now that he knows who poisoned his father, he has sworn that he
must seek vengeance by all possible means.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

10. *She looked very presentable in her new clothes when she visited her
parents-in-law.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

11. The president had to cancel all his engagements because his doctors
had advised him to take a two weeks' rest.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]

12. The airline apologised for any inconvenience that the rescheduling of
its flights might have caused to its customers.
5[ ] 4[ ] 3[ ] 2[ ] 1[ ]
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APPENDIX E

Experiment 3 : Multiple Choice Task

Choose the correct answer among the four provided. Only one is correct.
Just circle the letter a, b, c, d which precedes the answer of your choice.

1 We shall resume the meeting after lunch. Resume means:
a summarise
b synthesise
c conclude
d begin again

2 What is the of your car?
a make
b mark
c type
d fabrication

3 He sold his car at a great
a benefit
b interest
c profit
d advantage

4 She is a confident girl. Confident means:
a she keeps secrets when she is told them
b she is responsible
c she is sure of herself
d she is discreet

5 Many employees are leaving the company because the manager abuses
them. Abuse means:

a exploit
b overuse

c insult
d underpay

6 My uncle has been living in France for ten years and will eventually
return home next week. Eventually means:

a possibly
b finally
c probably
d doubtfully

7 A is a person who advocates and imposes discipline
a disciplinarian
b disciplinary
c disciplinant
d surveillant

8 The two drivers are having an argument about who caused the accident.
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Argument means:
a discussion
b fight
c investigation
d quarrel

9 Cannibalisation means

a killing people
b anthropophagy
c savage and inhuman cruelty
d none of these

10 A compositor is a person who
a is involved in academic writing
b writes pieces of music
c writes poetry
d puts together type for printing

11 She is actually working in the President's office. Actually means:
a nowadays
c really
b at present
d now

12 He is having an affair with his secretary. Affair means:
a misunderstanding
b quarrel
c sexual relationship
d business

13 The teacher of Physical Education and Sports was trying to
the student who had almost drowned during a swimming lesson.

a get
b recover

c resuscitate
d reanimate

14 A group of five women talked about labour pains on TV.
Labour means:

a childbirth
b their hard work as housewives
c women's exploitation by men
d manual work

15 We have a terrific headmaster. He is a man of principle and does not
tolerate any nonsense. Terrific means:

a wonderful
b authoritative
c scaring
d terrifying

In addition to these fifteen questions used in the main study, three others
were used in the preliminary and pre-pilot studies and dropped before the
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main study because the data they yielded were not in accordance with the
hypotheses being tested. The three questions were :

1. A mentor is a person who
a gives advice
b tells lies
c is untrustworthy
d misleads others

2. It is a serious offense to drive without a driving
a permission
b licence
c authorisation
d permit

3. Annulation relates to

a cancelling
b ring
c invalidating
d terminating
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APPENDIX F

Experiment 4 : Word Association Ranking Task

In a word association task a group of students were given a list of English
words and asked to write down for each word the first word that came to

their mind, that is, the first word that they associated with each one in the
list. Your task is to rank the four answers which were selected as the most

frequent among the ones which were given by the students. To do so, write
1 for your first choice, that is, the first word you associate with the one
given in the list, 2 for your second choice, 3 for your third choice, and 4 for
your last choice in the [ ] provided under each word.

1 franchise : sincerity vote honesty rights
[ ] [ ] [ 1 [ ]

2 trespass: die sin illegal accident

[ ] [ ] [ 1 [ ]
3 doze : sleep medicine quantity short

[ ] [ ] [ ] [ ]
4 tutor : stepfather university child lecturer

[ ] [ ] [ ] [ ]
5 fabric : cloth automobile fibres industry

[ ] [ ] [ ] [ ]
6 concurrence : competition simultaneity rivalry together

[ ] [ 1 [ ] [ ]
7 entrainment : sporting train (n) practice transport

[ ] [ ] [ ] [ ]
8 engross : attention pregnant absorb baby

[ ] [ ] [ ] [ ]
9 genial : genius pleasant friendly skillful

[ 1 [ ] [ ] [ ]
10 reconnaissance : gratitude war thankful land

[ ] [ ] [ ] [ ]
11 directory : managerial address telephone director

[ ] [ ] [ ] [ ]
12 truckage : magician lorry skillful transport

[ ] [ ] [ ] [ ]
13 stationery : writing movement immobile pupil

[ ] [ ] [ ] [ ]
14 solicitor : lawyer applicant request adviser

[ ] [ ] [ ] [ 1
15 industrious : pollution hard-working machinery diligent

[ ] [ ] [ ] [ ]
16 remit : pay return goods borrow
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[ ] [ ] [ ] [ ]
17 refuse (n) : reject rubbish accept useless

[ ] [ 1 [ ] [ ]
18 convene (v) : appropriate convenient committee meeting

[ ] [ ] [ ] [ ]
19 deputy : parliament assistant legislative help

[ ] [ ] [ ] [ ]
20 spirits : superstition strong haunted alcohol

[ ] [ ] [ ] [ ]
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APPENDIX G

List of Courses Taught in the Department of English Language
and Literature

First Year

(i) Courses taught in English or speciality courses

1. General linguistics
2. Listening Comprehension and Oral Expression
3. Written Expression
4. Initiation to Research
5. Reading Comprehension and Building up
Vocabulary

6. Introduction to Literary Genres and
British Authors

7. Structural Exercises (English Grammar)
8. Introduction to African Linguistics

(ii) Courses taught in French or general courses

1. General Psychology
2. Introduction to Burundian Literature
3. Traditional African Literature
4. Initiation to Philosophy
5. Elements of Historical Criticism
6. Civics
7. Traditional African Societies and Cultures

75 hours
90 hours
60 hours
30 hours

60 hours

90 hours
45 hours
30 hours

60 hours
30 hours
30 hours
30 hours
15 hours
30 hours
30 hours

(iii) Optional Courses (each student must take one)

1. Arabic
2. Kiswahili
3. Comparative Religion
4. General Sociology

Second Year

45 hours
45 hours
45 hours
45 hours

(i) Courses taught in English or speciality courses

1. Practical phonetics
2. Written Expression
3. Listening Comprehension and Oral Expression
4. British Literature

45 hours
45 hours
90 hours
60 hours
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5. American Literature
6. African Literature in English
7. Descriptive Grammar

(ii) Courses taught in French or general courses

1. African History
2. Modern and Contemporary History
3. Cultural Anthropology of Burundi*

(iii) Optional Courses (each student must take one)

1. Kiswahili
2. Political Economics
3. Russian
4. Arabic

60 hours
60 hours
90 hours

45 hours
45 hours
45 hours

45 hours
45 hours
45 hours
45 hours

Third Year

All courses are taught in English

1. English Phonetics and Phonology
2. English Syntax
3. Composition and Style
4. Advanced Study of British and American
Authors

5. Advanced Study of African Authors
6. Selected Topics in Linguistics I
7. Translation
8. Literary Criticism
9. Evolution of the English Language
10. Semantics
11. Comparative Literature
12. Listening Comprehension and Oral Expression
13. General Methodology
14. Infant and Adolescent Psychology
15. Research Methodology
16. Civics

45 hours
60 hours
75 hours

60 hours
60 hours
45 hours
45 hours
30 hours
30 hours
45 hours
45 hours
30 hours
30 hours
30 hours
30 hours
30 hours

Fourth Year

All courses are taught in English

1. Selected Topics in Linguistics II 45 hours

*

This course is taught in Kirundi but its introductory lectures are given in
French. This is perhaps because the manual followed is written in Kirundi.
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2. Psycholinguistics
3. Advanced Study of American and
British Authors

4. Afro-American Authors
5. English Methodology
6. Listening Comprehension and Oral Expression
7. Comparative Literature
8. Stylistics
9. Seminars
10. Teaching Practice (counts for 40% of

the overall assessment)
11. Dissertation (counts for 40% of the

overall assessment)

30 hours

60 hours
60 hours
45 hours
30 hours
30 hours
30 hours
30 hours

30 hours
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APPENDIX H

EXPERIMENT 1 : FREQUENCY OF EACH WORD GIVEN IN THE
RESPONSES EXPRESSED AS A PERCENTAGE BY
YEAR

year 1 year 2 year 3 Year 4

VI V2 VI V2 VI V2 VI V2

1 misunderstanding 60.0 14.0 50.0 7.1 36.0 8.0 21.7 4.3

disagreement 16.0
break 14.0 64.0 25.0 42.9 36.0 40.0 34.8 34.8

split 6.0 3.6 14.3 8.0 8.7

rupture+ 4.0 6.0 14.3 35.7 20.0 36.0 39.1 47.8
others (cut, clash) 6.0 10.0 7.1 8.0 8.0 4.3 4.3

2 spying 80.0 78.0 71.4 71.4 56.0 48.0 43.5 43.5

espionages- 10.0 16.0 21.4 28.6 40.0 44.0 56.5 56.5
others (lying, 10.0 6.0 7.1 4.0 8.0

betrayal)

3 greed-iness 76.0 82.0 46.4 50.0 32.0 32.0 30.4 30.4
behaviour 2.0 10.7 4.0

over-eating 10.0 10.0 3.6 16.0 8.0 4.3
selfishness 6.0 4.0 3.6 7.1 4.0

gluttony+ 2.0 14.3 14.3 24.0 28.0 26.1 26.1

gourmandise+ 2.0 2.0 17.9 25.0 20.0 28.0 34.8 43.5
others (queerness) 4.0 3.6 3.6 4.0 4.3

4 left 46.0 12.0 32.1 21.4 28.0 24.0 26.1 13.0

stopped 36.0 66.0 32.1 42.9 28.0 32.0 21.7 21.7

interrupteds- 10.0 20.0 28.6 35.7 40.0 44.0 52.1 56.5
others (gave up) 8.0 2.0 7.1 4.0 8.7

5 loan 80.0 82.0 60.7 64.3 60.0 60.0 43.5 56.5
credits- 18.0 18.0 32.1 32.1 40.0 40.0 56.5 43.5
others (lending) 2.0 7.1 3.6

6 way 74.0 70.0 67.9 64.3 52.0 52.0 43.5 43.5

road 12.0 12.0 10.7 10.7 8.0 8.0 4.3 4.3

street 4.0 8.0 3.6
route+ 10.0 10.0 21.4 21.4 40.0 40.0 52.2 52.2

7 beginning 92.0 96.0 78.6 89.3 72.0 80.0 65.2 73.9
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opening
start

commencement+

8 killed
murdered
shot
assassinated+

9 freed
released
liberated
others (blessed)

10 experiments
experiences+

11 put
kept
deposited+
saved+
others (sent)

12 tiredness

fatigue+
others (thirst)

13 deposit
caution+

warranty
others (sureness)

14 physicists
physists*
physicians+
scientists
others (scholars)

15 disturbed

damaged
deranged+
troubled+
others (unsettled)

16 involved

implicated+
included+

4.0 2.0
4.0 2.0

62.0 66.0
16.0 16.0
12.0 8.0
10.0 10.0

62.0 62.0
8.0 10.0
24.0 22.0
6.0 6.0

28.0 34.0
72.0 66.0

68.0 72.0
10.0 12.0

6.0
16.0 10.0
6.0

64.0 66.0
30.0 34.0
6.0

6.0 8.0
84.0 82.0

10.0 10.0

6.0 8.0

82.0 90.0
10.0 2.0
2.0

70.0 72.0
10.0

6.0
20.0 16.0

6.0

72.0 74.0
14.0 14.0
6.0 6.0

7.1
7.1
7.1 10.7

50.0 42.9
17.9 28.6
7.1

25.0 28.6

39.3 46.4
21.4 14.3
35.7 35.7
3.6 3.6

53.6 60.7
46.4 39.3

53.6 53.6
42.9 46.4
3.6

17.9 21.4
60.7 71.4
10.7 7.1
10.7

21.4 25.0
3.6 7.1
64.3 64.3
3.6 3.6
7.1

50.0 50.0
25.0 28.6
25.0 21.4

8.0 4.0
8.0 4.0
12.0 12.0

32.0 32.0
28.0 28.0
8.0 4.0

32.0 36.0

24.0 28.0
20.0 60.0
56.0 60.0

72.0 72.0
28.0 28.0

32.0 32.0
68.0 68.0

32.0 32.0
48.0 56.0
16.0 12.0
4.0

40.0 40.0
16.0 16.0
40.0 44.0
4.0

40.0 40.0
48.0 48.0
12.0 12.0

13.0 8.7
4.3
17.4 17.4

26.1 26.1
26.1 26.1
4.3
43.5 47.8

34.8 34.8

65.2 65.2

87.0 91.1
13.0 8.7

26.1 26.1
73.9 73.9

43.5 47.8
52.1 47.8
4.3 4.3

56.5 56.5
8.7 13.0
17.4 21.7
17.4 8.7

26.1 26.1
73.9 73.9

53.6 50.0 28.0 28.0 17.4
7.1 3.6 8.0 12.0 8.7
10.7 25.0 32.0 32.0 39.1
17.9 17.9 24.0 24.0 30.4
10.7 3.6 8.0 4.0 4.3

30.4
4.3
39.1
26.1

50.0 39.3 32.0 32.0 17.4
7.1 14.3 12.0 12.0 17.4
10.7 10.7 20.0 20.0 26.1
32.1 32.1 36.0 36.0 34.8

3.6 4.3

13.0
13.0
34.8
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others (showed) 8.0 6.0

17 goods 76.0 80.0 50.0 53.6 44.0 40.0 34.8 34.8

things 6.0 7.1 7.1
items 4.0 10.7 3.6

products+ 10.0 10.0 17.9 21.4 20.0 20.0 21.7 21.7
merchandises+ 4.0 10.0 14.3 14.3 36.0 40.0 43.5 43.5

18 give back 64.0 68.0 57.1 50.0 44.0 40.0 30.4 30.4

pay back 14.0 14.0 10.7 17.9 20.0 24.0 13.0 13.0
return+ 10.0 10.0 14.3 21.4 20.0 16.0 17.4 17.4

reimburse+ 4.0 4.0 7.1 10.7 16.0 20.0 39.1 39.1
others (bring) 8.0 4.0 10.7

19 deeply 84.0 94.0 71.4 71.4 56.0 60.0 30.4 30.4
sound 8.0 2.0

profoundly+ 8.0 4.0 28.6 28.6 44.0 40.0 69.6 69.6

20 car 96.0 94.0 82.1 82.1 68.0 72.0 43.5 43.5
vehicle+ 4.0 6.0 17.9 17.9 32.0 28.0 56.5 56.5

21 carelessness 80.0 82.0 50.0 53.6 48.0 48.0 34.8 30.4

negligence+ 8.0 10.0 35.7 35.7 40.0 40.0 60.9 60.9

neglect+ 4.0 2.0 14.3 10.7 12.0 12.0 4.3 8.7
others (betrayal, 8.0 6.0

wrongdoing)

22 begins 80.0 88.0 39.3 42.9 40.0 40.0 47.8 47.8
starts 20.0 12.0 46.4 42.9 44.0 44.0 21.7 21.7
commences+ 14.3 14.3 16.0 16.0 30.4 30.4

23 left 70.0 72.0 60.7 57.1 48.0 40.0 21.7 26.1

gave up 6.0 12.0 3.6 10.7 8.0 12.0 4.3 8.7
abandoned+ 16.0 14.0 32.1 32.1 44.0 44.0 69.6 65.2
others (forsook) 8.0 2.0 3.6 4.0 4.3

24 team 88.0 88.0 82.1 82.1 80.0 76.0 73.9 73.9
club 6.0 6.0 3.6 3.6 4.0 4.0 4.3 4.3
formation+ 6.0 6.0 14.3 14.3 16.0 20.0 21.7 21.7

25 end 70.0 88.0 53.6 75.0 48.0 64.0 47.8 47.8

begin/start 22.0 14.3 12.0
finish+ 8.0 12.0 21.4 14.3 24.0 20.0 30.4 30.4
terminate+ 10.7 10.7 16.0 16.0 21.7 21.7

26 withdrew 48.0 54.0 25.0 25.0 20.0 20.0 17.4 13.0

gave up 28.0 22.0 10.7 8.0 4.0 4.3
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surrendered+

capitulated+
others (lost)

27 introduce
show

present+
others (display)

28 take
use

have

occupy+
others (fill)

29 bring
give
hand

pass+

30 explain
explicate+
others

14.0 14.0
8.0 8.0
2.0 2.0

26.0 20.0
8.0 2.0

58.0 76.0
8.0 2.0

42.0 44.0
20.0 20.0
18.0 16.0
16.0 18.0
4.0 2.0

34.0 32.0
42.0 48.0
8.0 6.0
16.0 14.0

92.0 100.0

8.0

39.3 32.1
25.0 28.6
10.7 3.6

53.6 57.1

35.7 42.9
10.7

32.1 32.1
17.9 17.9
10.7 7.1
32.1 42.9
7.1

7.1 12.0
25.0 14.3
3.6 7.1
64.3 78.6

85.7 85.7
10.7 14.3
3.6

40.0 36.0
28.0 36.0
4.0 4.0

76.0 76.0

20.0 24.0
4.0

32.0 36.0
4.0 4.0
16.0 8.0
48.0 52.0

4.0
20.0 28.0

68.0 68.0

76.0 80.0
20.0 20.0
4.0

43.5 43.5
34.8 39.1

4.3

82.6 87.0

17.4 13.0

21.7 21.7
8.7 8.7
8.7 8.7
56.5 60.9
4.3

8.7
13.0 26.1

78.3 73.9

78.3 78.3
21.7 21.7
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APPENDIX I

CHI SQUARE TESTS ON NON-COGNATE AND COGNATE WORDS ELICITED
BY EXPERIMENT 1 VERSION 1

Row 1 = Non-cognate words
Row 2 = Cognate words
Col 1 = Year 1, Col 2 = Year 2, Col 3 = Year 3,
Col 4 = Year 4

ITEM 1 : RUPTURE

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 48 24 20 14 106
42 .06 23 . 56 21.03 19 .35

Row 2 2 4 5 9 20
7 . 94 4 .44 3 . 97 3 . 65

Total 50 28 25 23 126

ChiSq = 0 . 84 + 0.01 + 0 . 05 + 1.48 +

4 . 44 + 0.04 + 0.27 + 7.84 = 14.9666
df = 3

ITEM 2 : ESPIONAGE

Expected counts are printed below observed count;

Col 1 Col 2 Col 3 Col 4 Total

Row 1 45 22 15 10 92
36.51 20.44 18.25 16.79

Row 2 5 6 10 13 34
13 .49 7.56 6.75 6.21

Total 50 28 25 23 126

ChiSq = 1.98 + 0.12 + 0 . 58 + 2 .75 +

5.35 + 0.32 + 1. 57 + 7 .44 = 20 . 0934
df = 3

ITEM 3 : GLUTTONY/GOURMANDISE

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 49 19 14 9 91
36.11 20.22 18.06 16.61



Row 2 1 9 11 14 35
13.89 7.78 6.94 6.39

Total 50 28 25 23 126

ChiSq = 4.60 + 0.07 + 0.91 + 3.49 +
11.96 + 0.19 + 2.37 + 9.07 = 32.6611

df = 3

ITEM 4 :INTERRUPTED

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 45 20 13 11 89
35.32 19.78 17.66 16.25

Row 2 5 8 12 12 37
14.68 8.22 7.34 6.75

Total 50 28 25 23 126

ChiSq = 2.65 + 0.00 + 1.23 + 1.69 +
6.39 + 0.01 + 2.96 + 4.07 = 19.0025

df = 3

ITEM 5 : CREDIT

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 41 19 15 10 85
34.73 18.83 16.87 15.52

Row 2 9 9 10 13 41
16.27 9.11 8.13 7.48

Total 50 28 25 23 126

ChiSq = 1.57 + 0.00 + 0.21 + 1.96 +
3.25 + 0.00 + 0.43 + 4.07 = 11.4772

df = 3

ITEM 6 : ROUTE

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 45 22 15 11 93
36.90 20.67 18.45 16.98

Row 2 5 6 10 12 33
13.10 7.33 6.55 6.02
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Total 50 28 25 23 126

ChiSq = 1.78 + 0.09 + 0.65 + 2.10 +
5.00 + 0.24 + 1.82 + 5.93 = 17.6075

df = 3

ITEM 7 : COMMENCEMENT

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 50 26 22 19 117
46.43 26.00 23.21 21.36

Row202349
3.57 2.00 1.79 1.64

Total 50 28 25 23 126

ChiSq = 0.27 + 0.00 + 0.06 + 0.26 +
3.57 + 0.00 + 0.83 + 3.38 = 8.3775

df = 3

ITEM 8 : ASSASSINATED

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 45 21 17 13 96
38.10 21.33 19.05 17.52

Row 2 5 7 8 10 3 0
11.90 6.67 5.95 5.48

Total 50 28 25 23 126

ChiSq = 1.25 + 0.01 + 0.22 + 1.17 +
4.00 + 0.02 + 0.70 + 3.74 = 11.1075

df = 3

ITEM 9 : LIBERATED

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 38 18 11 8 75
29 .76 16 . 67 14 . 88 13 . 69

Row 2 12 10 14 15 51
20.24 11.33 10 .12 9.31

Total 50 28 25 23 126
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ChiSq = 2.28 + 0.11 + 1.01 + 2.37 +
3.35 + 0.16 + 1.49 + 3.48 = 14.2414

df = 3

ITEM 10 : EXPERIENCE

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 14 15 18 20 67
26.59 14.89 13.29 12.23

Row 2 36 13 7 3 59
23.41 13.11 11.71 10.77

Total 50 28 25 23 126

ChiSq = 5.96 + 0.00 + 1.67 + 4.94 +
6.77 + 0.00 + 1.89 + 5.61 = 26.8283

df = 3

ITEM 11 : DEPOSITED/SAVED

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 42 20 11 7 80
31.75 17.78 15.87 14.60

Row 2 8 8 14 16 46
18.25 10.22 9.13 8.40

Total 50 28 25 23 126

ChiSq = 3.31 + 0.28 + 1.50 + 3.96 +
5.76 + 0.48 + 2.60 + 6.88 = 24.7739

df = 3

ITEM12 : FATIGUE

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 35 16 8 6 65
25.79 14.44 12.90 11.87

Row 2 15 12 17 17 61
24.21 13.56 12.10 11.13

Total 50 28 25 23 126

ChiSq = 3.29 + 0.17 + 1.86 + 2.90 +
3.50 + 0.18 + 1.98 + 3.09 = 16.9624

df = 3
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ITEM 13 : CAUTION

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 8 11 13 11 43
17 . 06 9.56 8.53 7.85

Row 2 42 17 12 12 83

32 .94 18.44 16 . 47 15.15

Total 50 28 25 23 126

ChiSq = 4.81 + 0.22 + 2 .34 + 1.26 +

2 .49 + 0 .11 + 1.21 + 0.66 = 13.1122

df = 3

ITEM 14 : PHYSICIANS

Expected counts are printed below observed count

Col 1 Col 2 Col 3 Col 4 Total

Row 1 9 10 15 19 53

21.03 11.78 10.52 9 . 67

Row 2 41 18 10 4 73

28.97 16.22 14.48 13.33

Total 50 28 25 23 126

ChiSq = 6.88 + 0.27 + 1.91 + 8 . 99 +

5 . 00 + 0 .19 + 1.39 + 6.53 = 31.1588

df = 3

ITEM 15 : DERANDED/TROUBLED

Expected counts are printed below observed counts
Col 4 TotalCol 1 Col 2 Col 3

Row 1 40 16
30.16 16.89

11
15 . 08

Row 2 10 12
19.84 11.11

14
9.92

Total 50 28 25

ChiSq = 3.21 + 0.05
4.88+ 0.07

+ 1.10
+ 1.68

9
13 . 87

14
9.13

23

76

50

126

df = 3
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ITEM 16 : IMPLICATED/INCLUDED

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1

Row 2

Total

ChiSq =

df = 3

ITEM 17

40
27.78

10
22 .22

50

14
15.56

14
12 .44

28

10
13 . 89

15
11.11

25

12 .78

17
10.22

23

70

56

126

5.38 + 0.16 + 1.09 + 3.60 +

6.72 + 0.19 + 1.36 + 4.49 = 22.9891

MERCHANDISE/PRODUCTS

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1

Row 2

Total

43
32 .14

7
17 . 86

50

19
18 . 00

9
10.00

28

11
16.07

14
8.93

25

14.79

15
8.21

23

81

45

126

ChiSq = 3.67 + 0.06 + 1.60 + 3.11 +
6.60 + 0.10 + 2.88 + 5.61 = 23.6247

df = 3

ITEM 18 : REIMBURSE/RETURN

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1

Row 2

Total

ChiSq :

df = 3

43 22 16 10 91
36.11 20.22 18 . 06 16.61

7 6 9 13 35
13 .89 7.78 6.94 6.39

50 28 25 23 126

1.31 + 0.16 + 0.23 + 2.63 +

3.42 + 0.41 + 0.61 + 6.84 = 15.6084
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ITEM 19 : PROFOUNDLY

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 46
34 . 52

20
19.33

14
17 .26

7
15 . 88

87

Row 2 4
15.48

8
8.67

11
7.74

16
7.12

39

Total 50 28 25 23 126

ChiSq = 3.81 +

8.51 +

0.02 +

0.05 +

0.62 +

1.38 +

4.97 +

11.08 = 30.4359
df = 3

ITEM 20 : VEHICLE

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 48 23 17 10 98
38.89 21.78 19.44 17.89

Row 2 2 5 8 13 28
11.11 6.22 5.56 5.11

Total 50 28 25 23 126

ChiSq = 2.13 + 0.07 + 0.31 + 3.48 +
7.47 + 0.24 + 1.08 + 12.18 = 26.9525

df = 3

ITEM 21 : NEGIGENCE/NEGLECT

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 44 14 12 8 78
30.95 17.33 15.48 14.24

Row 2 6 14 13 15 48
19.05 10.67 9.52 8.76

Total 50 28 25 23 126

ChiSq = 5.50 + 0.64 + 0.78 + 2.73 +
8.94 + 1.04 + 1.27 + 4.44 = 25.3443

df = 3
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ITEM 22 : COMMENCES

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1

Row 2

Total

50
44.05

0
5 .95

50

24
24 . 67

4
3 .33

28

21
22 . 02

2 .98

25

16
20.26

7
2 . 74

23

111

15

126

ChiSq = 0.80 + 0.02 + 0.05 + 0.90 +
5.95 + 0.13 + 0.35 + 6.63 = 14.8381

df = 3

ITEM 23 : ABANDONED

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 42 19 14 7 82
32 . 54 18.22 16.27 14.97

Row 2 8 9 11 16 44
17 .46 9.78 8.73 8.03

Total 50 28 25 23 126

ChiSq = 2.75 + 0.03 + 0.32 + 4.24 +

5.13 + 0.06 + 0.59 + 7.91 = 21. 0252
df = 3

ITEM 24 : FORMATION

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 47
43 . 65

24 21
24.44 21.83

18
20 . 08

110

Row 2 3
6.35

4 4
3.56 3.17

5
2 . 92

16

Total 50 28 25 23 126

ChiSq = 0.26
1. 77

+ 0.01 + 0.03
+ 0.06 + 0.21

+ 0.22 +

+ 1.48 = 4.0289
df = 3
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ITEM 25 : FINISH/TERMINATE

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 46 19
36.11 20.22

15 11
18.06 16.61

91

Row 2 4 9
13.89 7.78

10 12
6.94 6.39

35

Total 50 28 25 23 126

ChiSq = 2.36 + 0.07 +

7.04 + 0.19 +

0.52 + 1.90 +

1.34 + 4.93 = 18.699
df = 3

ITEM 26 : SURRENDERED/CAPITULATED

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 39 10 8 5 62
24.60 13.78 12.30 11.32

Row 2 11 18 17 18 64
25.40 14.22 12.70 11.68

Total 50 28 25 23 126

ChiSq = 8.42 + 1.04 + 1.50 + 3.53 +
8.16 + 1.00 + 1.46 + 3.42 = 28.5290

df = 3

ITEM 27 : PRESENT

Expected counts are printed below observed counts

Total

78

48

Col 1 Col 2 Col 3 Col 4

Row 1 21 18 20 19
30.95 17 .33 15 .48 14.24

Row 2 29 10 5 4
19 . 05 10 . 67 9.52 8.76

Total 50 28 25 23

ChiSq = 3.20 + 0 . 03 + 1.32 + 1.59
5.20 + 0.04 + 2.15 + 3.59

126

df = 3
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ITEM 28 : OCCUPY

Expected counts are printed below observed counts

Total

84

42

126

Col 1 Col 2 Col 3 Col 4

Row 1 42 19 13 10
33.33 18 . 67 16. 67 15.33

Row 2 8 9 12 13
16. 67 9 .33 8.33 7 . 67

Total 50 28 25 23

ChiSq = 2.25 + 0.01 + 0 . 81 + 1.86
4 . 51 + 0.01 + 1.61 + 3.71

df = 3

ITEM 29 : PASS

Expected counts are printed below obs<

Col 1 Col 2 Col 3 Col 4

Row 1 42 10 8 5
25.79 14.44 12 . 90 11.87

Row 2 8 18 17 18
24.21 13 . 56 12 .10 11.13

Total 50 28 25 23

ChiSq = 10.18 + 1.37 + 1.86 + 3.97
10.85 + 1.46 + 1.98 + 4.23

Total

65

61

126

df = 3

ITEM 30 : EXPLICATE

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 50 25
44.84 25.11

20 18
22.42 20.63

113

Row 2 0 3
5.16 2.89

5 5
2.58 2.37

13

Total 50 28 25 23 126

ChiSq = 0.59 + 0.00 +

5.16 + 0.00 +

0.26 + 0.33 +

2.27 + 2.91 = 11.5327
df = 3
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CHI SQUARE TESTS ON NON-COGNATE AND COGNATE WORDS ELICITED
BY EXPERIMENT 1 VERSION 2

Row 1 = Non-cognate words
Row 2 = Cognate words
Col 1 = Year 1, Col 2 = Year 2, Col 3 = Year 3,
Col 4 = Year 4

ITEM 1 : RUPTURE

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 47 18 16 12 93
36.90 20.67 18 . 45 16 .98

Row 2 3 10 9 11 33
13 .10 7 .33 6.55 6.02

Total 50 28 25 23 126

ChiSq = 2 .76 + 0.34+ 0.33 + 1.46 +

7 .78 + 0.97 + 0.92 + 4 .11 = 18.6717
df = 3

ITEM 2 : ESPIONAGE

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 42
34 . 52

20
19.33

14 11
17.26 15.88

87

Row 2 8
15.48

8
8 . 67

11 12
7.74 7.12

39

Total 50 28 25 23 126

ChiSq = 1.62 +

3.61 +

0.02 +

0.05 +

0.62 + 1.50 +

1.38 + 3.35 = 12.142
df = 3

ITEM 3 : GLUTTONY/GOURMANDISE

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 48 17 11 7 83
32.42 18.16 16.21 16.21
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Row 2 2 11 14 16 45
17.58 9.84 8.79 8.79

Total 50 28 25 23 126

ChiSq = 7.49 + 0.07 + 1.68 + 5.23 +
13.81 + 0.14 + 3.09 + 9.65 = 41.1513

df = 3

ITEM 4 : INTERRUPTED

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 40 18 14 11 83
32.94 18.44 16.47 15.15

Row 2 10 10 11 12 43
17.06 9.56 8.53 7.85

Total 50 28 25 23 126

ChiSq = 1.51 + 0.01 + 0.37 + 1.14 +
2.92 + 0.02 + 0.71 + 2.20 = 8.8864

df = 3

ITEM 5 : CREDIT

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 41 19 15 13 88
34.11 19.10 19.10 15.69

Row 2 9 9 10 10 41
15.89 8.90 8.90 7.31

Total 50 28 25 23 126

ChiSq = 1.39 + 0.00 + 0.88 + 0.46 +
2.99 + 0.00 + 1.89 + 0.99 = 8.6036

df = 3

ITEM 6 : ROUTE

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 45 22 15 11 93
36.90 20.67 18.45 16.98

Row 2 5 6 10 12 33
13.10 7.33 6.55 6.02
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Total 50 28 25 23 126

ChiSq = 1.78 + 0.09 + 0.65 + 2.10 +
5.00 + 0.24 + 1.82 + 5.93 = 17.6075

df = 3

ITEM 7 : COMMENCEMENT

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 50 25 22 19 116
46.03 25.78 23.02 21.17

Row 2 0 3 3 4 10
3.97 2.22 1.98 1.83

Total 50 28 25 23 126

ChiSq = 0.34 + 0.02 + 0.04 + 0.22 +
3.97 + 0.27 + 0.52 + 2.59 = 7.9849

df = 3

ITEM 8 : ASSASSINATED

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 45 20 16 12 93
36.90 20.67 18.45 16.98

Row 2 5 8 9 11 33
13.10 7.33 6.55 6.02

Total 50 28 25 23 126

ChiSq = 1.78 + 0.02 + 0.33 + 1.46 +
5.00 + 0.06 + 0.92 + 4.11 = 13.6761

df = 3

ITEM 9 : LIBERATED

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 39 18 10 8 75
29.76 16.67 0b, 00 00 13 . 69

Row 2 11 10 15 15 51
20 . 24 11.33 10 . 12 9.31

Total 50 28 25 23 126
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ChiSq = 2.87 + 0.11 + 1.60 + 2.37 +
4.22 + 0.16 + 2.35 + 3.48 = 17.1468

df = 3

ITEM 10 : EXPERIENCE

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 17 17 16 21 71
28.17 15.78 14 . 09 12 .96

Row 2 33 11 9 2 55
21. 83 12 .22 10.91 O O

Total 50 28 25 23 126

ChiSq = 4.43 + 0.09 + 0.26 + 4 .99 +

5.72 + 0.12 + 0.34 + 6.44 - 22.3907
df = 3

ITEM 11 : DEPOSITED/SAVED

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 42 16 11
30.56 17.11 15.28

8
14.06

77

Row 2 8 12 14
19.44 10.89 9.72

15
8.94

49

Total 50 28 25 23 126

ChiSq = 4.29 + 0.07 + 1.20 +

6.74 + 0.11 + 1.88 +

2.61 +

4.10 = 20 . 9965
df = 3

ITEM 12 : FATIGUE

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 33
24 . 60

15
13 .78

8 6
12.30 11.32

62

Row 2 17
25.40

13
14 .22

17 17
12.70 11.68

64

Total 50 28 25 23 126

ChiSq = 2 . 87
2.78

+ 0.11
+ 0.11

+ 1.50+ 2.50
+ 1.46+ 2.42

+

= 13.7354
df = 3
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ITEM 13 : CAUTION

Expected counts are printed below observed counts

Row 1

Col 1 Col 2 Col 3 Col 4 Total

9
15 .48

8 11
8.67 7.74

11
7 .12

39

41
34.52

20 14
19.33 17.26

12
15.88

87

50 28 25 23 126

2.71 +

1.21 +

0.05 + 1.38
0 . 02 + 0.62

+ 2 .12
+ 0.95

+

= 9.0547

Row 2

Total

df = 3

ITEM 14 : PHYSICIANS

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 5 10 14 18 47
18.65 10.44 9.33 8.58

Row 2 45 18 11 5 79
31.35 17.56 15 . 67 14 . 42

Total 50 28 25 23 126

ChiSq = 9.99 + 0.02 + 2.34 + 10.34 +

5.94 + 0.01 + 1.39 + 6.15 = 36.2016
df = 3

ITEM 15 : DERANGED/TROUBLED

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 39 16 11 6 72
28.57 16.00 14.29 13.14

Row 2 11 12 14 17 54
21.43 12.00 10.71 9.86

Total 50 28 25 23 126

ChiSq = 3.81 + 0.00 + 0.76 + 3.88 +
5.08 + 0.00 + 1.01 + 5.18 = 19.7030

df = 3
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ITEM 16 : IMPLICATED/INCLUDED

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 40 14 10 6 70
27.78 15.56 13.89 12.78

Row 2 10 14 15 17 56
22 .22 12 .44 11.11 10 .22

Total 50 28 25 23 126

ChiSq = 5.38 + 0.16 + 1.09 + 3 . 60 +

6.72 + 0.19 + 1.36 + 4 . 49 = 22.9891
df = 3

ITEM 17 : MERCHANDISE/PRODUCTS

Expected counts are printed below observed count;

Col 1 Col 2 Col 3 Col 4 Total

Row 1 40 18 10 8 76
30 .16 16.89 15.08 13 . 87

Row 2 10 10 15 15 50
19 . 84 11.11 9.92 9.13

Total 50 28 25 23 126

ChiSq = 3.21 + 0 . 07 + 1.71 + 2 . 49 +

4.88 + 0.11 + 2 . 60 + 3 .78 = 18 . 8539
df = 3

ITEM 18 : REIMBURSE/RETURN

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 44 19 16 10 89
35.32 19.78 17.66 16.25

Row 2 6 9 9 13 3 7
14.68 8.22 7.34 6.75

Total 50 28 25 23 126

ChiSq = 2.13 + 0.03 + 0.16 + 2.40 +
5.13 + 0.07 + 0.37 + 5.78 = 16.0814

df = 3
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ITEM 19 : PROFOUNDLY

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 47 20 15 7 89
35.32 19.78 17 . 66 16.25

Row 2 3 8 10 16 37
14 . 68 8 .22 7 . 34 6.75

Total 50 28 25 23 126

ChiSq = 3 . 86 + 0 . 00 + 0.40 + 5.26 +

9.30 + 0 . 01 + 0.96 + 12 . 66 = 32.4514
df = 3

ITEM 20 : VEHICLE

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 47 23 18 10 98
38.89 21.78 19.44 17.89

Row 2 3 5 7 13 2 8
11.11 6.22 5.56 5.11

Total 50 28 25 23 126

ChiSq = 1.69 + 0.07 + 0.11 + 3.48 +
5.92 + 0.24 + 0.38 + 12.18 = 24.0597

df = 3

ITEM 21 : NEGLIGENCE/NEGLECT

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 44 15 12 7 78
30.95 17.33 15.48 14.24

Row 2 6 13 13 16 48
19.05 10.67 9.52 8.76

Total 50 28 25 23 126

ChiSq = 5.50 + 0.31 + 0.78 + 3.68 +
8.94 + 0.51 + 1.27 + 5.98 = 26.9707

df = 3
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ITEM 22 : COMMENCES

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 50 24 21 16 111
44.05 24.67 22.02 20.26

Row 2 0 4 4 7 15
5.95 3.33 2.98 2.74

Total 50 28 25 23 126

ChiSq = 0.80 + 0.02 + 0.05 + 0.90 +
5.95 + 0.13 + 0.35 + 6.63 = 14.8381

df = 3

ITEM 23 : ABANDONED

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 43 19 14 8 84
33.33 18.67 16.67 15.33

Row 2 7 9 11 15 42
16.67 9.33 8.33 7.67

Total 50 28 25 23 126

ChiSq = 2.80 + 0.01 + 0.43 + 3.51 +
5.61 + 0.01 + 0.85 + 7.01 = 20.2296

df = 3

ITEM 24 : FORMATION

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 47 24 20 18 109
43.25 24.22 21.63 19.90

Row 2 3 4 5 5 17
6.75 3.78 3.37 3.10

Total 50 28 25 23 126

ChiSq = 0.32 + 0.00 + 0.12 + 0.18 +
2.08 + 0.01 + 0.78 + 1.16 = 4.6671

df = 3
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ITEM 25 : FINISH/TERMINATE

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 44 21 16
36.51 20.44 18.25

11
16.79

92

Row 2 6 7 9
13.49 7.56 6.75

12
6.21

34

Total 50 28 25 23 126

ChiSq = 1.54 + 0.02 + 0.28 +

4.16 + 0.04 + 0.75 +

2 . 00
5.41

+

= 14.1923
df = 3

ITEM 26 : SURRENDERED/CAPITULATED

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 39 11 7 4 61
24.21 13.56 12.10 11.13

Row 2 11 17 18 19 65
25.79 14.44 12.90 11.87

Total 50 28 25 23 126

ChiSq = 9.04 + 0.48 + 2.15 + 4.57 +
8.48 + 0.45 + 2.02 + 4.29 = 31.4931

df = 3

ITEM 27 : PRESENT

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 12 16 19 20 67
26.59 14.89 13.29 12.23

Row 2 38 12 6 3 59
23.41 13.11 11.71 10.77

Total 50 28 25 23 126

ChiSq = 8.00 + 0.08 + 2.45 + 4.94 +
9.09 + 0.09 + 2.78 + 5.61 = 33.0419

df = 3
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ITEM 28 : OCCUPY

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 41
30.95

16
17 .33

12
15.48

9
14 .24

78

Row 2 9
19.05

12
10.67

13
9 . 52

14
8.76

48

Total 50 28 25 23 126

ChiSq =

df = 3

3.26 +

5.30 +

0 .10
0.17

+

+

0.78
1.27

+

+

1.93
3 .13

+

15.9391

ITEM 29 : PASS

Expected counts are printed below observed coun"

Col 1 Col 2 Col 3 Col 4 Total

Row 1 43
25 . 00

6
14 . 00

8
12 . 50

6
11.50

63

Row 2 7
25.00

22
14.00

17
12 . 50

17
11. 50

63

Total 50 28 25 23 126

ChiSq = 12.96 +

12.96 +

4 . 57
4 . 57

+

+

1. 62
1. 62

+

+

2 . 63
2 . 63

+

43 .5637
df = 3

ITEM 30 : EXPLICATE

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 o
^

LO
-nF

24
24.89

20 18 112
22.22 20.44

Row 2 0
5 . 56

4
3 .11

5 5 14
2.78 2.56

Total 50 28 25 23 126

ChiSq = 0.69 +

5.56 +

0.03 +

0.25 +

0.22 + 0.29 +

1.78 + 2.34 = 11.1661
df = 3

308



Appendix K

APPENDIX K

EXPERIMENT 2 : ONE WAY ANALYSIS OF VARIANCE ON INDIVIDUAL
ITEMS

Acceptability judgement mean ranks by year
Items Year 1 Year 2 Year 3 Year 4 MSE F p value
1. Veterinary 4.28 3.14 3.07 3.09 2.49 5.59 0.010
2. Demanded 2.28 2.42 2.96 3.39 3.26 2.38 0.070
3. Ignore 2.12 2.46 2.60 2.91 2.72 1.34 0.260
4. Remarked 1.80 2.42 2.92 3.04 2.57 4.45 0.005
5. Attained 2.14 2.46 2.76 3.17 2.60 2.38 0.073
6. Attended 1.70 2.25 2.44 2.82 2.67 2.87 0.390
7. Termination 1.82 2.21 2.60 3.00 2.62 3.20 0.026
8. Devastated 1.82 2.25 2.64 3.26 2.45 4.83 0.030
9. Succeeded 1.82 2.25 2.64 3.30 2.47 5.05 0.002
10. Cautioned 1.82 2.25 2.56 2.91 2.53 2.86 0.040
11. Administrates 2.38 2.42 2.76 3.30 2.54 1.99 0.120
12. Saluted 2.28 2.46 2.92 3.52 2.78 3.25 0.024
13. Commended 1.80 1.96 2.64 2.69 2.55 2.60 0.055
14. Fatigued 2.06 2.60 2.64 3.13 2.62 2.50 0.063
15. Venue 1.80 2.14 2.56 2.87 1.85 3.85 0.011
16. Nominated 1.90 2.25 2.56 2.82 2.75 1.95 0.125
17. Sympathetic 1.90 2.12 2.48 2.69 2.89 1.39 0.251
18. Reprimand 2.28 2.39 2.96 3.43 2.78 3.03 0.032
19. Ameliorate 2.18 2.46 2.84 3.47 2.67 3.56 0.016
20. Inexcusable 1.86 2.35 2.68 3.13 2.51 3.81 0.012
21. Recompense 1.86 2.46 2.80 3.43 2.32 6.15 0.001
22. Entourage 1.94 2.39 2.76 3.43 2.92 4.31 0.006
23. Theatre 1.82 2.28 2.44 2.69 2.77 1,75 0.161
24. Grave 1.86 2.28 2.56 3.04 2.53 3.17 0.027
25. Interests 3.48 3.25 2.92 2.34 2.39 2.39 0.072
26. Liberty 2.46 2.35 3.28 3.39 2.68 3.10 0.029
27. Siege 3.50 3.14 3.00 2.60 2.98 1.50 0.218
28. Massive 2.38 2.39 2.56 3.21 2.81 1.46 0.228
29. Necessitated 2.00 2.46 2.88 3.47 2.31 5.47 0.001
30. Aid 1.90 2.21 2.60 3.34 2.71 4.31 0.006
31. Estimate 3.82 3.78 3.28 3.00 2.89 1.61 0.191
32. Agenda 4.76 4.17 3.00 2.69 2.25 13.76 0.000
33. Depose 1.88 2.21 2.88 3.43 2.41 6.18 0.001
34. Promenaded 1.60 1.78 2.56 3.08 2.17 6.60 0.000
35. Comprehend 1 2.04 2.35 2.80 3.13 2.76 2.70 0.049
36. Persuaded 4.26 4.14 3.36 3.21 2.37 3.66 0.014
37. Revenue 2.18 2.46 2.56 3.30 2.60 2.57 0.057
38. Authoritative 4.76 4.14 4.12 3.34 1.74 6.21 0.001
39. Comprehend 2 2.08 1.929 2.60 3.04 2.68 2.64 0.053
40. Alleges 4.24 3.85 3.68 3.26 2.31 2.34 0.076
41. Assassin 1.80 2.32 2.56 3.13 2.65 3.79 0.012
42. Pardoned 1.90 2.28 2.52 3.07 2.38 3.28 0.023
43. Function 2.00 2.32 2.40 2.87 2.12 1.92 0.130
44. Actuality 4.00 3.25 2.92 2.82 2.64 4.03 0.009
45. Menace 1.72 2.46 2.96 3.39 2.47 7.22 0.000
46. Guardian 2.00 2.39 2.56 3.47 2.28 5.08 0.002
47. Concussion 3.98 3.57 3.36 3.26 2.12 1.76 0.156
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48. Chanting 1.90
49. Administered 1.80
50. Formidable 1.60

2.46 2.80 3.47
2.21 2.40 2.69
1.92 2.56 3.087

Appendix K

2.63 5.35 0.002
2.42 2.01 0.117
2.20 6.20 0.001
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APPENDIX L

TUKEY TESTS FOR TRUE AND FALSE COGNATES FOR WHICH THE
ANOVA TEST F RATIO WAS SIGNIFICANT IN EXPERIMENT 2

The comparison is significant at level p = 0.05 if the
observed difference (iX.'i-X'jl) exceeds the critical
difference (CrDiff).

ITEM 1 : VETERINARY

Meanl Mean2

Means 4.28 3.14
n 50 28

Names for means X'i
X' j I

year 1 year 2 4.28

year 1 year 3 4.28

year 1 year 4 4.28

year 2 year 3 3 .14

year 2 year 4 3 .14

year 3 year 4 3 . 08

MSE = 2.49, tabled value of F

Mean3 Mean4

3 . 08 3 . 09
25 23

X'j CrDiff IX' i-

3 .14 1. 06 1.14
3 . 08 1.10 1.20
3 . 09 1.13 1.19
3 .08 1.23 0 . 07
3 .09 1.26 0 . 05
3 .09 1.29 0 . 01

for df(3,122) = 2.68.

ITEM 4 : REMARKED

year 1 year 2 year 3 year 4

Means 1.80 2.43 2.92 3.04
n 50 28 25 23

Names for means X'i X'j CrDiff IX'i —

X' j I

year 1 year 2 1. 80 2 .43 1.07 0 . 63

year 1 year 3 1. 80 2 .92 1.11 1.12

year 1 year 4 1. 80 3 .04 1.15 1.24

year 2 year 3 2 . 43 2 . 92 1.25 0 . 49

year 2 year 4 2 . 43 3 .04 1.28 0 . 61

year 3 year 4 2 . 92 3 .04 1.31 0 .12

MSE = 2,.57, tabled value of F for df(3,122) = 2.68.

ITEM 6 :: ATTENDED

year 1 year 2 year 3 year 4

Means 1.70 2.25 2 .44 2 .83
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n 50 28 25 23

Names for means X' i X'j CrDiff I X' i-
X' j 1

year 1 year 2 1.70 2.25 1.09 0 . 55

year 1 year 3 1.70 2 .44 1.13 0.74

year 1 year 4 1.70 2 .83 1.17 1.13*

year 2 year 3 2.25 2 .44 1.27 0.19

year 2 year 4 2.25 2 .83 1.30 0.58

year 3 year 4 2.44 2 . 83 1.34 0.39

MSE = 2.67, tabled value of F for df(3,122) = 2.68.

ITEM 7 : TERMINATION

year 1 year 2 year 3 year 4

Means 1.82 2.21 2 . 60 3 .00
n 50 28 25 23

Names for means X' i X'j CrDiff I X ' i -
X' j 1

year 1 year 2 1. 82 2.21 1.08 0.39

year 1 year 3 1. 82 2 . 60 1.12 0 . 78

year 1 year 4 1.82 3 .00 1.16 1.18*

year 2 year 3 2.21 2 . 60 1.26 0.39

year 2 year 4 2.21 3 .00 1.29 0.79

year 3 year 4 2 . 60 3 .00 1.33 0.40

MSE = 2.62, tabled value of F for df(3,122) = 2.68.

ITEM 8 : DEVASTATED

yearl year2 year3 year4

Means 1.82 2.25 2 . 64 3.26
n 50 28 25 23

Names for means X' i X'j CrDiff I X' i -
X' j I

year 1 year 2 1. 82 2.25 1.05 0 . 43

year 1 year 3 1. 82 2 . 64 1. 09 0 . 82

year 1 year 4 1. 82 3.26 1.12 1.44*

year 2 year 3 2.25 2 . 64 1.22 0 .39

year 2 year 4 2.25 3.26 1.25 1. 01

year 3 year 4 2 . 64 3.26 1.28 0 . 62

MSE = 2.45, tabled value of F for df(3,122) = 2.68.
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ITEM 9 : SUCCEEDED

year 1 year 2 year 3 year 4

Means 1.82 2.25 2 . 64 3.30
n 50 28 25 23

Names for means X' i X'j CrDiff IX' i-
X' j |

year 1 year 2 1.82 2.25 1.05 0 .43
year 1 year 3 1.82 2 . 64 1.09 0.82
year 1 year 4 1.82 3.30 1.12 1.48*

year 2 year 3 2.25 2 . 64 1.23 0.39
year 2 year 4 2 .25 3.30 1.25 1.05

year 3 year 4 2 . 64 3.30 1.29 0 . 66

MSE = 2.47, tabled value of F for df(3, 122) = 2.68

ITEM 10 : CAUTIONED

year 1 year 2 year 3 year 4

Means 1.82 2.25 2.56 2.91
n 50 28 25 23

Names for means X'i X'j CrDiff IX'i-
X' j I

year 1 year 2 1.82 2.25 1.06 0.43
year 1 year 3 1.82 2.56 1.10 0.74
year 1 year 4 1.82 2.91 1.14 1.09*
year 2 year 3 2.25 2.56 1.24 0.31
year 2 year 4 2.25 2.91 1.27 0.66
year 3 year 4 2.56 2.91 1.30 0.35

MSE = 2.53, tabled value of F for df(3,122) = 2.68.

ITEM : 12 SALUTED

year 1 year 2 year 3 year 4

Means 2.28 2 .46 2 .92 3 .52
n 50 28 25 23

Names for means X' i X'j CrDiff IX' i-
X' j 1

year 1 year 2 2 .28 2.46 1.12 0 .18

year 1 year 3 2.28 2.92 1.16 0 . 64

year 1 year 4 2.28 3 . 52 1.19 1.24*

year 2 year 3 2.46 2 .92 1.30 0.46

year 2 year 4 2.46 3 . 52 1.33 1.06

year 3 year 4 2 .92 3 .52 1.37 0 . 60
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MSE = 2.78, tabled value of F for df(3,122) = 2.68

ITEM 15 : VENUE

year 1 year 2 year 3 year 4

Means 1.80 2.21 2.56 2.87
n 50 28 25 23

Names for means X'i X'j CrDiff
X' j I

X" i-

year 1 year 2 1.80 2.21 0 . 91

year 1 year 3 1.80 2 . 56 0.94

year 1 year 4 1.80 2 . 87 0.97

year 2 year 3 2.21 2 .56 1.06

year 2 year 4 2.21 2 .87 1.09

year 3 year 4 2 .56 2 .87 1.11

MSE =: 1,.85, tabled value of F for df(3,122) = 2

0.41
0 .76
1.07*
0.35
0 . 66
0.31

68

ITEM 18 : REPRIMAND

year 1 year 2 year 3 year 4

Means
n

2.28
50

Names for means

X'j!

1
1
1
2
2
3

year 2
year 3
year 4
year 3
year 4
year 4

2.39
28

X' i

2
2
2
2

28
28
28
39

2 .39
2.96

2 .96
25

X'j

2.39
2.96
3 . 44
2 .96
3
3

44
44

3 . 44
23

CrDiff

1 . 12
1.16
1 . 19
1.30
1.33
1.37

X' i-

0 .11
0.68
1.16*
0 . 57
1.04
0.48

MSE = 2.78, tabled value of F for df(3,122) = 2.68

ITEM 19 : AMELIORATE

year 1 year 2 year 3 year 4

Means 2 .18 2.46 2 . 84 3.48
n 50 28 25 23

Names for means X' i X'j CrDiff
X'j 1

year 1 year 2 2 .18 2 .46 1.09

year 1 year 3 2 .18 2 . 84 1.13

year 1 year 4 2 .18 3.48 1.17

year 2 year 3 2 .46 2 . 84 1.27

X' l-

0.28
0 . 66
1.30*
0.38
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year 2 year 4 2.46 3.48 1.30 1.01
year 3 year 4 2.84 3.48 1.34 0.64

MSE = 2.67, tabled value of F for df(3,122) = 2.68.

ITEM 20 : INEXCUSABLE

year 1 year 2 year 3 year 4

Means 1.86 2.36 2 . 68 3 .13
n 50 28 25 23

Names for means X' i X'j CrDiff I X ' i -
X' j 1

year 1 year 2 1.86 2.36 1.06 0 . 50

year 1 year 3 1.86 2 . 68 1.10 0 . 82

year 1 year 4 1. 86 3 .13 1.13 1.27*

year 2 year 3 2.36 2 . 68 1.24 0.32

year 2 year 4 2.36 3 .13 1.26 0.77

year 3 year 4 2 . 68 3 .13 1.30 0.45

MSE = 2.51, tabled value of F for df(3,122) = 2.68.

ITEM 21 : RECOMPENSE

year 1 year 2 year 3 year 4

Means 1.86 2 .46 2 . 80 3 . 44
n 50 28 25 23

Names for means X' i X'j CrDiff IX' i-
X' j 1

year 1 year 2 1.86 2 .46 1. 02 0. 60

year 1 year 3 1.86 2 . 80 1.06 0.94

year 1 year 4 1. 86 3 .44 1.09 1.58*

year 2 year 3 2 .46 2 . 80 1.19 0.34

year 2 year 4 2 .46 3 .44 1.22 0 . 97

year 3 year 4 2 . 80 3 . 44 1.25 0 . 64

MSE =2.32:, tabled value of F for df(3, 122) =2.68

22 : ENTOURAGE

year 1 year 2 year 3 year 4

1.94 2.39 2.76 3.44
50 28 25 23

for means X'i X'j CrDiff IX'i-
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year 1 year 3 1.94 2.76 1.19 0 . 82

year 1 year 4 1.94 3 .44 1.22 1. 50*

year 2 year 3 2 .39 2 .76 1.33 0.37

year 2 year 4 2.39 3 .44 1.36 1.04

year 3 year 4 2.76 3.44 1.40 0 . 68

MSE = 2.92, tabled value of F for df(3,122) = 2.68.

ITEM 24 : GRAVE

year 1 year 2 year 3 year 4

Means
n

1.86
50

Names for means

X' j I

;ar 1
:ar 1
:ar 1
ar 2
ar 2
ar 3

year 2
year 3
year 4
year 3
year 4
year 4

2.29
28

X' i

86
86
86
29
29
56

2 . 56
25

X'j

2.29
2 . 56
3 . 04
2 .56
3 .04
3 .04

3 .04
23

CrDiff

1
1
1
1
1
1

06
10
14
24
27
30

X' l-

0 . 43
0.70
1.18*
0.27
0 .76
0.48

MSE = 2.53, tabled value of F for df(3,122)

ITEM 26 : LIBERTY

year 1 year 2 year 3 year 4

Means 2 .46 2.36 3.28 3.39
n 50 28 25 23

Names for means X' i X'j CrDiff IX' i-
X' j I

year 1 year 2 2.46 2.36 1.10 0.10

year 1 year 3 2.46 3.28 1.14 0.82

year 1 year 4 2 .46 3.39 1.17 0 . 93

year 2 year 3 2.36 3.28 1.28 0 . 92

year 2 year 4 2.36 3 .39 1.31 1. 03

year 3 year 4 3.28 3.39 1.34 0.11

MSE = 2.68, tabled value of F for df(3,122 ) =2.68

ITEM 29 : NECESSITATED

year 1 year 2 year 3 year 4

Means 2.00 2.46 2.88 3.48
n 50 28 25 23
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Names for means X'i X'j CrDiff [X'i-
X' j I

year 1 year 2 2 . 00 2 .46 1. 02 0 .46

year 1 year 3 2 . 00 2 . 88 1.06 0 . 88

year 1 year 4 2 . 00 3 .48 1.09 1.48*

year 2 year 3 2 .46 2 . 88 1.19 0 .42

year 2 year 4 2 .46 3 .48 1.21 1.01

year 3 year 4 2 . 88 3 .48 1.25 0 . 60

MSE =: 2 ,.31, tabled value of F for df(3,122]) = 2.6?3.

ITEM 30 : AID

year 1 year 2 year 3 year 4

Means 1 .90 2.21 2 . 60 3.35
n 50 28 25 23

Names for means X' i X'j CrDiff IX' i-
X' j 1

year 1 year 2 1.90 2 .21 1.10 0 . 31

year 1 year 3 1.90 2 . 60 1.14 0.70

year 1 year 4 1.90 3.35 1.18 1.45*

year 2 year 3 2.21 2 . 60 1.28 0.39

year 2 year 4 2 .21 3.35 1.31 1.13

year 3 year 4 2 . 60 3.35 1.35 0.75

MSE = 2.71, tabled value of F for df(3, 122) = 2.6?5.

ITEM 32 : AGENDA

year 1 year 2 year 3 year 4

Means 4.76 4 .18 3 . 00 2 .70
n 50 28 25 23

Names for means X' i X'j CrDiff IX' i-
X' j |

year 1 year 2 4 .76 4 .18 1.00 0 . 58
year 1 year 3 4.76 3 . 00 1.04 1.76*

year 1 year 4 4.76 2 .70 1. 07 2 . 06*

year 2 year 3 4 .18 3 . 00 1.17 1.18*

year 2 year 4 4.18 2.70 1.20 1.48*

year 3 year 4 3 . 00 2.70 1.23 0.30

MSE = 2.25, tabled value of F for df(3, 122) =2.68 .

ITEM 33 : DEPOSE

year 1 year 2 year 3 year 4

317



Appendix L

Means 1 .88 2.21 2 . 88 3 .44
n 50 28 25 23

Names for means X'i X'j CrDiff IX' i-
X' j 1

year 1 year 2 1.88 2.21 1. 04 0.33

year 1 year 3 1.88 2 . 88 1. 08 1.00*

year 1 year 4 1.88 3 .44 1.11 1.56*
year 2 year 3 2.21 2 . 88 1.21 0 . 67
year 2 year 4 2.21 3 .44 1.24 1.22
year 3 year 4 2 . 88 3 . 44 1.27 0 . 56

MSE = 2.41, tabled value of F for df(3,122 ) = 2.68,
The comparison is significant at level p = 0.05 if the
observed

ITEM 34 : PROMENADED

year 1 year 2 year 3 year 4

Means 1.60 1.79 2.56 3.09
n 50 28 25 23

Names for means X'i X'j CrDiff IX'i-
X' j |

year 1 year 2 1.60 1.79 0.99 0.19
year 1 year 3 1.60 2.56 1.02 0.96*
year 1 year 4 1.60 3.09 1.05 1.49
year 2 year 3 1.79 2.56 1.15 0.77
year 2 year 4 1.79 3.09 1.18 1.30
year 3 year 4 2.56 3.09 1.21 0.53

MSE = 2.17, tabled value of F for df(3,122) = 2.68.

*

*

ITEM 35 : COMPREHEND 1

Year 1 Year 2 Year 3 Year 4

Means 2 . 04 2.36 2 . 80 3 .13
n 50 28 25 23

Names for means X' i X'j CrDiff IX' i-
X' j 1

Year 1 Year 2 2 .04 2.36 1.11 0.32
Year 1 Year 3 2 .04 2 . 80 1 . 15 0 .76
Year 1 Year 4 2.04 3 .13 1.19 1. 09
Year 2 Year 3 2.36 2 . 80 1.30 0 . 44
Year 2 Year 4 2.36 3 .13 1.33 0 . 77
Year 3 Year 4 2 . 80 3 .13 1.36 0.33

MSE = 2.76, tabled value of F for df(3,122) = 2.68.
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ITEM 36 : PERSUADED

Year 1 Year 2 Year 3 Year 4

Means 4.26 4.14 3.36 3 .22
n 50 28 25 23

Names for means X' i X'j CrDiff IX' i-
X' j I

Year 1 Year 2 4.26 4.14 1.03 0.12
Year 1 Year 3 4.26 3.36 1. 07 0.90
Year 1 Year 4 4.26 3.22 1.10 1. 04*
Year 2 Year 3 4.14 3.36 1.20 0.78
Year 2 Year 4 4 .14 3 .22 1.23 0.93
Year 3 Year 4 3.36 3 .22 1.26 0.14

MSE = 2.37, tabled value of F for df(3,122) = 2.68.

ITEM 38 : AUTHORITATIVE

Year 1 Year 2 Year 3 Year 4

Means 4.76 4 . 14 4 .12 3 .35
n 50 28 25 23

Names for means X' i X'j CrDiff I X 1 i-
X' j I

Year 1 Year 2 4.76 4 .14 0.88 0 . 62
Year 1 Year 3 4.76 4 .12 0 . 92 0.64
Year 1 Year 4 4 .76 3.35 0 . 94 1. 41*
Year 2 Year 3 4.14 4.12 1. 03 0 . 02
Year 2 Year 4 4 .14 3.35 1. 05 0 . 79
Year 3 Year 4 4 . 12 3.35 1.08 0 . 77

MSE = 1.74, tabled value of F for df(3,122) = 2.68.

ITEM 41 : ASSASSIN

Year 1 Year 2 Year 3 Year 4

Means 1 . 80 2 .32 2 . 56 3 .13
n 50 28 25 23

Names for means X' i X'j CrDiff IX' i-
X' j 1

Year 1 Year 2 1. 80 2 .32 1.09 0 . 52
Year 1 Year 3 1.80 2 .56 1.13 0.76
Year 1 Year 4 1.80 3 .13 1.16 1.33*
Year 2 Year 3 2 .32 2 .56 1.27 0.24
Year 2 Year 4 2 . 32 3 .13 1.30 0.81
Year 3 Year 4 2 . 56 3 .13 1.33 0 .57
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MSE = 2.65, tabled value of F for df(3,122) = 2.68.

ITEM 42 : PARDONED

Year 1 Year 2 Year 3 Year 4

Means 1 .90 2.29 2 .52 3 .09
n 50 28 25 23

Names for means X' i X'j CrDiff IX' i-
X' j 1

Year 1 Year 2 1.90 2.29 1.03 0.39
Year 1 Year 3 1.90 2 .52 1.07 0.62
Year 1 Year 4 1.90 3 . 09 1.10 1.19
Year 2 Year 3 2.29 2 .52 1.20 0.23
Year 2 Year 4 2.29 3 .09 1.23 0.80
Year 3 Year 4 2.52 3 . 09 1.26 0 . 57

MSE = 2.38, tabled value of F for df(3,122) = 2.68.

ITEM 44 : ACTUALITY

Year 1 Year 2 Year 3 Year 4

Means 4 . 00 3.25 2 . 92 2 . 83
n 50 28 25 23

Names for means X 1 i X'j CrDiff 1 X' i-
X' j 1

Year 1 Year 2 4 . 00 3.25 1.09 0 .75
Year 1 Year 3 4.00 2 .92 1.13 1. 08*
Year 1 Year 4 4.00 2 . 83 1.16 1.17*
Year 2 Year 3 3.25 2 . 92 1.27 0.33
Year 2 Year 4 3.25 2 . 83 1.30 0 . 42
Year 3 Year 4 2 . 92 2 . 83 1.33 0 . 09

MSE = 2.64, tabled value of F for df(3,122) = 2.68.

ITEM 45 : MENACE

Year 1 Year 2 Year 3 Year 4

Means 1.72 2.46 2.96 3.39
n 50 28 25 23

Names for means X' i X'j CrDiff IX1 i-
X' j |

Year 1 Year 2 1.72 2 .46 1. 05 0 . 74
Year 1 Year 3 1.72 2.96 1. 09 1.24*
Year 1 Year 4 1. 72 3.39 1.12 1. 67*
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Year 2 Year 3 2.46 2.96 1.23 0.50
Year 2 Year 4 2.46 3.39 1.25 0.93
Year 3 Year 4 2.96 3.39 1.29 0.43

MSE = 2.47, tabled value of F for df(3,122) = 2.68.

ITEM 46 : GUARDIAN

Year 1 Year 2 Year 3 Year 4

Means 2.00 2.39 2 .56 3 .48
n 50 28 25 23

Names for means X' i X'j CrDiff IX' i-
X' j 1

Year 1 Year 2 2 . 00 2.39 1.01 0.39
Year 1 Year 3 2 .00 2 .56 1.05 0 . 56
Year 1 Year 4 2 .00 3 .48 1.08 1.48*
Year 2 Year 3 2.39 2 . 56 1.18 0 .17
Year 2 Year 4 2.39 3 .48 1.20 1. 08
Year 3 Year 4 2 . 56 3 .48 1.24 0.92

MSE = 2.28, tabled value of F for df(3,122) = 2.68.

ITEM 48 : CHANTING

Year 1 Year 2 Year 3 Year 4

Means 1.90 2.46 2 . 80 3 .48
n 50 28 25 23

Names for means X 1 i X'j CrDiff I X 1 i-
X' j I

Year 1 Year 2 1.90 2.46 1.09 0.56
Year 1 Year 3 1.90 2 .80 1.13 0.90
Year 1 Year 4 1.90 3 .48 1.16 1.58
Year 2 Year 3 2 .46 2 . 80 1.27 0.34
Year 2 Year 4 2 .46 3.48 1.29 1.01
Year 3 Year 4 2 . 80 3.48 1.33 0.68

MSE = 2.63, tabled value of F for df(3,122) = 2.68.

ITEM 50 : FORMIDABLE

Year 1 Year 2 Year 3 Year 4

Means 1.60 1.93 2.56 3.09
n 50 28 25 23

Names for means X'i X'j CrDiff IX'i-
X' j I
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Year 1 Year 2 1.60 1.93 0.99 0.33
Year 1 Year 3 1.60 2 .56 1.03 0.96*
Year 1 Year 4 1.60 3 .09 1.06 1.49*
Year 2 Year 3 1.93 2 .56 1.16 0.63
Year 2 Year 4 1.93 3 .09 1.18 1.16*
Year 3 Year 4 2 .56 3 .09 1.22 0.53

MSE = 2.20, tabled value of F for df(3,122) = 2.68.
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CHI SQUARE TESTS ON CORRECT AND WRONG ANSWERS ELICITED BY
EXPERIMENT 3

Row 1 = correct answers

Row 2 = wrong answers
Col 1 = year 1, Col 2 = Year 2. Col 3 = year 3, Col 4 = year
4

ITEM 1 : RESUME

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 12 14 18 18 62
24.60 13.78 12.30 11.32

Row 2 38 14 7 5 64
25.40 14.22 12.70 11.68

Total 50 28 25 23 126

ChiSq = 6.46 + 0.00 + 2.64 + 3.95 +
6.25 + 0.00 + 2.56 + 3.82 = 25.6826

df = 3

ITEM 2 : MAKE/MARK

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 3 3 3 4 13
5 .16 2 . 89 2 .58 2.37

Row 2 47
44 . 84

25
25 .11

22
22 .42

19
20.63

113

Total 50 28 25 23 126

ChiSq = 0.90 +

0.10 +

0.00 +

0.00 +

0.07 +

0.01 +

1.12
0.13

+

= 2.3323
df = 3

ITEM 3: PROFIT/INTEREST

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 10 12 14 13 49
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19.44 10.89 9.72 8.94

Row 2 40 16 11 10 77
30.56 17.11 15.28 14.06

Total 50 28 25 23 126

ChiSq = 4.59 + 0.11 + 1.88 + 1.84 +
2.92 + 0.07 + 1.20 + 1.17 = 13.7811

df = 3

ITEM 4 : CONFIDENT

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 6 14 18 17 55
21. 83 12 . 22 10.91 10.04

Row 2 44 14 7 6 71
28 .17 15.78 14 . 09 12 .96

Total 50 28 25 23 126

ChiSq = 11. 47 + 0.26 + 4 . 60 + 4.83 +

8 . 89 + 0.20 + 3 . 57 + 3.74 = 37.5547
df = 3

ITEM 5 : ABUSE

Expected counts are printed below observed count;

Col 1 Col 2 Col 3 Col 4 Total

Row 1 3 8 8 9 28
11.11 6.22 5.56 5 .11

Row 2 47 20 17 14 98
38.89 21.78 19 .44 17 . 89

Total 50 28 25 23 126

ChiSq = 5.92 + 0 . 51 + 1.08 + 2.96 +

1.69 + 0.15 + 0 .31 + 0.85 = 13.4531
df = 3

ITEM 6 : EVENTUALLY

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 5 4 4 6 19
7.54 4.22 3.77 3.47

Row 2 45 24 21 17 107
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42.46 23.78 21.23 19.53

Total 50 28 25 23 126

ChiSq = 0.86 + 0.01 + 0.01 + 1.85 +
0.15 + 0.00 + 0.00 + 0.33 = 3.2140

df = 3

ITEM 7 : DISCIPLINARIAN

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 10 10 9 10 39
15.48 8.67 7.74 7.12

Row 2 40 18 16 13 87
34.52 19.33 17.26 15.88

Total 50 28 25 23 126

ChiSq = 1.94 + 0.21 + 0.21 + 1.17 +
0.87 + 0.09 + 0.09 + 0.52 = 5.0900

df = 3

ITEM 8 : ARGUMENT

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 6 4 5 10 2 5
9.92 5.56 4.96 4.56

Row 2 44 24 20 13 101
40.08 22.44 20.04 18.44

Total 50 28 25 23 126

ChiSq = 1.55 + 0.44 + 0.00 + 6.48 +
0.38 + 0.11 + 0.00 + 1.60 = 10.5564

df = 3

ITEM 9 CANNIBALISATION

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 9 8 8 10 35
13 .89 7 .78 6.94 6.39

Row 2 41 20 17 13 91
36.11 20.22 18.06 16.61

Total 50 28 25 23 126
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ChiSq = 1.72 + 0.01 + 0.16 + 2.04 +
0.66 + 0.00 + 0.06 + 0.79 = 5.4398

df = 3

ITEM 10 : COMPOSITOR

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 5 7 9 10 31
12.30 6.89 6.15 5.66

Row 2 45 21 16 13 95
37.70 21.11 18.85 17.34

Total 50 28 25 23 126

ChiSq = 4.33 + 0.00 + 1.32 + 3.33 +
1.41 + 0.00 + 0.43 + 1.09 = 11.9183

df = 3

ITEM 11 : ACTUALLY

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 14 13 18 18 63
25.00 14.00 12.50 11.50

Row 2 36 15 7 5 63
25.00 14.00 12.50 11.50

Total 50 28 25 23 126

ChiSq = 4.84 + 0.07 + 2.42 + 3.67 +
4.84 + 0.07 + 2.42 + 3.67 = 22.0107

df = 3

ITEM 12 : AFFAIR

Expected counts are printed below observed counts

Col 1 Col 2 Col 3 Col 4 Total

Row 1 4 9 11 11 35
13 . 89 7 .78 6.94 6.39

Row 2 46 19 14 12 91
36. 11 20.22 18.06 16.61

Total 50 28 25 23 126

ChiSq = 7 . 04 + 0.19 + 2.37 + 3 .33 +

2 . 71 + 0.07 + 0.91 + 1.28 = 17.9023
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ITEM 13 : RESUSCITATE

Expected counts are printed below observed count

Col 1 Col 2 Col 3 Col 4 Total

ROW 1 0 1 4 5 10
3 .97 2 .22 1.98 1.83

Row 2 50 27 21 18 116
46.03 25.78 23 . 02 21.17

Total 50 28 25 23 126

ChiSq = 3 . 97 + 0 . 67 + 2.05 + 5.52 +

0.34 + 0 . 06 + 0.18 + 0.48 = 13 .2622
df = 3

ITEM 14 : LABOUR

Expected counts are printed below observed count

Col 1 Col 2 Col 3 Col 4 Total

Row 1 5 4 7 10 26
10.32 5.78 5.16 4.75

Row 2 45 24 18 13 100
39 . 68 22 .22 19.84 18.25

Total 50 28 25 23 126

ChiSq = 2 .74 + 0.55 + 0 . 66 + 5.82 +

0.71 + 0.14 + 0.17 + 1.51 = 12 .2989
df = 3

ITEM 15 : TERRIFIC/TERRIBLE

Expected counts are printed below observed count

Col 1 Col 2 Col 3 Col 4 Total

Row 1 8 7 8 10 33
13 .10 7 .33 6.55 6.02

Row 2 42
36.90

21
20 . 67

17
18 .45

13 93
16.98

Total 50 28 25 23 126

ChiSq = 1.98 +

0.70 +

0.02 +

0.01 +

0.32 +

0.11 +

2 . 62 +

0.93 = 6.6989
df = 3



APPENDIXN:EXPERIMENT4
PERCENTAGESOFTHESUBJECTSWHOASSOCIATEDEACHWORDWITHTHECORRESPONDING COGNATEINTHERANKINGORDER1,2,3,AND4

1franchise 2trespass

YEAR1

YEAR2

YEAR3

YEAR4

1

2

3

4

1

2

3

4

1

2

3

4

1

2

3

4

sincerity

72

18

2

8

71.42

10.71

0

17.85

60

20

0

20

52.17

17.39

4.34

26.08

vote

6

4

16

74

17.85

0

28.57

53.57

20

0

24

56

21.73

8.69

26.08

43.47

honesty

18

72

8

2

10.71

71.42

17.85

0

20

60

20

0

17.39

52.17

26.08

4.34

rights

4

6

74

16

0

17.85

53.57

28.57

0

20

56

24

8.69

21.73

43.47

26.08

die

80

8

4

8

71.42

0

10.71

17.85

52

4

20

24

34.78

8.69

4.34

52.17

sin

0

12

64

24

10.71

17.85

46.42

25

16

28

28

28

21.73

34.78

43.47

0

illegal

12

0

24

64

17.85

10.71

25

46.42

28

16

28

28

34.78

21.73

0

43.47

accident

8

80

8

4

0

71.42

17.85

10.71

4

52

24

20

8.69

34.78

52.17

4.34

3doze

sleep

4

2

36

58

21.42

0

53.57

25

24

0

28

48

26.08

17.39

4.34

52.17

medicine

22

72

4

2

21.42

57.14

3.57

17.85

24

52

16

8

30.43

26.08

43.47

0

quantity

72

22

2

4

57.14

21.42

17.85

3.57

52

24

8

16

26.08

30.43

0

43.47

short

2

4

58

36

0

21.42

25

53.57

0

24

48

28

17.39

26.08

52.17

4.34

4tutor

stepfather

72

18

2

8

46.42

17.85

21.42

14.28

36

16

24

24

30.43

8.69

8.69

52.17

university

6

4

16

74

21.42

14.28

21.42

42.85

24

24

16

36

21.73

39.13

4.34

34.78

child

18

72

8

2

17.85

46.42

14.28

21.42

16

36

24

24

8.69

30.43

52.17

8.69

lecturer

4

6

74

16

14.28

21.42

42.85

21.42

24

24

36

16

39.13

21.73

34.78

4.34



5fabric

cloth automobile fibres industry

6concurrence
competition simultaneity rivalry together

7entrainment
sporting train practice transport

8engross

attention pregnant absorb baby

9genial

genius pleasant friendly skillful

10reconnaissance
gratitude war

8

8

54

30

25

3.57

6

78

10

6

14.28

57.14

8

8

30

54

3.57

25

78

6

6

10

57.14

14.28

66

22

8

4

53.57

25

8

4

50

38

21.42

0

22

66

4

8

25

53.57

4

8

38

50

0

21.42

52

30

0

18

32.14

35.71

14

4

50

32

32.14

0

30

52

18

0

35.71

32.14

4

14

32

50

0

32.14

4

12

20

64

17.85

7.14

80

4

10

6

75

0

12

4

64

10

7.14

17.85

4

80

6

10

0

75

42

40

8

10

53.57

25

8

10

56

26

14.28

7.14

10

8

26

56

7.14

14.28

40

42

10

8

25

53.57

52

30

0

18

57.14

21.42

14

4

50

32

21.42

57.14

32.14

39.28

20

20

20

40

39.13

8.69

17.39

34.78

7.14

21.42

4

56

12

28

8.69

43.47

17.39

30.43

39.28

32.14

20

20

40

20

8.69

39.13

34.78

17.39

21.42

7.14

56

4

28

12

43.47

8.69

30.43

17.39

3.57

17.85

48

28

0

24

26.08

39.13

8.69

26.08

42.85

35.71

24

0

48

28

34.78

0

39.13

26.08

17.85

3.57

28

48

24

0

39.13

26.08

26.08

8.69

35.71

42.85

0

24

28

48

0

34.78

26.08

39.13

17.85

14.28

36

24

24

16

8.69

43.47

34.78

13.04

25

42.85

24

16

32

28

47.82

0

39.13

13.04

14.28

17.85

24

36

16

24

43.47

8.69

13.04

34.78

42.85

25

16

24

28

32

0

47.82

13.04

39.78

28.57

46.42

16

12

28

44

34.78

4.34

30.43

30.43

3.57

21.42

60

12

8

20

60.86

0

4.34

34.78

46.42

28.57

12

16

44

28

4.34

34.78

30.43

30.43

21.42

3.57

12

60

20

8

0

60.86

34.78

4.34

10.71

10.71

44

32

8

16

34.78

30.43

0

34.78

60.71

17.85

12

12

64

12

17.39

17.39

65.21

0

17.85

60.71

12

12

12

4

17.39

17.39

0

65.21

10.71

10.71

32

44

16

8

30.43

34.78

34.78

0

0

21.42

40

32

0

28

52.17

13.04

8.69

26.08

28.57

50

28

0

20

52

26.08

8.69

17.39

47.82



thankful land

11directory
managerial address telephone director

12truckage
magician lorry skillful transport

13stationery
writing movement immobile pupil

14solicitor
lawyer applicant request adviser

15industrious
pollution hardworking machinery diligent

30

52

18

0

21.42

21.42

4

14
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APPENDIX O

EXPERIMENT 4 : FRIEDMAN TEST COMPARISON OF THE MEAN
RANKS OF THE ORDER OF ASSOCIATION BY YEAR

The critical value ZC is 2.64 and the result is significant at the level of
significance p>0.05 if the observed value for comparison ZSTAT (see
figures in brackets) is larger than ZC. FTS =Friedman Test Statistic. The
words reflecting the French meanings of the cognates are followed by F
and the words reflecting the English meanings of the cognates are
followed by E.

1 Franchise

2 Trespass

3 Doze

4 Tutor

5 Fabric

6 Concurrence

Year 1 Year 2 Year 3 Year 4

lsincerity F 1&2 (8.21**) 1&2 (4.45**) 1&3 (3.72** -

2 vote E 1&4 (6.04**) 1&4 (4.28**) 1&4 (3.40**) -

3 honesty F 2&3 (6.35**) 2&3 (3.21**) 2&3 (3.18**) -

4 rights E 3&4 (4.18**) 3&4 (3.00**) 3&4 (2.85**) -

FTS 84.96 29.36 22.01 8.90

P 0.0000 0.0000 0.0001 0.0307

1 die F 1&2 (6.66**) 1&2 (3.21**) _

2 sinE 1&3 (7.75**) 1&3(3.62**) - -

3 illegal E 2&4 (4.03**) - - -

4 accident F 3&4 (5.11**) - - -

FTS 77.42 15.99 2.42 5.87

P 0.0000 0.0011 0.4892 0.1181

1 sleep E 1&2 (6.27**) 1&3 (3.31**) 1&3 (3.18**) .

2 medicine F 1&3 (8.13**) 2&4 (3.31**) 3&4 (3.29**) -

3 quantity F 2&4 (5.50**) 3&4 (4.76**) - -

4 short E 3&4 (7.36**) - - -

FTS 96.98 26.14 16.82 3.57

P 0.0000 0.0000 0.0008 0.3113

1 stepfather F 1&2 (8.21**) - - -

2 university E 1&4 (6.04**) - - -

3 child F 2&3 (4.18**) - - -

4 lecturer E 3&4 (4.18**) - - -

FTS 84.96 6.73 0.70 4.51

P 0.0000 0.0811 0.8741 0.2111

1 cloth E 1&2 (3.60**) 1&4 (3.11**) _

2 automobile F 1&4 (6.08**) 3&4 (3.52**) - -

3 fibres E 2&3 (4.45**) - - -

4 industry F 3&4 (6.93**) - - -

FTS 62.36 15.26 6.17 1.18

P 0.0000 0.0016 0.1037 0.6149

1 competition F 1&2 (6.57**) 1&2 (3.11**) 1&4 (3.40**) -

2 simultaneity E 1&4 (7.13**) 1&4 (3.93**) 3&4 (3.45**) -

3 rivalry F 2&3 (4.65**) 2&3 (2.69**) - -
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7 Entrainment

8 Engross

9 Genial

10 Reconnai¬
ssance

11 Directory

12 Truckage

4 together E 3&4 (5.27**) 3&4 (3.52**) - -

FTS 73.15 22.80 17.20 7.33

P 0.0000 0.0000 0.0006 0.0621

1 sporting F 1&2 (4.49**) - - -

2 train E 1&4 (5.58**) - - -

3 practice F 2&3 (4.34**) - - -

4 transport E 3&4 (5.42**) - - -

FTS 50.35 8.74 2.81 3.99

P 0.0000 0.0329 0.4222 0.2624

1 attention E 1&2 (7.82**) 1&2 (3.83**) 1&2 (2.96**) _

2 pregnant F 1&4 (4.73**) 1&3 (3.62**) - -

3 absorb E 2&3 (5.81**) - - -

4 baby F 3&4 - - -

(12.71**)
FTS 69.14 19.57 12.31 3.89

P 0.0000 0.0002 0.0064 0.2739

1 genius F 1&2 (4.49**) 1&2 (3.05**) 1&3 (3.61**) 3&4

(2.86**)
2 pleasant E 1&3 (5.42**) 1&3 (4.50**) 3&4 (3.51**) -

3 friendly E 2&4 (4.49**) 3&4 (3.57**) - -

4 skillful F 3&4 (5.42**) - - -

FTS 50.02 21.91 18.26 8.69

P 0.0000 0.0000 0.0004 0.038

1 gratitude F 1&2 (4.49**) 1&2 (3.52**) 2&3 (2.74**) -

2 war E 1&4 (5.58**) 1&4 (3.52**) - -

3 thankful F 2&3 (4.34**) 2&3 (3.11**) - -

4 land E 3&4 (5.42**) 3&4 (3.11**) - -

FTS V 50.35 22.11 11.93 5.56

P 0.0000 0.0001 0.073 0.1353
1 managerial F 1&2 (3.72**) 1&3 (3.73**) 2&4 (3.29**) -

2 address E 1&3 (4.65**) 2&4 (3.73**) 3&4 (4.27**) -

3 telephone E 2&4 (5.89**) 3&4 (4.97**) - -

4 director F 3&4 (6.82**) - - -

FTS 61.06 30.86 20.66 2.84

P 0.0000 0.0000 0.0001 0.4164

1 magician F 1&4 (3.41**) - - 1&2

(2.86**)
2 lorry E 2&3 (3.02**) - - 2&3

(2.74**)
3 skilful F 3&4 (4.22**) - - -

4 transport E - - - -

FTS 22.77 0.43 4.34 12.97

P 0.0000 0.9343 0.2266 0.047

3 Stationery 1 writing E 1&2 (2.71**)

2 movement F 1&3 (4.88**)
3 immobile F 2&4 (3.80**)
4 pupil E 3&4 (5.96**)

1&2(3.31*
*)
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14 Solicitor

15 Industrious

16 Remit

17 Refuse

FTS 43.51 2.14 5.40 10.94

P 0.0000 0.5433 0.1447 0.0118

1 lawyer E 1&3 (3.49**) - - -

2 applicant F 3&4 (3.02**) - - -

3 request F - - - -

4 advice E - - - -

FTS 16.63 3.13 1.56 4.93

P 0.0008 0.3722 0.3722 0.1770

1 pollution F 1&4 (4.34**) - 1&2 (4.16**) 1&2
2 hard¬ 2&3 (3.72**) - 1&4 (2.74**) (4.57**)
working E - - 2&3

(3.54**)

3 machinery F 3&4 (5.89**) - - -

4 diligent E
FTS 39.55 6.73 17.98 23.40

P 0.0000 0.0811 0.0004 0.0000

1 pay E 1&2 (5.81**) 1&2 (4.04**) 1&2 (3.07**) -

2 return F 1&4 (2.71**) 2&3(4.04**) 2&3 (2.74**) -

3 goodsE 2&3 (7.82**) - - -

4 borrow F 2&4 (3.10**) - - -

FTS 69.14 24.04 12.70 6.70

P 0.0000 0.0000 0.0053 0.08919

1 reject F 1&2 (6.97**) 1&2 (3.52**) - -

2 rubbish E 1&3 (3.56**) 1&3 (2.74**) - -

3 accept F 1&4 (7.75**) 1&4 (4.92**) - -

4 useless E 2&3 (3.41**) - - -

3&4 (4.18**) - - -

FTS 75.50 25.68 3.86 1.49

P 0.0000 0.0000 0.2765 0.6853

18 Convene

19 Deputy

20 Spirits

lappropriate F 1&3 (4.11**) 2&3 (3.83**) - 1&4

(2.86**)
2convenient F 1&4 (4.26**) 2&4 (3.00**) - -

3 committee E 2&3 (5.03**) - - -

4 meeting E 2&4 (5.19**) - - -

FTS 44.09 16.50 3.48 9.94

P 0.0000 0.0009 0.3234 0.0191

1 parliament F 1&2 (4.18**) 1&2 (3.52**) 1&4 (4.00**) -

2 assisstant E 1&4 (7.44**) 1&3 (2.74**) 3&4 (3.45**) -

3 legislative F 2&4 (3.25**) 1&4 (4.92**) - -

4 help E 3&4 (5.11**) - - -

FTS 59.18 31.41 18.83 7.43

P 0.0000 0.0000 0.0003 0.0593

1 superstition F 1&2 (5.19**) 1&4 (3.00**) 1&4 (3.18**) -
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2 strong E
3 haunted F
4 alcohol E
FTS

P

Appendix

1&4 (5.81**) -

2&3 (3.49**) -

3&4 (4.11**) -

46.49 12.90 11.06 5.97
0.0000 0.0049 0.0114 0.1129
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APPENDIX P

EXPERIMENT 4 : MEAN RANKS FOR THE ASSOCIATION ORDERS OF
THE FOUR CHOICES BY YEAR

Year 1 year 2 year 3 year 4

1 Franchise 1 sincerity 1.46 1.64 1.80 2.04
2 vote 3.58 3.17 3.16 3.00
3 honesty 1.94 2.07 2.00 2.17
4 rights 3.02 3.10 3.04 2.78

2 Trespass 1 die 1.40 1.75 2.16 2.95
2 sin 3.12 2.857 2.68 2.13
3 illegal 3.40 3.00 2.56 2.26
4 accident 2.08 2.39 2.60 2.65

3 Doze 1 sleep 3.48 2.82 3.00 2.82
2 medicine 1.86 2.17 2.12 2.13
3 quantity 1.38 1.67 1.84 2.60
4 short 3.28 3.32 3.04 2.43

4 Tutor 1 stepfather 1.46 2.03 2.36 2.826
2 university 3.58 2.85 2.64 2.521
3 child 1.94 2.39 2.56 2.608
4 lecturer 3.02 2.71 2.44 2.043

5 Fabric 1 cloth 3.06 2.85 2.80 2.47
2 automobile 2.14 2.35 2.64 2.69
3 fibres 3.28 3.00 2.60 2.60
4 industry 1.50 1.78 1.96 2.21

6 Concurrence 1 competition 1.50 1.85 2.00 2.34
2 simultaneity 3.18 2.92 2.80 2.56
3 rivalry 1.98 2.00 2.00 2.04
4 together 3.34 3.21 3.24 3.04

7 Entrainment 1 sporting 1.84 2.14 2.20 2.52
2 train (n) 3.00 2.78 2.64 2.17
3 practice 1.88 2.14 2.40 2.39
4 transport 3.28 2.92 2.76 2.91

8 Engross 1 attention 3.44 3.03 3.00 2.56
2 pregnant 1.42 1.71 1.92 2.13
3 absorb 2.92 2.96 2.88 2.86
4 baby 2.22 2.28 2.20 2.43

9 Genial 1 genius 1.86 1.78 1.96 2.34
2 pleasant 3.02 2.82 2.76 2.47
3 friendly 3.26 3.32 3.28 3.13
4 skilful 1.86 2.10 2.00 2.04
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10 Reconnais¬ 1 gratitude 1.84 1.85 2.16 2.08
sance 2 war 3.00 3.07 2.96 2.86

3 thankful 1.88 2.00 1.96 2.30
4 land 3.28 3.07 2.92 2.73

HDirectory 1 managerial 2.10 2.07 2.32 2.21
2 address 3.06 2.92 2.84 2.78
3 telephone 3.30 3.35 3.20 2.65
4 director 1.54 1.64 1.64 2.34

12 Truckage 1 magician 2.20 2.60 2.88 3.00
2 lorry 2.76 2.39 2.16 1.91
3 skilful 2.00 2.53 2.36 2.95
4 transport 3.08 2.46 2.60 2.13

13 Stationery 1 writing 2.92 2.53 2.08 1.86
2 movement 2.22 2.46 2.72 3.13
3 immobile 1.66 2.25 2.36 2.47
4 pupil 3.20 2.75 2.84 2.52

14 Solicitor 1 lawyer 2.92 2.78 2.76 2.34
2 applicant 2.26 2.53 2.44 2.82
3 request 2.02 2.17 2.32 2.08
4 advice 2.80 2.50 2.48 2.73

15 Industrious 1 pollution 2.18 3.00 3.32 3.26
2 hard¬

working 2.74 2.17 1.80 1.52
3 machinery 1.78 2.28 2.56 2.86
4 diligent 3.30 2.53 2.32 2.34

16 Remit 1 pay 2.92 3.07 3.00 2.43
2 return 1.42 1.67 1.88 1.95
3 goods 3.44 3.07 2.88 2.82
4 borrow 2.22 2.17 2.24 2.78

17 Refuse 1 reject 1.32 1.53 2.08 2.26
2 rubbish 3.12 2.75 2.52 2.43
3 accept 2.24 2.46 2.68 2.65
4 useless 3.32 3.21 2.72 2.65

18 Convene 1 appropriate 2.02 2.39 2.88 2.86
2 convenient 1.78 1.75 2.52 2.73
3 committee 3.08 3.07 2.36 2.60
4 meeting 3.12 2.78 2.24 1.78

19 Deputy 1 parliament 1.60 1.78 1.96 2.34
2 assistant 2.67 2.82 2.48 2.30
3 legislative 2.20 1.92 2.16 2.21
4 help 3.52 3.46 3.44 3.13

20 Spirits 1 superstition 1.68 1.90 1.84 1.95
2 strong 3.02 2.85 2.72 2.73
3 haunted 2.12 2.17 2.44 2.78
4 alcohol 3.18 3.00 3.00 2.52
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APPENDIX Q

EXPERIMENT 4 : MEAN RANKS FOR FRENCH-BASED PAIRS (FIRST)
AND ENGLISH-BASED PAIRS (SECOND) BY YEAR

1 Franchise 1 sincerity
& honesty
2 vote &

rights

Year 1

1.70

3.30

Year 2

1.85

3.14

Year 3

1.90

3.10

Year 4

2.10

2.89

2 Trespass

3 Doze

4 Tutor

5 Fabric

6 Concurrence

7 Entrainment

8 Engross

9 Genial

1 die &
accident

2 sin &

illegal

1 medicine
& quantity
2 sleep
&short

1 pregnant
&baby

2 attention
& absorb

1 genius &
skilful

2 Pleasant
& friendly

1.74

3.26

1.62

3.38

1 stepfather 1.70
& child

2 university 3.30
& lecturer

1 automobile 1.82
& industry
2 cloth & 3.18
fibres

lcompetition 1.74
& rivalry

2 together 3.26
&simulta-

neity

1 sporting & 1.86
practice
2 train & 3.14

transport

1.82

3.18

1.86

3.14

2.07

2.92

1.92

3.07

2.21

2.78

2.07

2.92

1.92

3.07

2.14

2.85

2.00

3.00

1.94

3.07

2.38

2.62

1.98

3.02

2.46

2.54

2.30

2.70

2.00

3.02

2.30

2.7

2.06

2.94

1.98

3.02

2.10

2.19

2.36

2.63

2.71

2.28

2.43

2.54

2.19

2.80

2.45

2.54

2.28

2.71

2.19

2.80
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10 Reconnaissance 1 gratitude 1.86 1.92 2.06 2.19
& thankful

2 war & 3.14 3.07 2.94 2.80
land

11 Directory lmanagerial 1.82 1.85 1.98 2.28
& director
2 address 3.18 3.14 3.02 2.72
& telephone

12 Truckage 1 magician 2.10 2.57 2.62 2.98
& skilful

2 pleasant 2.90 2.427 2.38 2.02
& friendly

13Stationery 1 movement 1.94 2.36 2.54 2.80
& immobile
2 writing 3.06 2.64 2.46 2.20
& pupil

14 Solicitor 1 applicant 2.14 2.36 2.38 2.46
& request

2 lawyer & 2.86 2.64 2.62 2.54
adviser

15 Industrious 1 pollution & 1.93 2.64 2.94 3.06

machinery
2 hard¬

working 3.07 2.35 2.06 1.94
& diligent

16 Remit 1 return & 1.82 1.93 2.06 2.37
borrow

2 pay & 3.18 3.07 2.94 2.63

goods

17 Refuse 1 reject & 1.78 2.00 2.40 2.46

accept
2 rubbish 3.22 3.00 2.60 2.54
& useless

18 Convene lappropriate 1.90 2.07 2.70 2.28
& convenient
2 meeting
& committee 3.10 2.93 2.3 2.72

19 Deputy 1 parliament 1.90 1.86 2.06 2.28

&legislative
2 assistant 3.10 3.14 2.94 2.72

& help
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20 Spirits 1 superstition 1.90 2.07 2.14 2.36
& haunted
2 strong & 3.10 2.93 2.86 2.63
alcohol
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APPENDIX R

EXPERIMENT 4 : GRAPHS REPRESENTING THE ASSOCIATION MEAN
RANKS FOR THE FOUR CHOICES ON A SCALE OF 1-4

BY YEAR

Item 1 : Franchise
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